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EDITORIAL 

April the first this year marked the 10th 
anniversary of the lnstitute of Education, 
Singapore. In commemoration of the occasion, a 
four day conference was held in Singapore. The 
theme of the conference was Research and 
Teacher Education. Five papers presented at the 
Conference dealt with Research and Teacher 
Education in five different countries. Five other 
major papers dealt with studies and projects 
undertaken by the lnstitute of Education and 
such topics as alternative selection criteria, 
assessment of teacher trainees and innovative 
teaching methods. These papers are reproduced 
in this issue of the Singapore Journal of 
Education. 

In the opening address. Dr. Sim Wong Kooi, 
Director of the lnstitute of Education, paid tribute 
to Dr. Ruth Wong, the first Director of the 
Institute. In his address, Dr. Sim spoke of-Dr. 
Wong as being "ahead of her time." One of her 
many tasks, prior to her appointment as the first 
Director of the Institute, was to challenge some 
commonly accepted notions about teaching and 
learning and, in that process, demolished a few 
sacred cows. Another major challenge during 
her directorship was mounting a massive Evalua- 
tion Course for some 2,500 Primary School 
Teachers from the 4 language streams. 

Also appearing in thts conference issue is the 
Dr. Ruth Wong Memorial lecture delwered by Dr. 
Robert Dreeben, Professor of Education and 
Sociology, University of Chicago. The theme of 
Dr. Dreeben's lecture is "Some Thoughts About 
Teaching and Learning." In his paper, 
Dr. Dreeben touched on the directions in which 
current research is developing to establish the 
connection between teaching and learning. He 
spoke of the powerful forces which schools exert 
through the classroom in the creation of learning 
and that despite their understanding of individual 
differences among the learners and their care 
about each learner personally, teachers tend to 
be concerned with the collective properties of the 
classes rather than the individual differences of 
the students. 

In his paper on "Towards the Development of 
Valid (Additional) Selection Instruments for Pre- 
Service Teacher Education," Dr. Eng Soo Peck. 
lnstitute of Education, Singapore, examined 
some of the more traditional criteria used in 
selecting teachers for pre-service training in 
relation to recent research on teacher effective- 
ness and alternative screening devices. Together 

with this paper, Dr. Eng also presented a report of 
a pilot project entitled "Feasibility of the MTAl 
(Minnesota Teacher Attitude Inventory) as a 
Selection Instrument For Pre-Service Teacher 
Education." This pilot project represents, in a 
sense, the first systematic attempt undertaken by 
the lnstitute to develop more valid and reliable 
screening instruments that could be used in 
selecting students for training as teachers. 

Dr. Chin Long Fay's paper on "The Project on 
Innovative Teaching Methods - An Overview" 
highlights some of the innovative teaching 
methods that the lnstitute has been trying out in 
recent years. Although a full report of these 
methods and projects was presented at the 
conference, limitation of space in this issue of 
the Journal does not permit the report to be 
included for publication. 

"Continuity and Discontinuity Between Train- 
ing and School Experience" is a follow-up study 
of former students of the lnstitute of Education, 
Singapore. In this study, Dr. Ho Wah Kam 
examined, among other things, the relationship 
between the training students received and their 
subsequent deployment in the schools upon 
their becoming full-fledged beginning teachers. 
An important point arising from the study is the 
adjustment problem faced by beginning teachers 
in their first year of teaching. A form of induction 
is suggested as the means of helping beginning 
teachers in their adjustment to the formal school 
setting. 

In his paper on "Assessment of Teacher 
Trainees," Dr. Fred L Perry discusses some of the 
problems and issues involved as he examines the 
system used in the Institute. 

Five conference papers on Research and 
Education in five different countries, appear in 
this issue of the Journal. Presenting an Austra- 
lian perspective is Dr. Glen Evans, University of 
Queensland. His paper reviews studies concern-. 
ed with not only teacher education processes, 
but also the broader aspects of schooling and 
education in general. Dr. William Taylor, Univer- 
sity of London lnstitute of Education, discusses 
in his paper the problems and issues involved in 
research on teacher education, and, among other 
things, the difficulty of arriving at any consensus 
of opinion about research in this area. He 
cautions that his views do not necessarily con- 
stitute a "British perspective" on the research on 
teacher education in Britain. 

In his presentation of a Malaysian perspec- 



tive on Research and Teacher Education. Dr. 
Khoo Phon Sai, Faculty of Education, University 
of Malaya, reviews the literature, and the issues 
and problems concerned with research on 
teacher education in Malaysia. His overall im- 
pressions of teacher education research in 
Malaysia are that (a) research effort tends to be 
diffused and ad hoc, (b) more action research IS 

needed and (c) more teacher education should 
be involved. Dr. Paz G Ramos, College of Educa- 
tion, University of the Philippines, on the other 
hand, discusses research on teacher education 
in the Philippines broadly in relation to the 
overall plan for national development. Her intro- 
ductory account of the development of teacher 

education in the Philippines provides a valuable 
background to the understanding of the main 
concerns of research on teacher education in the 
Philippines. 

Dr. Sim Wong Kooi, lnstitute of Education, 
Singapore, observes that educational research in 
Singapore today is characterised by the twin 
strategy of "policy-oriented pragmatism" and 
"enlightened opportunism." While these strate- 
gies are likely to be continued in the foreseeable 
future, he anticipates that research into problems 
of classroom practices and programmes would 
continue to be the main concern of the Institute 
of Education. 



Opening Remarks: 
Inaugural Dr Ruth Wong 
Memorial Lecture 

I don't think that the late Dr Ruth Wong has 
really left us. Physically, yes. But, in spirit, 
she is very much with us, in the sense that 
many of us are still guided by some of her 
seminal ideas. Unfortunately, many of her 
ideas could not be implemented during her 
lifetime, for she was too far ahead of her time, 
but, with patience and perseverance, it might 
yet be possible to advance some of her valu- 
able ideas. 

When Dr Wong joined the Ministry of Educa- 
tion in 1969, the first major task she under- 
took was to convene a Conference of School 
Principals on "Sacred Cows of Education". 
In examining with principals some commonly 
accepted notions about teaching and learn- 
ing, she managed to demolish a few sacred 
cows. One point she stressed was that the 
good method cannot be divorced from know- 
ledge of content. What determines a good 
method is not its paraphernalia of instruc- 
tional aids, but the change it produces in 
learning behaviour resulting in significant 
gains in achievement. 

When she came over to the former TTC as 
its Principal in 1971, it was in the same 
spirit that she went about challenging what 
Bloom has called the "innocence" we held 
about education and teacher training. This 
loss of innocence on our part was one aspect 
of the educative process that she started at 
the former TTC. 

Caught in the flow of events, Dr Wong was 
the reluctant midwife when the Institute of 
Education came into being on a rather 
auspicious date, 1 April 1973. She became IE's 
first Director. It was a natural choice, even 
though IE had a somewhat unnatural birth. 

She had tremendous energy and resourceful- 
ness. No challenge was too daunting for her. 
One specific challenge came in 1975. in the 
wake of the re-structure of the education 
system. Because of the re-structure, when 
teachers were expected to have an under- 
standing of the basic concepts of assessment 
and evaluation so that primary pupils would 

Sim Wong Kooi 
Director 
Institute of Education. Singapore 

be channelled into the type of secondary 
education and training appropriate to their 
interest and aptitude, Dr Wong mounted a 
massive Evaluation Course for Primary 
School Teachers to train, between 1975 & 
1976, 2,500 teachers from the 4 language 
streams in the basic skills and techniques 
of evaluation. 

I must confess that I do not have firsthand 
knowledge of the innovations she introduced 
into the education system in Singapore. For- 
tunately, her activities and thinking have been 
recorded in her monograph entitled Educa- 
tional Innovation in Singapore, which was 
published by UNESCO. One aspect of her 
"philosophy" was her insistence on teacher 
training meeting the needs of the teacher 
and the pupil in the classroom. On this point, 
she never compromised. 

My associations with Dr Wong were mainly 
at the University of Malaya, where she was 
again the first Dean of Education some two 
decades ago. Even at that time, one of her 
main preoccupations had been to share with 
teachers some of the more innovative ideas 
which excited her. This series of memorial 
lectures is therefore a fitting tribute to her 
contributions to education and, of course, 
an attempt to perpetuate her vision. 

It is indeed appropriate that a person of 
considerable stature - and I don't mean 
just physically - has consented to deliver 
the inaugural lecture. I am referring, of course, 
to Dr Robert Dreeben, who is currently a 
Professor of Education and Sociology at the 
University of Chicago. Among his numerous 
publications are a report with Neal Gross on 
The Role of School Principals in 1965, a 
book entitled On What is Learned in School 
published in 1968, an article in the Harvard 
Educational Review in 1969 on "The Contri- 
bution of Schooling to the Learning of 
Norms", another book on The Nature of 
Teaching in 1970, an article on "Contempo- 
rary Views on Education" in The Encyclopae- 
dia of Education in 1971, another article on 
"The School as a Workplace" in the Second 



Handbook of Research on Teaching in 1973, 
an article on "Instruction in the Classroom" in 
the Review of Research in Education 5 in 1978, 
a book CO-authored with J Alan Thomas on 
The Analysis of Educational Productivity: 
Issues in Microanalysis published in 1980 
and more recently another book CO-authored 
with his wife, Rebecca Barr, on How Schools 
Work, which has just been published this 
year. It would be quite pointless for me to 
continue enumerating the rest of Dr Dreeben's 
most impressive publications. More to the 
point is the fact that we have in him a very 

eminent scholar who is at the same time very 
much in touch with grassroots concerns. 
Equally significant perhaps is the fact that 
Dr Dreeben was a contemporary of Dr Ruth 
Wong, for they both received their doctorates, 
albeit in different fields, from Haward Univer- 
sity in 1962. 

It therefore gives me the greatest pleasure 
in calling on Dr Dreeben to share with us 
some of his more recent thoughts on teaching 
and learning. 



Some Thoughts About 
Teaching and Learning1 

Rob& Dreeben 
University of C h i i o  

I will speak today about the connection 
between teaching and learning and will try at the 
same time to shed an unfamiliar light on some of 
our current understandings of that connection. 
At the outset I will put this inquiry into a larger 
context of research concerned with educational 
influences and their effects. 

While our knowledge about schooling and its 
impact has expanded tremendously over the past 
two decades, the pursuit of thal knowledge has 
been characterized by a less than productive 
fragmentation of interests. One line of work, for 
example, asks whether going to one school or 
another with different characteristics is respon- 
sible for differences in learning. Many have 
.regrettably come to believe, based on this work, 
that the impact of schools upon learning is 
exceedingly modest in magnitude. 

A second line of work, superficially re- 
sembling the first, asks not primarily about the 
different characteristics of schools and their 
effects, but whether school attendance or family 
socioeconomic background has a larger in- 
fluence upon social and economic attainments 
later in life. This work addresses an entirely 
different problem, but it overlaps with the first to 
some extent. Despite common concern with 
schooling, one approach emphasizes the 
characteristics of schools, the other the amount 
of schooling attained by individuals. Yet, the 
findings of these studies of social attainment 
have often been interpreted as if they shed light 
on the workings of schools and their effects. For 
the most part, however, they do not. 

Neither of these lines of work concern them- 
selves much if at all with how schools are 
organized. Those school characteristics that are 
taken seriously described schools in a general 
way: how much money is spent per pupil, on 
average how well prepared are the teachers, how 
many books per student are there in the library, 
and so on. In short, they refer to the stock of 
resources available to the whole school in total or 
on average, but not to how school resources are 
used to influence learning. One has to turn to an 
entirely different genre of work to find any 
consideration of how schools operate internally, 
of how teaching takes place in classrooms. 

A third line of work treats the classroom, or 
more accurately the teacher whose conduct is 
believed to influence students' learning directly. 

Most studies of classrooms put great stress on 
how teachers interact with students. These 
studies proceed according to the plausible belief 
that precisely those interactions that constitute 
instruction - asking questions, giving support, 
reprimanding, and the like - also influence 
learning. If we know how frequently teachers ask 
questions of various kinds, explain, lecture, and 
so on we can determine how effective they are. 
Even though this approach seems plausible, the 
results coming out of it are inconsistent and 
unstable. They have so far defied attempts to 
formulate generalizations about effective teach-. 
ing. 

Some observers, also starting with the 
premise that classroom teaching consists of 
social interaction, conclude that the amount of 
interaction is so great, so complex, and so tied to 
the immediacy of ongoing events, that the search 
for generalizations about teaching and its impact 
on learning is fruitless. Teaching is a kind of art 
without a craft; some people can do it and others 
cannot. We should not, therefore, trouble our- 
selves too much with finding patterns of cause 
and effect between teaching and learning. In- 
deed, the investigations that simply correlate 
items of teacher interaction with student learning 
yield highly unstable results that superficially 
lend credence to this view of teaching as non- 
rational activity. But -before jumping to that hasty 
conclusion, remember that studies of classroom 
interaction rarely if ever treat the characteristics 
of classrooms, a point I will return to later. 

There is finally a line of work that treats 
students' learning not so much as a consequence 
of the school or of teaching, but of the amount of 
time students spend actively engaged in their 
schoolwork. This too is a plausible line of argu- 
ment - it would be strange indeed if the students 
who spent more time at their work did not learn 
more than those who spent less - although it 
must be pointed out that investigators following 
this approach rarely look at the characteristics of 
the class, at school conditions, or at the materials 
on which students work, all of which might 
influence the students' use of time. 

A general scanning of this landscape leads to 
some puzzling observations. Students of school 
effects have shown that most of the differences in 
learning (upwards of 80%) can be attributed not 
to the different characteristics of schools, but to 



things that happen inside of them. Yet those who 
study school effects have yet to investigate the 
nature of those things. Those examining the 
influence of socioeconomic background and 
school attendance on achievement and adult 
attainments do not for the most part concern 
themselves with the nature of  school ex- 
perience. Some have even gone so far as to say 
that simply parental background and school 
attendance is important, not what happens inside 
the school. And for reasons that remain 
mysterious, students of social interaction in 
classrooms tend to ignore the characteristics of 
classes, of students, and of the school - the 
obvious sources of influence upon instruction. 
And as I indicated before, those looking at time 
spent by students on their tasks pay little atten- 
tion to how much teachers differ in the time they 
make available and use productively for instruc- 
tion, nor do they consider the nature of learning 
materials used in the course of schoolwork. 

What is so strange about all of this is that while 
we have obse~ers of schools, of classes, and of 
individuals, not to mention those who compare 
national systems as well as regions and districts 
within them, we do not have any formulation of all 
these entities as parts of the same enterprise. 
Schools, after all, are coherent organizations. 
They have a division of labour. There are events 
that occur in ministries and in local administra- 
tions that pertain to general questions of policy 
and resource allocation. School principals and 
headmasters are ir~volved in activities that have 
school-wide significance. Teachers have juris- 
diction not only over their classrooms but over 
subgroupings in them that they design for in- 
structional purposes. And individual students 
learn in both class and small group contexts. 
Although it is possible to treat all these divisions, 
of school organization as distinct entities - 
indeed that has been the history of research on 
educational effects - it scarceiy seems wise to' 
do so. There is a case to be made for the 
argument that while distinct things do indeed 
happen in the different parts of school organiza- 
tion, what happens in one place also influences 
and constrains what happens elsewhere. 

Let me turn now to questions of teaching and 
classroom instruction and particularly to how 
they might be formulated in light of the realities 
of school and classroom organization. It has 
often been claimed that the teacher's responsi- 
bility is to the welfare and learning of each 
individual student, to do what is appropriate for 
each one in the light of his background and 
particular characteristics. I have no quarrel with 
that claim as a statement about a teacher's moral 
responsibility. I have a great deal of difficulty with 
it, however, as a conceptual formulation about 

the nature of teachers' work because it directs 
attention away from the fact thatteachers have 
responsibilities toward classes, and whatever 
they do to benefit individuals always occurs in 
the larger collective setting of the class. I will 
argue, moreover, that the way teachers 'attempt 
to benefit individuals is not by teaching them 
directly but by transforming classes into work- 
able instructional arrangements. To state the 
case in another way: the value created by teach- 
ing, namely the learning of individuals, is not the 
outcome of individual or individualized instruc- 
tion but rather the product of the teacher or- 
ganizing the class into units of some kind and 
providing appropriate instruction to those units. 
Individual learning, then, is an indirect con- 
sequence, a by-product if you will, of the creation 
and instruction of social units fashioned out of a 
whole class. 

What sorts of units? The obvious ones: small 
groups distinguished by ability for elementary 
reading instruction (invariably combined with 
seat-work for those students not receiving direct 
instruction), whole class discussion and recita- 
tion, small groups not distinguished by ability for 
carrying out cooperative activities, individual 
seatwork for the whole class. Each of these 
arrangements represents some kind of transfor- 
mation of the class into suborganizations 
designed so teachers can instruct and students 
engage in activities to foster their learning. 

But if it is not the task of teachers to instruct 
individuals, as we have long been accustomed to 
believe, how should we think about their work 
and its connection to student learning? There are 
several parts to the problem. 

At the opening of a school year, a teacher 
meets for the first time an aggregation of 
students assigned to a class according to a 
decision-making process for which the school 
principal has ultimate responsibility. What is 
important about that aggregation is that it has 
distributional properties: for example, a wide or 
narrow dispersion of abilities, an unusually large 
number of students who are aggressive or im- 
mature, and so on. It makes a difference to a 
teacher what kind of a class there is because, 
depending on its collecPive characteristics, the 
teacher will proceed differently in planning a 
programme for instruction. IS there some 
evidence that the distributive properties of 
classes in fact make a difference for the conduct 
of teachers? Some recent work that Rebecca 
Barr and I have been doing at the University of 
Chicago on first grade reading instruction in 
American schools indicates that there is. 

First grade reading instruction in the United 
States is almost invariably grouped by ability. 
Teachers report that instruction is easier to 



manage when students are clustered homo- 
geneously into abi!ity groups. By contrast, 
grouping is not characteristically used for 
mathematics .instruction. Given the distributional 
charact~llstics of the class, particularly the dis- 
tribution of reading readiness of first graders, 
and given the propensity of teachers to form 
groups, what decisions must they make? They 
must decide how many groups to form and how 
large each should be. If, as teachers claim, it is 
better to have homogeneous groups, then the 
groups should be small, especially in diverse 
classes - and most of them are diverse. But if the 
groups are small, there will be many of them; and 
if there are many, then during group instruction, 
when the teacher is intensively involved with a 
very small group, the large remainder of the class 
is left to work largely unsupervised, a situation 
conducive to many students not working at all 
and to others raising Cain. A teacher distracted 
by the remainder of the class is not able to give 
full attention to the small group gathered for 
intensive instruction. In addition, the more 
groups there are, the more time students must 
spend waiting their group's turn for instruction 
compared to the amount of time they actually 
receive it. Thus, for a total allotment of time given 
for all reading instruction, the more groups there 
are, the less time there is for intensive, teacher- 
directed instruction in each group. 

The choice of number of groups, in effect, is 
constrained; and when we found in our observa- 
tions examples of teachers trying to maintain a 
large number of them, we also found many 
students not working and much classroom dis- 
ruption. Many teachers start off the year with 
only three groups; and even though they might 
not explain the reasons for that number, it 
appears that they arrive at a tradeoff between the 
benefits of smallness and the exigencies of 
classroom management. 

While the size of groups is obviously related to 
the number of them in a class, there are other: 
influences on size as well. Teachers find that 
students who experience difficulty in learning to 
read are easier to teach in small rather than large 
groups. Accordingly, when classes have only a 
small number of low readiness students, the low 
group tends to be small while the higher groups 
are larger. But if there is a large number of low 
readiness students (that is, where the class 
ability distribution is positively skewed), then the 
solutions are not so simple. A small low group 
under these circumstances will not accom- 
modate all the students who need very small 
group instruction. But if such a group is formed, 
then the middle group will not only be large but 
diverse to accommodate both the remaining 
slower students and those who are more able, 
thus making it quite heterogeneous. Having two 

or three low groups increases the total number of 
groups in the class, giving rise to the problems 
noted above. In effect, there does not seem to be 
a single and clearly satisfactory solution; the 
teachers we studied who had many low ability 
students began the year with a large low group. 
and hence a class of three groups of about equal 
size. And although the large low group might not 
have been ideal for instruction, the alternative 
grouping arrangements had costs of their own. 

While the initial creation of groups is one of 
the teacher's primary tasks, grouping decisions 
do not end at the start of the year. We found that 
the teachers we studied not only transferred 
individual students from one group to another, 
they also changed the grouping arrangements in 
their classes. Teachers with only a few low ability 
students retained their small low groups 
throughout the year, but they also expanded the 
size of the highest groups as students from the 
bottom and middle of the class made satisfactory 
progress and no longer required the intensity of 
very small group instruction. Those who began 
the year with large low groups experienced in the 
course of time pressure to form an additional 
small low group for students still having 
difficulty. The number of groups in the class then 
increased to four. 

One of the basic components of teachers' 
work, therefore, is establishing, monitoring, and 
changing the social organization of the class, 
attempting to design and modify social units that 
are teachable in 'their own right and that make 
the class as a whole manageable from an in- 
structional point of view. The distribution of 
reading ability, a social characteristic of the 
class, represents, then, a problematic condition 
to which the teacher must respond. That distri- 
bution provides both opportunities for the crea- 
tion of groups as well as constraints upon the 
number of workable alternatives. We can now 
understand the outcome of the teacher's activi- 
ties as the class grouping arrangement. This 
means, of course, that all aspects of the teacher's 
work should not be viewed as a direct contribu- 
tion to individual student learning. As classroom 
managers, then, teachers create classroom 
arrangements, and the quality of their work can 
be judged according to the appropriateness of 
the arrangement given the initial class distribu- 
tion. 

But if certain of the teacher's activities con- 
tribute only indirectly to learning, what are the 
linkages, say, between the formation of groups 
and student learning, which must transpire 
somewhere down the road? Part of the answer 
lies in the reason for creating groups in the first 
place: to create social units believed to be appro- 
priate for instruction. That being the case, I can 
turn to the matter of group instruction (as distinct 



from group formation). 
One can think of the teacher's work as com- 

prised of at least two components. The first, as 
just indicated, has to do with the creation of 
social arrangements within the classroom. The 
second has to do with the application of educa- 
tional influences to students so that they learn. 
These influences consist first of the apportioning 
of time in which students can do their school 
work, and second the employment of learning 
materials (books, worksheets, and the like). 
Instruction, then, consists of the use of materials, 
over time, and in groups that vary in size, com- 
position (in terms of ability), and format (some 
combination of small group, whole class, and 
individual seatwork arrangements). Note parti- 
cularly that teachers take the ability of each 
student into account not by providing direct 
instruction to each one but by placing students in 
groups. In other words, the teacher assesses 
each student's ability not to provide direct in- 
struction, but as indication of ability pertinent to 
the assignment of students to groups. The needs 
of individuals will be served more or less well 
under these circumstances, but one must re- 
member that a classroom is a large collectivity 
and not a tutorial. 

'The central problem of instruction is for 
teachers to employ materials appropriately for 
the groups of students using them. There are two 
ways to approach this problem: first, to have 
available and use a variety of materials so that the 
abilities and interests of students can be 
challenged; and second, to vary the rate of 
instruction. There is a certain luxury, of course, 
in having a variety of materials available, but of 
the classes we studied, not many did. For the 
most part, there was one basal reading series 
with accompanying phonics materials with only 
a small amount of supplementation. This meant 
that the dominant way in which teachers adapted 
materials to the abilities of groups of students 
was to vary the pace of instruction: i.e., the 
amount of material covered over given units of 
time. 

Consider some of the ways teachers adapt the 
materials at hand to the composition of the 
instructional groups they have formed and some 
of the problems that arise in their attempts to do 
so. First grade reading instruction was invariably 
carried out in small groups; and while the teacher 
might have wanted to make those groups homo- 
geneous, the class distribution of reading 
readiness sometimes made that impossible. With 
a heterogeneous group using a single set of 
materials, the teacher had to decide where to 
pitch the instruction: to the bottom, the middle, 
or top of the group. Some of our teachers with 
groups of high average ability, but of dispersed 
composition, geared instruction to the slower 

students with the result that the abler ones 
covered far less than they might have and learned 
less as a result. The teacher might have pitched 
the instruction to the top of the group, but then 
sacrificed the interests of the slower students. In 
short, unless groups are highly homogeneous, it 
can be difficuit to serve the interests of all the 
students in them, to adapt the materials in ways 
so that all might profit. The difficulty en- 
countered by the teacher, it should be re- 
membered, can be traced in part to the initial 
ability (or readiness) composition of the class. 
Indeed, it might be impossible to have the desired 
combination of small, few, and homogeneous 
reading groups. 

In a variety of ways, teachers attempt to adapt 
materials to the composition of the instructional 
groupings they have formed. And while there are 
clear advantages to ability grouping as a way of 
dealing with the diversity of student aggregates, 
there also appear to be limits on how much 
grouping teachers can tolerate. While forming 
three- or four groups enables the teacher to 
reduce 'diversity for instructional purposes, it 
also means three or four separate preparations. 
Accordingly, if they use grouping for reading, 
they are not likely to use it also for mathematics. 
That would entail an additional burden of pre- 
paration, for six, seven, or eight groups. 

It is not altogether obvious why reading is 
more likely to be grouped than mathematics - 
although plausible reasons can be adduced. But 
because it is, mathematics then turns out to be 
taught to whole classes. Whole class instruction 
with a single set of materials raises a host of 
difficulties because students differ in their 
mathematical abilities about as much as they do 
in readiness to read. Lecturing, explanation, and 
recitation can be done on a whole class basis but 
at the risk of making the instruction inappro- 
priate for some fairly large segment of the class 
(unless, of course, it is highly homogeneous - 
very unlikely). These forms of instructing a whole 
class, then, are usually combined with individual 
seatwork, which makes it possible for students to 
proceed at their own rate - but only if they 
understand the work. If they do not, the in- 
dependence afforded by this highly individualis- 
tic form of classroom instruction provides the 
weaker members of the class opportunities to 
flounder. It would seem, then, that for dealing 
with the whole class, a teacher might be more 
effective by directing instruction toward the 
bottom of the class, to those students who need 
the most explanation and help on the assumption 
that the abler students, although bored, will 
catch on without the instruction and can proceed 
more productively by themselves at their seats. 
This comes at a price paid by the abler students 
- not learning as much as they might. 



An additional aspect of whole class seatwork 
is whether or not the teacher supervises students 
who are working by themselves. Teachers who 
circulate around a class and who attend to 
students when problems arise are able to provide 
brief moments of individualized help for those 
not able to follow wnole class, directive instruc- 
tion or who have trouble with their assignment. 
The supervision of seatwork serves a variety of 
functions. Most obviously it provides opportuni- 
ties for the teacher to keep students working, to 
maintain order, and to provide transitory assis- 
tance to individuals. It must not be confused with 
the individualizing of instruction first, because 
the amount of time spent with each student must 
be brief and second, because the larger setting in 
which it occurs is collective. The supervision of 
whole class seatwork, then, is an attempt to 
provide in a minimal way for individual needs in a 
collective setting that makes those needs difficult 
to accommodate. 

One of the critical issues in the instruction of 
groups is how much material to cover, and 
related to that is the matter of how much the 
teacher lets students proceed on their own. Our 
evidence indicates that in first grade reading, the 
more words students cover, the more they learn. 
That, of course, is true only up to the point where 
attempting to cover too much leads to diminish- 
ing returns.   here are, in effect, two indications 
of learning: the number of new words learned 
and the proportion of words presented that are 
actually learned. For example, if 400 new words 
are presented, more will be learned at a 75 
percent rate of mastery than at a 50 percent rate. 
However, even at a 50 percent rate based on 400, 
more will be learned than at 100 percent mastery 
of 175 presented. The problem for the teacher is 
to ascertain how much coverage is manageable 
for different groups of students and whether 
what is learned through rapid coverage at low 
rates of mastery is as solidly .learned as less 
material learned to a higher standard. No one 
knows as a general proposition where the points 
of diminishing returns actually lie and whether 
one form of learning is better than another. 
Nevertheless, teachers can readily find out with a 
given class of students how they do going faster 
or slower and in that way discover how fast to go 
and still achieve a satisfactory level of learning. 

When classes are grouped and when 
individual students are allowed to proceed at 
their own pace, a different sort of problem arises 
for the teacher: how much diversity in achieve- 
ment can be tolerated, not simply in the current 
grade but in the following one. When teachers 
treat instructional groups differently by varying 
the amount of material covered, the class itself 
becomes dispersed in its degrees of individual 
achievement. The same thing becomes true 

when the pace of instruction is left to individuals, 
as In the case of seatwork. The more dispersed 
the class, the more the teacher needs to plan 
appropriate materials and learning experiences 
of greater variety. In diverse classes, then, the 
teacher can move everyone along at a low pace; 
the effect of doing that is to reduce the burden of 
planning. It also has the potentially disruptive 
consequences of producing early finishers with 
time on their hands and nothing to do and of 
holding back the abler students to a level of 
achievement similar to their less able counter- 
parts. 

The teacher can diversify the pace of instruc- 
tion or let the students diversify it themselves 
through self-pacing and thereby increase the 
need to plan for the multitudinous needs of 
students. What often happens, however, when 
the teacher allows the able contingent of a class 
to press ahead is that encroachment into the next 
year's curriculum ensues. This is particularly the 
case when the materials purchased by the school 
system are graded by years so that students 
completing first grade materials, say, next go into 
second grade materials. We have found evidence 
in our own work of teachers slowing down the 
pace of instruction - in effect, holding the 
brighter students back - so that the territory 
staked out and defended by second grade 
teachers is not invaded. 

Unless students, whatever the level of their 
abilities and of their past achievements, are 
marched through learning materials at the same 
slow pace, the process of schooling provides 
opportunities for the achievements of, say, a first 
grade cohort to increase in diversity as it makes 
its way through the subsequent grades. By the 
time the third and fourth grades are reached, the 
differences between the top and the bottom of 
the grade can be very large indeed. The instruc- 
tional implications of the growing diversity are 
highly significant, and some of our observations 
on fourth grade classes shed some light upon 
them. One of the most interesting cases is fourth 
grade science instruction in schools where the 
level of reading achievement is rather low. The 
school system had purchased fourth grade level 
science textbooks. Science, moreover, tends to 
be taught in a whole class format. As it happens, 
however, the reading competence of many of the 
students is too weak for them to deal with the 
fourth grade text through silent reading. They 
cannot understand what they read sufficiently to 
sustain a discussion about the material and in 
some cases even to answer straightforward 
factual questions. The teacher's instructional 
alternatives, then, are limited. She can ask the 
more capable readers to read the text aloud to the 
class. This means that coverage cannot exceed 
the oral reading rate of these students; it also 



means that the weaker students get little or no 
experience actually reading the text. They just 
follow it. An alternative is for the teacher to read 
the material aloud and have everyone follow. The 
quality of the oral reading is no doubt better and 
probably more is covered, but the actual contri- 
bution of the students is minimal, and the time for 
instruction is consumed almost entirely by the 
presentation of the material. 

Not all classes find themselves in this difficult 
instructional predicament; in a number of our 
cases, the students could manage the available 
materials competently and teachers were then 
free to bring a richer variety of activities into the 
instruction. But what is important here is not the 
documentation of hard and easy classes, but 
rather the identificat~on of concepts that permit 
us to understand the components of classroom 
instruction. 

The analysis of classroom instruction begins 
with a recognition that school systems hold 
certain preferences or commitments. Most 
important among these is the policy of pur- 
chasing graded textbooks as the foundation of 
much though not all academic elementary 
school instruction. Things do not have to be this 
way, but there are compelling reasons why they 
frequently are. The textbook industry is power- 
ful, and textbooks come with teacher manuals 
that are very helpful in providing guidance for 
teachers, especially those with few ideas of their 
own. Budgetary constraints no doubt limlt the 
number of different kinds of materials purchased 
so that as a result classes are typically stocked 
with one graded text in each subject. 

Textbook purchasing policy, then, operates 
as a constraint upon classroom instruction. The 
constraint becomes acute in light of the diversity 
of class populations with respect to whatever 
student abilities are relevant to the subject matter 
at hand. The textbook will be optimally appro- 
priate for only one segment of the class, yet the 
teacher is responsible for providing instruction 
for everyone. The teacher must then find a 
workable adaptation for coping with class diver- 
sity: by forming groups and by designing in- 
struction to the properties of each group. The 
design of instruction, then, consists of varying 
the amount of coverage, varying the variety of 
materials when possible, and supervising the 
work of individuals when they are left to work on 
their own. 

There are to be sure deeply constraining 
forces at work in the classroom: the materials 
available, the ability composition of the class, the 
number of groups that can be formed, the total 
amount of time usable for instruction in each 
subject. Given these constraints, teachers have a 
certain amount of leeway to establish their own 
preferences: whether to group in more than one 

subject, whether to cover a great deal (at the risk 
of lower rates of mastery) or cover much less (at 
higher rates of mastery), whether to equalize the 
educational experiences of students by treating 
different groups in similar ways or to permit 
inequality to occur by treating different groups 
differently, for example, according to their 

I 

average levels of ability. But note here that 
teacher preferences themselves also become 
constraints in their own right. The decision to 
provide similar instruction to groups that differ in 
ability, in the interest of equalizing educational 
experience, means a reduction in the likelihood 
that each student will progress accordingly to his 
ability. The preference for creating many homo- 
geneous groups designed to adapt instruction to 
individual abilities reduces the time the teacher 
can spend with each small group and increases 
the time individuals spend in large, unsupervised 
aggregations that are vulnerable to disruption 
and that provide little opportunity for supportive 
teacher guidance. 

To this point, I have said almost nothing about 
the learning of individual students, which after all 
is what the whole enterprise is about. That was a 
deliberate decision that grows out of a belief that 
classroom instruction is a process that in the first 
instance must deal with problems of social or- 
ganization. As stated earlier, the collective 
character of the classroom simply makes it 
impossible to operate as a tutorial in which the 
collective interests pertain only to two people 
and not to a larger aggregation whose members 
all have legitimate claims to the time and consi- 
deration of the teacher.The tutor is free to use any 
materials and can judge the appropriateness of 
instructional pace by gauging the prc,,,'ess of 
only one individual. It makes no sense, in other 
words, to talk about appropriate arrangements 
for tutorial instruction; it is always one-to-one. 
And therein lies the crucial difference between 
tutor and teacher. 

Classroom teachers instruct individual 
students only through intermediary social 
arrangements. They instruct social groups. By 
virtue of their experiences as members of these 
groups, as well as by the social characteristics 
and personal capacities they bring to school 
from the outside, students learn. In effect, 
students do learn as individuals but not through 
their encounters with a teacher looking out 
primarily for their individual welfare. Of course, 
teachers do look out for the welfare of individual 
students, but only as they attempt to provide 
appropriate instruction for the groups to which 
those individual students get assigned. 

Although in most of this paper I have dealt 
with classroom instruction in conceptual terms, I 
will turn in the remaining few pages to some of 
our empirical findings, which have been in- 



formed by this general formulation of the social 
organizational basis of classroom instruction. 
The problem now before us is to know how to 
understand a phenomenon that is fundamentally 
organizational in character yet has its major 
impact on the experiences and learning of in- 
dividuais. Not that what I have said here is highly 
corrosive, of prevailing views that treat instruc- 
tion as a kind of psychological influence on 
individual learning. 

A conventional psychological view would 
note first whether there was any correlation 
between students' aptitudes (reading readiness 
in the case before us) and learning. Not sur- 
prisingly, there is indeed such a correlation. In 
our sample of 147 first graders, individual read- 
ing readiness was' correlated .60 with the number 
of basal words learned, and .70 with general first 
grade reading achievement. A psychologist 
might proceed from those findings to discover 
what intervening mental and cognitive events 
might account for the association. 

A conventional sociological view would note 
first whether there were background charac- 
teristics, such as socio-economic status, that 
might be related to learning. We found that socio- 
economicstatus was correlated with learning but 
to a far smaller degree: . l1  with basal words 
learned and . l9  with general first grade achieve- 
ment. With such small correlations, where would 
the sociologist then look to explain the connec- 
tion? It is not entirely clear. The question we need 
to ask, however, is how we should understand the 
connection between readiness and achievement 
particularly in light of the earlier discussion of the 
social organization of classrooms. 

The large correlation between readiness 
and learning might suggest that there is some 
powerful internal mechanism by which mental 
capacities influence learning. And on the 
surface, that is not implausible. We argue, how- 
ever, that learning to read does not come about 
through direct psychological or social influences 
but rather through a process in which teachers 
take account of psychological readiness by 
assigning organizations to instructional groups. 
Once the groups are formed, moreover, instruc- 
tion takes place on a group basis, and as a result 
of that instruction, individuals learn. 

We followed the first step of that line of 
reasoning empirically and found, not surpri- 
singly, that the readiness of individual students 
was strongly related to the mean level of 
readiness of the reading groups to which they 
were assigned (beta = .72). That is to say, 
students with higher level of readiness were 
placed in groups of higher average readiness; 
and correspondingly for students with lower 
levels of readiness. 

One might then expect, if the argument is 

correct, that teachers would have the more able 
.groups proceed through basal readers, textual 
materials that constitute first grade reading in- 
struction, more rapidly than the less able ones. 
Note that our interest is in the material covered 
by the reading group because the group is the 
unit to which the teacher directs instruction. 
Individuals, in other words, experience instruc- 
tion only as group members. We- found that the 
relation between the average readiness of groups 
and the coverage of basal reading materials was 
quite strong (beta = .65) and thus supportive of 
the general argument. 

We should now expect to find that the in- 
dividual students who proceeded through their 
reading materials at group fates of coverage 
learned from their experiences in proportion to 
how much they covered. We were concerned first 
with how many of the words actually taught were 
acquired and second with general first grade 
reading achievement, measured by a stan- 
dardized test. The first measure is one that ties 
learning directly to the curriculum. The second 
'measure is broader and is subject to influence 
contained in the curriculum as well as extra- 
neous to it (for example, from the family). We 
found that the number of basal words learned is 
powerfully related to the coverage of material 
(beta = .U),  and that the number of basal words 
learned is in turn the largest influence upon 
general first grade achievement (beta = .45). 

The most interesting and important part of this 
story pertains to reading readiness. The 
readiness of individual students, as already in- 
dicated, is strongly related to the readiness level 
of the groups to which they are assigned. That is 
to say, the readier students are assigned to the 
higher groups. Readiness, however, is virtually 
unrelated to the number of basal- words learned 
(beta = .08) and is at best weakly related to 
general first grade reading achievement (beta = 
.15) - this despite the fact that the correlation 
between readiness and all forms of learning was 
in the .60 to .70 range. What, then, has happened 
to the influence of individual reading readiness 
on individual learning? 

What has happened is that readiness was 
shown to be the starting point of a sequence of 
instructional events centred on the formation 
and teaching of groups. Readiness indeed turns' 
out to be a signal to teachers that guides them in 
placing students in groups. Instructional activi- 
ties - in particular, determining how much 
learnirig material will be covered - are then 
influenced by the ability groups formed. This 
group-related rate of coverage then turns out to 
have a substantial and direct impact on curricular 
learning as well as an indirect impact on general 
reading achievement. We have shown then not 
that readiness (or ability) is irrelevant to learning 



but rather that it has a direct influence upon 
instruction, and that individual learning ensues 
as a consequence of group instruction. 

We can view this whole picture from another 
perspective. Although teachers form instruc- 
tional groups in order to create small, homo- 
geneous aggregation of students, there remains 
nevertheless a great deal of individual variation 
left within groups, even though the groups on the 
whole are more homogeneous than the total 
classes out of which they were fashioned. We 
measured the amount of individual variat~on 
within groups by calculating the deviation of 
each individual's readiness score from the mean 
readiness score of each group. That variation of 
individual within groups we found to be very 
weakly correlated with our measures of learning. 
By contrast, the variation of group means within 
classes (calculated by the deviation of group 
means from class means) showed very strong 
correlations with learning. These findings in a 
different way provide support for the notion that 
individual learning ensues as a result of instruc- 
tional treatments applied to groups and not 
individuals; for if teachers were actually directipg 

instruction toward indi,iidual students, there are 
substantis: individual differences present within 
groups for them to address instructionally. But 
they do nct seem to work that way. 

I have trier! in thes" brief remarks to address 
several po~nts. The first is that s i  :ools exer! 
powerful forces in the rreation of learning a(-:,: 
that the sour ze of tiiose forces lies ir~side of the 
classroom. Second, to understand the int;ue~~ce 
of schooling and teaching on learning. it is first 
necessary to have some notion about now the 
school and its parts fit together as a coherent 
enterprise and how it works as a going concern. 
Third, although it is exceedingly important for 
teachers to have an interest in individual students 
and a moral concern for their welfare, it does not 
therefore follow that teaching and learning are 
best understood conceptually by how teachers 
attend to individual differences. They may have 
such differences in mind and care about each 
student personally; but they do not organize 
classes for instruction that way. Whatever their 
language and rhetoric, which indeed is highly 
individualized, their actions indicate a prior con- 
cern with the collective properties of classes. 

'This Inaugural Dr Ruth Wong Memorial Lecture was delivered by Dr Robert Dreeben on 4 April 1983 



Towards the Development of 
Valid (Additional) Selection 
lnstnrments for Pre-Service 
Teacher Education 

Introduction 
Selection: A Non-issue in a Teacher- 
shortage Situation 

The search for valid selection instruments to 
act as a screen for potential teachers is not a new 
concern. In the past, the concern was not 
matched by resources diverted to their develop- 
ment or by an adequate fund of knowledge and 
skill necessary for developing such instruments. 
Also conventional wisdom has it that the tradi- 
tional criteria of teacher selection based on levels 
of educational attainment would be adequate to 
ensure that candidates selected for teacher 
education would be able to measure up to the 
demands of the teaching task. In LIK, Singapore, 
Malaysia and other ex-British colonies, the GCE 
"A" level Certificate or a degree from a re- 
cognised university provides the first screen in 
the selection process for entry into teacher 
education institutions. Other criteria may also be 
specified such as relevance of university courses 
for school teaching purposes and a pass in "0" 
level Mathematics in addition to the GCE " A  
Certificate. Whilst academic criteria for 
admission are based on sound and valid educa- 
tional and professional principles, they are never 
sacrosanct. Academic and professional 
standards notwithstanding, admission criteria 
fluctuate with the forces of the supply of and 
demand for teachers. Even today, admission 
criteria vary across societies according to the 
developmental level of that society, and w~thln 
society across time. 

The harsh fact is that forces of supply and 
demand often determine admission criteria. In a 
seller's market, colleges of education and the 
school system cannot afford to be selective in 
whom they choose to be the teachers of the 
young. In a buyer's market for teachers, as it is 
today in the USA, UK, New Zealand and 
Australia, the issue of whom to select as teachers 
assumes an importance and urgency it cannot 
assume in a teacher Shortage situation. Hence 
the issue of teacher selection re-surfaces with 
renewed vigour and a meaningful concern re- 
flecting the over-supply of teachers and genuine 
concern that the future citizens cannot be short- 
changed through sloppy selection procedures 
and shoddy teacher performance. 

Eng Soo Peck 
Institute of Education 

Selection Criteria in the Singapore Context 
In the Singapore context, the question 

addressed is whether past selection procedures 
based on academic attainment, relatively 
rigorous vis-a-vis many other countries, coupled 
with the interview are adequate to ensure a high 
quality teaching force. Whilst there is no detailed 
and systematic documentation of the level of 
competence of the teaching force, there is prima 
facie evidence that both the academic and pro- 
fessional competence of some teachers are in- 
adequate in terms of the demands of the teaching 
task today. Also it is common knowledge that an 
adequate academic preparation is no guarantee 
of adequate teacher performance. Indeed, 
teachers who are less bright academically but 
whose attitudes towards work are thoroughly 
professional are likely to be more effective 
teachers than those who impress selection 
boards with their academic brilliance. In brief, 
academic attainment alone as a selection 
criterion is a necessary but not a sufficient 
condition for effective teaching. Indeed, the 
recognition that successful teaching requires 
more than academic brilliance provides the 
impetus to the search for valid instrument(s) to 
screen out misfits from the teaching profession. 

Whilst there is a consensus on the need to 
select teachers based on valid criteria the task of 
coming up with a valid procedure for such 
selection is a daunting one. There is a plethora of 
selection instruments on the market for screen- 
ing purposes for entry into different occupational 
groups but they have never been validated. 
(Mosher 1971, Cannedy, 1969). Indeed the re- 
liance on test scores is more an article of fa~th 
than a proven fact. Among others, the one 
criterion these instruments must satisfy is the 
predictive power for on-the-job performance and 
there is a paucity of research evidence that the 
screening instruments currently in use in the job 
market are valid. 

Some Problems and Issues in Selection 
Instrument Validation 

It is perhaps a relatively easy task to come up 
with instruments for screening prospective 
teachers into teacher colleges if the objective is 



limited to the successful completion of the 
teacher education programme. Such instru- 
ments would be useful if success in programme 
completion is highly correlated with effective 
teacher performance after graduation. There is 
no such evidence that this is so. Therefore any 
instrument or instruments used to screen pre- 
service teachers must also have high predictive 
validity in terms of teacher effectiveness whilst 
on the job. Another issue which complicates re- 
search into the development of effective selec- 
tion instruments is the time frame in which the 
teacher is expected to be effective after gradua- 
tion. Can instruments developed at this point in 
time with the present level of the state of the arts 
predict teacher effectiveness within the first five 
years of service or beyond? The longer the time- 
frame expected, the lower is the predictive vali- 
dity of any instrument currently available. The 
next issue in the development of selection instru- 
ments pertains to the concept and measurement 
of teacher effectiveness. Effectiveness is an 
elusive concept. First, conceptions of effective- 
ness shift with prevailing notions of what cons- 
titutes teacher effectiveness. People occupying 
different status positions (such as MOE inspec- 
tors, IE lecturers, principals, teachers, pupils and 
parents) have different conceptions of teacher 
effectiveness. The question remains as to whose 
conceptions of effectiveness should the instru- 
ments developed be validated against. Also if 
teacher effectiveness shifts with the lapse of 
time, would instruments validated at one point in 
time be valid instruments at another point in 
time? There are more complex questions which 
need resolution than there are answers for them. 
One response to the apparently hopeless situa- 
tion is to abandon research in this area. The other 
is to venture forth and contribute towards the 
resolution of some of the vexing problems. A very 
apt paragraph from Medley (1977) should spur us 
on : 

"Very few decisions worth making can be 
put off until there is adequate information 
to base them on. In medicine and poker, 
most actions must be taken, most decisions 
made, on insufficient data. Patients die, 
and money is lost, because action is taken 
when data are inadequate but more 
patients and more money would be lost i f  
no action were taken at all . . ." and "If 
Columbus had waited until he had a com- 
plete and accurate map of the world before 
setting sail his little fleet would still be 
sitting in Genoa': (P. 3) 

It is with the above spirit that we set sail in the 
little charted sea with contradictory pointers of 

research into valid selection instruments for pre- 
service teachers. 

Highlights on the Teacher Effectiveness 
Literature 

If selection instruments to be developed are to 
be validated against effective teaching, then the 
first task is to define and identify effective teach: 
ing (patterns of teaching behaviour considered 
effective) and/or the effective teacher (the 
person with such behaviour patterns). There is a 
voluminous body of literature of varying qualities 
on teacher effectiveness. Fortunately there are 
some excellent reviews of the literature available 
(Dunkin & Biddle, 1974; Smith 1971; Travers, 
1973; Medley, 1977; Peterson & Walberg, 1979; 
Ottobre, 1980, Avalos & Haddad, 1981). It would 
then appear superfluous to review the reviews. 
What would be done, however, would be to focus 
on some of the highlights of the research on 
teacher effectiveness germane to the objectives 
of the present project. 

The Teacher Characteristics Stage 
Generally speaking, research into teacher 

effectiveness falls into several broad categories, 
each with its own focus, concern and assump- 
tions. The first category of research focuses on 
teacher characteristics as indicators of teacher 
effectiveness. The assumption made is that more 
effective teachers can be distinguished by certain 
characteristics not possessed or possessed in a 
lesser degree by less effective teachers. Re- 
searchers with such a focus do not observe 
teachers actually teaching or attempt to measure 
differential learning outcome attributable to 
certain teacher characteristics. Researchers 
usually rely on "experts" in the field (usually 
principals, administrators and sometimes 
students) to identify the effective teacher. Work- 
ing backwards from the sample of teachers 
identified as effectivehon-effective, the re- 
searchers then try to identify such charateristics 
as teacher's age, sex, attitude towards teaching. 
appearance, personality variables, I.Q. or grade 
point average obtained in college (Medley, 1979; 
Rosenshine, 1979). The only piece of research 
with the same focus on teacher characteristics as 
indicators of "best" and "worst" teachers in 
Singapore reaches the not unexpected findings 
that "good" teachers are warm, systematic, 
stimulating and fair whilst "bad" teachers have 
the opposite characteristics (Derby, 1966). Re- 
search belonging to this category is flawed by 
both the conceptual frame used and the research 
designs employed to get at answers to the 
question of effective teaching through the iden- 



tification of teacher characteristics. The charac- 
teristics identified indeed have no universal 
applicability. 

The Effectiveness Equals Right Methods 
Stage 

The second discernible focus in the teacher 
effectiveness research is more on what the 
teacher does than on what he is. The concern 
shifts to the teaching methods used by the 
teacher. The assumption is that if the "right" 
method is used then it is more effective than, say, 
method "B" vis-a-vis pupil learning (Medley, 
1979; Rosenshine, 1979). The research design 
calls for the use of different methods of teaching 
in different classes and the criterion variable of 
effectiveness pertains to the average gain in 
knowledge attributable to the method used. 
Traditional versus "progressive" methods is an 
example of the sorts of teaching which interest 
researchers (Thaxton, Rothstein & Thaxton, 
1977). As in research on teacher characteristics, 
teachers are not observed whilst they are teach- 
ing. Most of the studies come up with negative 
findings, that is, there is no significant difference 
between methods used and average knowledge 
gains (Anderson & Scott, 1978; Locke, 1979). 

The Process-Product Stage 
Another broad class of research interest .in 

teacher effectiveness comes under the general 
rubric of 'process-product research' (Dunkin & 
Biddle, 1974; Medley 1977) in which, unlike the 
research interest mentioned above, teacher 
classroom performance is systematically ob- 
served in situ or via the use of video-tapes and a 
serious attempt is made to relate teacher per- 
formance to pupil outcomes usually measured 
by standardized achievement tests and more 
rarely affective outcomes such as self-concept or 
attitude towards learning. The process-product 
paradigm, fashionable since the early seventies, 
sustains its robustness for over a decade through 
a number of evolutionary changes which seek to 
accommodate perceived complexities of the 
teacher effectiveness issue. 

Rosenshine and Furst (1971) who review and 
synthesise 50 of the process-product research 
studies claim that they have identified ten 
generic behaviour patterns which consistently 
distinguish the more effective from the less 
effective teacher: clarity, variability, enthusiasm, 
task-oriented or business-like behaviour, student 
opportunity to learn criterion material, indirect- 
ness, criticism, structuring, questioning and 
probing. 

Process-Product and Teacher Effective- 
ness: Beyond the Stage of Innocence 

Before long, however, the complexities of 
classroom life compel researchers to rethink .the 
usefulness of the concept of generic behaviours 
in teacher effectiveness studies. Further obser- 
vation and research show that certain teacher 
behaviours considered effective for teaching are 
far from generic. Indeed, many teacher be- 
haviours are situation-specific and relate to 
subject-matter, grade-level, and the socio- 
economic status of pupils (Berliner, 1976; 
Berliner & Tikunoff, 1976; Brophy, 1976; 
Stallings, 1976). Two generic behaviours, how- 
ever, originally identified by Rosenshine & Furst 
(1971) as descriminating indicators of effective 
and non-effective teachers remain robust vari- 
ables: student opportunity to learn criterion 
material and time spent on materials, refined to 
allocated time and engaged time. (Berliner, 1979; 
Bloom 1980; Rosenshine. 1979). 

A further extension of the process-product 
research emerges from the consistent finding 
that the amount of time pupils spent on the 
criterion materials correlates positively with 
pupil learning. The research proceeds to identify 
teacher behaviour associated with higher en- 
gaged time or allocated time. The result is a 
synthesis of some of the findings of the process- 
product research subsuming effective teacher 
behaviours under the concept of "Direct Instruc- 
tion". Ten dimensions of "Direct Instruction" are 
especially promising in identifying the effective 
teacher. One is a management function (main- 
taining-on-task behaviour), six refer to instruc- 
tional functions (feedback, grouping, praise, 
questioning, structuring and student choices) 
while three refer to climate dimensions of 
warmth, task orientation and teacher expectancy 
(Graham & Siedentop, 1978; Berliner, 1979; 
Good & Grouws, 1977; Arehart, 1979; Good 8 
Beckerman 1978; Gage, 1976; Medley, 1979; 
Kounin & Doyle, 1975). 

Towards a More Comprehensive Model 
Some of the highlights of the research effort 

to get at.teacher effectiveness demonstrate in no 
uncertain terms that progress has been achieved. 
Shortcomings and gaps in conceptualisation 
and design remain and await resolution. For 
example, in the process-product research, 
teacher's intention and pupils' learning ex- 
periences are not taken into account. A more 
serious problem is the use of pupils' learning 
outcomes as the criterion variable for teacher 
effectiveness, attributing to a particular teacher's 
performance what may be attributable to other 



teachers' efforts, the students' characteristics, 
instructional materials and setting and the con- 
text of teaching (Millman, 1981; McKenna 1981). 
The problematic issue is really one of disentang- 
ling the multiple impact of various factors on 
pupil learning outcome to arrive at a "pure" or 
"unique impact of the target teacher under in- 
vestigation". On the methodological issue of 
teacher performance Michael Scriven (1981) 
takes the extreme position that classroom obser- 
vation to evaluate teaching either by experts or 
others (except for formative evaluation) is not 
just incorrect but a disgrace. Amongst other 
reasons he notes that "nothing that could be 
observed in the classroom (apart from the most 
bizarre special case) can be used as a basis for an 
inference to any conclusion about the merit of 
the teaching" and that "the number of visits is too 

small to be an accurate sample from which to 
generalise, even if it were a random sample." 
(P 251 

In short, research into teacher effectiveness is 
fraught with difficulties both conceptual and 
methodological. Over-specification or under- 
specification in the model used could be mis- 
leading. Also statistical limitations could limit 
fine-grained analysis. Difficulties notwithstand- 
ing, research on teacher effectiveness must 
press on if policy decision-makers and teacher 
educators are to be able to formulate policies and 
actions that are firmly grounded in theory and 
empirical evidence. 

To correct the underspecification of the 
process-product model, Medley (1 982) proposes 
a more adequately specified model as given 
below. 

TEACHER EFFECTIVENESS 

Figure 1. Structure of teacher effectiveness 



The full-blown model is derived from M~tzel's. 
Medley explains that the top row cells of five 
types of variables have been used at one time or 
another as criteria for evaluating teachers. The 
second row cells are four additional types of 
variables that affect the outcomes of teaching 
and are not controlled by the teacher. The arrows 
indicate the flow of impact from one variable to 
the next. He stresses the importance of research 
in distinguishing the separate influence of each 
on the criterion variable. Two points are worthy 
of note: one is the non-specification of inter- 
action effects and the other the omission of a 
suggested methodology to get at indirect effects. 
Presumably, path analysis could be used to get at 
the direct and indirect impacts of each of the 
independent variables. Indeed, his proposal of a 
triangular design for investigating three types of 
variables in turn using each of the following as 
the dependent variable (Teacher competencies, . 
Teacher performance, Pupil learning ex- 
periences and Pupil learn~ng outcomes) seems 
to point to path analytic techniques as a suitable 
analytical tool. If interaction among the variables 
is more isomorphic with the soclal reality of the 
classroom, then a non-recursive model would 
have to be specified. Such a specification can 
only take place after justification can be pro- 
vided by a reading of the literature to provide 
both empirical and theoretical support for 
specifying interacting phenomena. Pioneering 
work in interaction design and analysis has 
already been carried out by Cronback and his 
studies. For example, Winne and Marx (1977) and 
Winne (1977) have carried out preliminary 
studies using interaction analysis to throw some 
light on the proverbial black box of classroom 
life. Their works would be invaluable in variable 
linkage specifications in carrying out research 
using Medley's structure of teacher effective- 
ness. 

Relating Screening Devices to Future 
Teacher Effectiveness 

It is clear that the identification of the effective 
teacher or effective teaching is difficult enough. 
To .come up with selection instruments with a 
high predictive validity (for successful teaching 
after graduation) for pre-service teachers (prior 
to training) may prove an even more daunting 
task. The search of the literature has not been 
very helpful or encouraging. Much of the litera- 
ture on teacher selection refers to selection post 
training for entry into the teaching profession 
and even so selection procedures are based on 
presumed effectiveness rather than proven 
effectiveness. Pre-service selection procedures 
are based by and large on conventional criteria of 

education attainment (eg GPAs) and the usual 
interview. Additionally, tests on reading ability or 
basic Mathematics may be administered. Varia- 
tions of the interview technique have also been 
used but again there is no empirical evidence to 
support that pre-service teachers screened into 
training institutions would be effective teachers 
whilst in service. 

In spite of the importance of screening techni- 
ques to ensure quality teachers for the school 
system, it seems surprising that very few studies 
seem to exist that evaluate the effectiveness of 
screening criteua. Turner (1975), in an overview 
of research in teacher education could only find 
one study "in which factors on which teacher 
education entrants might be selected were cor- 
related with teacher success". Of the eight pre- 
dictor variables, only scores from the pre- 
teacher training interview were related signi- 
ficantly to administrator rating of teaching 
success. Other studies (Simun, and Asher, 1964; 
Cornett, 1969; Draba and Steinkellner, 1977; 
Barness, Blaisdell and Hill, 1977; Frankel and 
Milgram, 1975; Van Patten, 1977) using a variety 
of screening techniques involving as many as 
twenty-five bredictor variables and some non- 
conventional techniques such as observation of 
the student in a functioning, unstructured 
nursery or primary class, observation of the 
student in a structured situation and applicants 
reaction to a videotape of a school classroom 
experience, have not met with any more signi- 
ficant success. Ellsworth, Krepelka and Kear 
(1979) failed to locate any significant number of 
studies which set out to demonstrate the validity 
of various criteria so far used in predicting future 
effectiveness of teachers. What. is evident from 
the few studies they reviewed is that grades are 
not particularly good predictors of administrator 
ratings of teaching effectiveness. 

Conclusion 
The body of literature pertaining to screening 

techniques/procedures and teacher effective- 
ness makes dismal reading not unlike the school 
effects literature. It does not imply, however, that 
they are non-researchable problems. The state of 
the art must necessarily limit the kind of re- 
search that can be done. What has been done so 
far provides the knowledge and research base for 
reconceptualisation of teacher effectiveness and 
teacher presage characteristics. A more compre- 
hensive model similar to the one postulated by, 
Medley coupled with some attention addressed 
to the criterion problem, the problem of the 
characteristics of the effective teacher and the 
problem of the evaluation of such characteristics 
(Schulsmans, 1980) prior to research on screen- 



ing procedures would resolve the crucial 
problem of teacher effectiveness research and 
enable meaningful research on the screening of 
pre-service teachers problem. If the objectives of 
research in this area are realistic, based on the 
understanding that no system is foolproof and 
that what society ought to seek is a selection 
system that increases the odds above chance 
that the applicant chosen is in fact the best 
teacher available, then disenchantment with 
such research will not arise. 

The model as postulated by Medley has 
promise. At the planning stage every variable has 
to be clearly specified, and evaluation and 
measurement problems resolved. Lines of in- 
fluence have to be decided based on both 

theoret~cal and empirical grounds, taking care 
not to overlook backward looping influences. 
The factors to be considered in the first cell or 
presage characteristics deserve utmost care if 
the objective is to come up with instruments 
which can predict effective teaching after 
graduation. Assuming that the presage charac- 
teristics plugged into the model can predict 
effective teaching, the instruments developed to 
measure such characteristics cannot justifiably 
be used as screening devices until such instru- 
ments have been used on a fresh cohort of 
incoming students with follow-up studies over 
the short and medium term to ascertain if they do 
in fact predict teaching effectiveness in sub- 
sequent studies. 
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Feasibility of the MTAI 
as a Selection lnstment 
for Pre-Service Teacher 
Education - A Pilot Pmject 

1 Introduction 
1.1 The lnstitute of Education is the only institu- 

tion in Singapore that trains and prepares 
individuals for the task of teaching. In order 
to ensure that its products, the teachers, are 
of a respectable calibre, not only should the 
training programme be reviewed regularly, 
but also the method of selecting trainees. 

1.2 The current selection procedures adopted 
by the lnstitute of Education in the selection 
of potential trainee teachers depends upon 
(a) the educational attainment at 'A' level, 
or university degrees (General or Honours), 
(b) the combination of subjects taken at 
the 'A' or degree level that is relevant to the 
school curriculum, and (c) interviews. 

1.3 There is no argument over the fact that a 
certain level of academic competence is a 
pre-requisite to competent teaching. How- 
ever, something else is required to produce 
the effective and outstanding teacher. The 
question then is, what constitutes "some- 
thing else"; is it to be the product of train- 
ing, or is it a personalitjt dimension? 

1.4 Studies have shown that the teacher's atti- 
tude to her job as well as the teacher- 
pupil relationship have an impact on pupils, 
for better or for worse. It therefore behoves 
the lnstitute of Education to develop reliable 
and valid instruments which can screen out 
applicants who are likely to have a negative 
impact on pupils. The task of developing 
instruments capable of predicting teacher 
effectiveness (and by implication, able to 
screen out "undesirable" applicants) is a 
long-term task. Nevertheless, a modest start 
has been made, and a committee was set 
up in August 82 to conduct such a study. 
The purpose of this study is to identify 
possible instruments that could complement 
the existing selection procedures. 

1.5 In line with the thinking that a good teacher- 
pupil relationship is essential to effective 
teaching, the study team sought to use 
an instrument that would discriminate effec- 
tive teachers from non-effective teachers 
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on the basis of their relationship with their 
pupils. However, this is not to say that other 
variables such as general intelligence of 
the teacher, language facility, techniques 
of classroom management, etc. are unim- 
portant in the making of an effective teacher. 
Rather, it was felt that owing to time con- 
straints and the presence of other commit- 
ments, the team would only examine initially 
teacher effectiveness with respect to 
teacher-pupil relationships. For this purpose 
it was decided that a pilot study be carried 
out on the feasibility of the Minnesota 
Teacher Attitude lnventory (MTAI) as a 
selection instrument for pre-service teacher 
education. 

2 Instrument, Procedure, Sample 
2.1 Instrument: Minnesota Teacher Attitude 

lnventory 
The Minnesota Teacher Attitude lnventory 
(MTAI) developed and standardized by 
Cook, Leeds and Callis (1951) was designed 
to predict teacher success on the basis of a 
positive or negative attitude towards 
children, teaching and discipline. 

2.1.1 The Instrument consists of 150 state- 
ments of opinions about children and 
their behaviour. Each statement re- 
quires a response on a five-point scale, 
varying from Strongly Agree (SA) to 
Strongly Disagree (SD). 

2.1.2 It is practically a self-administering 
test, with clear instructions on the 
front page. 

2.1.3 Subjects are encouraged to work 
rapidly through th 150 statements and 
they are told to indicate their first 
impressions rather than to deliberate 
over any statement. It should take 
about 20 to 30 minutes to complete 
the test. 

2.1.4 There are no 'right' or 'wrong' 
answers. There are instead 'agree- 
ments' or 'disagreements' with the 150 



statements which purport to measure 
a specific attitude. 

2.1.5 The possible range of scores on the 
MTAl is from plus 150 to minus 150. 
Each response scored 'right' has a 
value of + l  and each response scored 
'wrong' has a value of 0 or -1. Scoring 
of the MTAl results in a single measure 
called the attitude score which pur- 
ports to measure the subjects' attitude 
towards teaching. 

2.1.6 A high positive score is taken to 
indicate a classroom atmosphere of 
mutual co-operation, mutual liking of 
the task at hand and of each other, 
which are the qualities necessary for 
establishing a positive teaching-learn- 
ing situation. 

2.1.7 A high negative score, on the other 
hand, appears to indicate classroom 
atmosphere dominated by a teacher 
who may use repressive methods to 
control the class. Such techniques of 
the classroom control appear to be 
indicative of a negative attitude to- 
wards teaching. A high negative score 
also seems to indicate the inability of 
a teacher to establish a favourable 
teacher-pupil relationship. 

2.1.8 Items in the inventory are supposed 
to discriminate sharply between 
teachers who have, and those who do 
not have, good rapport with pupils. 
According to Cook et al. (1951), exami- 
nation of these items appears to show 
that inferior teachers (noneffective) 
are essentially insecure socially, and 
they seek security through other ways. 
The 150 statements appear to contain 
items which can measure this aspect 
of the non-effective teacher. 

2.1.9 This self-reporting inventory has' 
been used in more than 50 research 
studies, and could be one of the most 
widely used instruments for measuring 
teacher attitude. (It is possible that 
a few other scales are available, but 
none like the MTAl which deals speci- 
fically with teacher-pupil relationship). 

2.1.10 Research in this area has not been 
conclusive. Studies (Bedford, 1971; 
Tarpey, 1965; Michaelis, 1954) are of 
the opinion that the inventory can be 
used with a fair degree of validity and 

reliability. As for its predictive poten- 
tial, no conclusion can be drawn 
(Williams and Fox, 1967). 

Procedure 

The original design calls fof three measures 
of teacher effectiveness based on the per- 
ceptions pf  principals, pupils and school 
inspectors. The decision to tap teaching 
effectiveness from three different sources 
is predicated upon the assumption that prin- 
cipals' perception represents a dimension 
of effectiveness that may be different from 
or CO-terminous with pupils' and inspectors' 
perception of effectiveness. The principals' 
concern with teacher effectiveness is more 
global and embraces dimensions of teaching 
and other roles expected of a school staff. 
The pupils' concern is almost exclusively 
with the teacher's role within the class. 
The inspectors' perceptions sum up perhaps 
the system's perspective which is con- 
sidered to represent the three perceptual 
sources. This leads us to hypothesize that 
the degree of teacher effectiveness or non- 
effectiveness will be reflected more realisti- 
cally by the different dimensions of a 
teacher's multiplicity of rules. 
The timing of the research (SepVOct 82) 
was inopportune as schools .were engaged 
in the preparation of students for the pre- 
liminary and final examinations. As such, 
the research team had to reduce the number 
of visits to a minimum and had to be satis- 
fied with only the principals' ranking of 
teachers on the effectiveness continuum. 
Valuable information was thereby lost. 

2.2.1 Principals' Views 
The team was to obtain from the prin- 
cipals their views of effective teachers 
(ET) and non-effective teachers (NET). 
Principals were asked to list the gene- 
ral characteristics of ET and NET. 
Next, the principals were requested to 
name their effective and noneffective 
teachers, and to rank order the lists so 
that the ET list started with the most 
effective teacher and the NET list 
started with the least effective teacher. 
After the principals had named the 
teachers, they were asked to provide 
adjectives, phrases to describe the par- 
ticular teacher's effectiveness or non- 
effectiveness, as the case may be. 
Before team members went to inter- 
view principals, a letter was sent to 
each principal explaining the nature 
of the task. At the interview, each 



principal was provided with forms to 
list the names of teachers and their 
characteristics (see Appendix A). 

2.2.2 Administration of the MTAI 

The MTAI was administered to all the 
teachers named by the principals, in- 
cluding a "control group" Each prin- 
cipal was asked to select from the rest 
of his staff a group of teachers equal 
in number to the ones he had nomina- 
ted. Thus if 8 names were provided, 
another 8 would be selected from the 
rest to form the controls. This was 
done so as not to arouse uneasiness 
on the part of noneffective teachers 
as the group would now comprise 
effective, noneffective teachers and 
average teachers. Data from the "con- 
trol group" will be analysed later. 

2.2.3 Computation of Data 

The MTAI scores of the ET and NET 
were analysed to test if there were any 
significant differences in the MTAI 
mean scores between these two 
groups as identified by the principals. 
Teachers identified as being the most 
effective (number one on the ET list) 
should obtain a high positive score on 
the MTAI; conversely, the most non- 
effective teacher (number one on the 
NET list) should obtain a negative 
score on the MTAI. 

ii) Type: Government Schools 
Government-Aided 
Schools 

iii) Level: Primary Schools 
Secondary Schools 

iv) Full schools having both primary 
and secondary levels were also 
sampled. 

v) Schools whose principals were 
confirmed and had been their 
head for at least 5 years. This 
is to ensure the validity and re- 
liability of their information. 

vi) Schools with a student popula- 
tion of 1000 or more. 

2.3.2 The teachers in the sample are from 
the English-medium. They are not 
senior assistants, or vice principals. 
The rationale was to select teachers 
who are mainly involved in teaching. 

Using the above criteria, 38 schools 
were selected. The next step was to 
select the first three names appearing 
on each of the principal's list of effec- 
tive teachers and non-effective 
teachers. (Sometimes less than 3 
teachers were nominated). Principals' 
descriptions of the first three would 
be most accurate since they would be ' 

describing the very good and very 
weak teachers. Table 2 shows the dis- 
tribution of teachers. 

2.3 Sample 

2.3.1 The sample was selected from the 3 Results and Analysis 
English medium schools along the 3.1 Results of M TA1 Survey 
following criteria: 3.1.1 Table 3 shows that both ET and 

i) Sex: All-boys schools NET obtained negative mean scores 
All-girls schools on the MTAI. The ET group was found 
Coed schools to have a higher mean score. Both the 

Table 1 
Distribution of the schools sampled 

# Excluded one school due to missing data. 



Table 2 
Distribution of teachers sampled 

# 1 primary school was omitted due to missing data. 
@l school did not nominate noneffective teachers. 
A excluded 2 who did not sit for the MTAI. 

Table 3 
Distribution of MTAI scores 

Possible maximum score 150 
Possible minimum score -150 

Score 
Intervals 

60 - 51 
50 - 41 

40 - 31 
30 - 21 

20- 1 1  

10- 1 

0- -9 

-10 - -19 
-20 - -29 
-30 - -39 
-40 - -49 

-50 - -59 

-60 - -69 
-70 - -79 

-80 - -89 

N 

Highest Score 
Lowest Score 

Mean 
Standard 

Deviat~on 

# For computerised statistics, 3 ET + 2 NET are excluded due to anonymous MTAl scripts. 

Effective Teachers 

4 

3 

7 

6 

10 

10 

1 1  

13 

9 

6 

8 

6 

3 

2 

2 

1 OO# 

56. 
-88. 
- 8.8 
33.35 

Non-Effective Teachers 

0 

0 

1 

4 

5 

6 

3 

9 

8 

1 1  

10 

10 

5 

1 

0 

73# 

39. 
-70. 
-24.9 
27.17 



highest and the lowest scores were 
from the ET group. This resulted in a 
larger standard deviation. 

3.1.2 Though negative scores were expec- 
ted from the NET, ET were also found 
to have scored negatively. Effective 
teachers are expected to have a favour- 
able teacher-pupil relationship. 60 out 
of 10(3 ET obtained negative scores. 
Of these, 18 were ETI. 16 out of 73 
NET obtain& positive scores. Of 
these, 7 were NET1. 

3.2 Statistical Analysis of MTAl Scores 

3.2.1 MTAl scores of teachers classified 
according to Ranks 1-3 within each 
category (Effective and Non-Effective) 
were tested for significant differences 
between categories between ranks in 
each category and between cross cate 
gory ranks. The Effective and Non- 
Effective categories were first treated 
separately and a one-way ANOVA 
administered. The 2 categories were 
then combined and the six ranks 
(Ranks 1-3 of each category) tested 
for significant differences. The Gene- 
ral Linear Model (GLM) procedure of 
the Statistical Analytical System (SAS) 
was used. 

For scores treated in separate cate- 
gories (Table 5), there is a significant 
difference between the Effective and 

Non-Effective group. The Effective 
category scored significantly higher 
than that of the Non-Effective, F(1,171) 
= 11.54 at p < .001. A closer analysis 
of rank differences within each cate- 
gory shows that there is no significant 
difference between ranks. 

3.2.2 An ANOVA of the combined cate- 
gories shows that there are significant 
differences between the Six ranks; 
F(1,167) = 3.23 at p < .05. 

3.2.3 To find out which pair of ranks con- 
tributed to the significant differences, 
pairwise comparisons were carried 
out. The TLIKEY option is used to 
control Type I experiment-wise error 
rate at the .05 level. Pairwise com- 
parisons show that significant differ- 
ences are contributed by the compari- 
sons of Rank 1 of the Effective Cate 
gory with each of the ranks in the 
Non-Effective Category. There is no. 
significant difference between ranks 
in each category (Table 6). 

3.2.4 A Discriminant Function Analysis 
using the DISCRIM procedure of the 
SAS was performed to classify 
teachers according to the probability ' 
of membership in each rank. This is 
based on the generalized squared dis- 
tance function to each rank. 

Table 4 
MTAl scores hxrding to ranks within each category 

Table 5 
ANOVA on MTAl scores 

Source of Variance 

Between Categories 

Between Effective Ronks 

Between Non-Effective Ranks 

df 

1 

2 

2 

MSs 

1 102.49 

2120.60 

63.82 

MSw 

954.8 

1091.61 

757.39 

F 

11.54" 

1.94 

q r.0 



Table 6 
Paimise comparison between ranks 

+ Effective. 
'p < .05. 

"p < ,001. 

Table 7 
Percentage classified into ranks according to general squared distance function 

Rank 

F .- 
W 

.c 

iii 

F .- 
C 

0 
2 
4 
C 
0 z 

Table 7 shows that 61.11°/o and 56.25O/o 
of the teachers classified into Rank l+  
and Rank 1 respectively correspond 
with that of the principals' classifica- 
tions. There are two possible explana- 
tions: 

i) The MTAl may not be sensitive 
enough although it may discrimi- 

Effective 

1 + 

2+ 

3+ 

1 

2 

3 

V) - 
m 
a .- 
0 
.- c 
& 
2. 
D W  

X .- 
'C 
V) 

% 
0 
X -  

B 

nate broadly between categories 
(see Table 5). 

ii) It may be diffiwlt for principals 
to correctly rank order teacher 
effectiveness since it is a subjec- 
tive matter. There was no given 
set of criteria on which princi- 
pals could base their evaluation. 

1 + 

- 

Non-Effective. 

.- F 
C 

E 

F .- 

C 8 2  q 
C 

2 

3 

5.50' 

< 1.0 

< 1.0 

< 1.0 

< 1.0 

- 

2+ 

3.14 

- 

1 

11.62" 

2.78 

2.06 

- 

3+ 

3.40 

< 1.0 

- 

2 

10.26' 

2.42 

1 .82 

< 1.0 

- 

1 + 

2+ 

3+ 

1 

Eff ecitve Non-Effective 

3+ 

- 

0.00 

- 

- 

- 

1 

22.22 

31.43 

27.59 

56.25 
P 

53.85 

37.57 

1 + 

61.11 

40.00 

48.28 

21.88 

'26.92 

33.33 

2+ 

16.67 

28.57 

24.14 

21 .B8 

19.23 

22.54 

2 

- 

- 

- 

- 

0.00 

- 

3 

- 

- 

- 

- 

- 

0.00 



3.3 MTAI ltem Analysis 

3.3.1 Discrimination lndex (D.I.) 

To find out the items which discri- 
minate the effective teachers from the 
non-effective teachers, the Discrimi- 
nation lndex is used. 

Discrimination lndex = HC - LC 
H (or L) 

where Hc = Number of correct 
responses in the HlGH 
group (ET Category) 

Lc = Number of correct 
responses in the LOW 
group (NET Category) 

H or L = Number in the HIGH or 
LOW group (ET or 
'NET category) 

According to Ebel (1979) the value of a 
Discrimination lndex may be inter- 
preted as follows: 

Discrimination lndex 

.40 and above Discriminates well 

.30 - .39 Discriminates reasonably 

.20 - .29 Discriminates marginallyX 
below . l9  Discriminates poorly 

The Discrimination lndex can take on a 
negative value when more of the non- 
effective teachers select the correct 
response than the effective teachers. 
Such items need to be seriously ex- 
amined, either to be rejected or re- 
placed. 

Item statistics are worked out in 4 
ways (see Appendix B): 

i) Between 2 distinct categories of 
primary school teachers, the 
effective and the noneffective 
teachers (ET and NET). 

ii) Between 2 extreme categories of 
primary school teachers, the 
most effective and the least 
effective teachers (ET1 and NET I )  

iii) Between 2 distinct categories of 
primary and secondary school 
teachers, the effective and the 
noneffective teachers. 

iv) Between ET1 and NET1 of primary 
and secondary school teachers. 

As the number of secondary school 
teachers in the sample was too small. 
the Discrimination lndex was not com- 
puted. 

The values of the Discrimination lndex 
in Table 8 clearly show that most of the 
items do not discriminate well. How- 
ever, several more items are discrimi- 
nating when used to discriminate ex- 
treme categories. 24 items appear to 
discriminate the most effective 
teachers from the least effective 
teachers. 

3.3.2 Facility lndex (F.I.) 

To further analyse the items of the 
MTAI, the Facility lndex is calculated 
to find out how many of the subjects 
responded 'correctly' to each item 
(Appendix C) and to identify items 
that may be culturally biased. 

Facility lndex = Hc + Lc 
H + L  

where Hc = Number of correct responses in 
the High Group (ET Category) 

Lc = Number of correct responses in 
Low Group (NET Category) 

H + L = Number in both the High Group 
and the Low Group added 
together 

According to Nuttal and Skurnick 
(1974) the value of a Facility lndex 
may be interpreted as follows: 

Facility Index (%) Evaluation of Item 

90 and above Very easy item 
76 to 89 Easy item 
25 to 75 Item is of medium difficulty 
11 to 24 Difficult item 
10 and below Very difficult item 

In this context the F.I. is not treated 
as an indicator of difficulty, rather 
it is utilized to indicate the frequency 
of the options selected. The higher the 
numerical value of this index, the more 
frequently the 'right' option is chosen. 

A breakdown of the medium difficulty 
range (2575) shows that 55% of the 
items cluster around the difficult end 
of the scale. Table 9 shows the dis- 
tribution of F.I. of the 150 items of 
the MTAI. 



Tabk 8 
Discriminating items of MTAI 

X discriminates marginally 
XX discriminates reasonably 
XXX discriminates well 

Item 
No. 

6 
16 
25 
30 
31 
36 
46 
48 
54 
55 
6 1 
65 
70 
74 
79 
80 
8 1 
89 
32 
94 
96 
97 
100 
106 
107 
109 
113 
116 
124 
128 
132 
133 
146 
149 

Total 

Primary 

ET vs NET 

X 

X 

X 

X ' 
X 

X 

X 

7X 

Schools 

ET1 vs NET1 

XX 

X 
X 
X 

XX 
X 
X 
X 
X 
X 
XX 

X 

X 

X X 
XX 
X 

XXX 
X 
X 
XX 
XX 
X 
X 
X 

X 

17X 
7XX 
l XXX 

Primary and 

ET vs NET 

X 

X 

X 

X 

X 

X 
X 

X 
X 

X 
X 

11 X 

Secondary Schools 

ET1 vs NET1 

XX 

X 
X 

X 
XX 

X 

X 
X 
X 
X 
X 
X 
X 
X 
XX 

X 
XXX 

XX 
XX 
X 
X 
X 
X 

X 

18X 
5XX 
l XXX 



Table 9 
.Distribution of F.I. based on 75 ET and 75 NET 

(from primary and secondary schools) 

3.3.3 Scoring System 

3.3.3.1 A closer look at the MTAl 
items and its scoring system 
reveals that many items re- 
quire responses ih the ex- 
treme ends of the scale 
(strongly agree/st rongly dis- 
agree). Table 10 is a fre- 
quency count of items which 
demand responses in the ex- 
treme ends of the scale. 

r 

Level of Difficulty 

Easy 

Medium 

Difficult 

There are 36(24%) of the 
total items which penalise 
respondents when they do 
not respond "strongly". A 
frequency count of the raw 
data reveals that more than 
25% of the teachers were 
penalised when they res- 
ponded less strongly al- 
though in the right direction. 

Table 10 
Items which penalise respondents in the sample 

F.I. 

( 90 and above 

( 
( 76 - 89 
( 60 - 75 
( 
( 41 -60 

( 
( 25 - 40 
( 1 1  -24 

( 
( 10 and below 

Frequency 

3 1 
1 

12 ) 

18 ) 
1 

34 ) 
) 

41 1 
29 ) 

1 
13 

Responses 

Item 

Total 

O/O 

10 

62 

28 

"Strongly Agree" 
score +l 

- 
Agree 

Score-l 

1 3 25 
37 40 89 

127 133 136 
138 144 145 

12 

"Strongly Disagree" 
score + l  

Disagree 

Score 0 

142 

1 

Score -1 

7 3 9 4 1  
42 43 58 
60 67 99 
102 105 106 
119 123 131 
132 137 141 
148 149 

20 

Score 0 

1 4 2 7 6 3  

3 



3.3.3.2 Further investigation reveals 
that the scoring system 
favours liberal views towards 
offences such as throwing 
chalk, truancy and writing 
obscene notes. In Singapore 
schools however, such be- 
haviour is normally not 
acceptable, for example: 

ltem 32 "A pupil should 
not be required to 
stand when 
speaking up in 
class." 

The scoring system favours 
a positive response. This im- 
plies that pupils need not 
stand up when speaking up 
in class which is contrary 
to the expected classroom 
behaviour in Singapore 
schools. 

Other examples are: 

ltem 70 Dishonesty as 
found in cheating 
is probably one of 
the most serious of 
moral offenses. 

ltem 75 No child should 
rebel against 
authority. 

ltem 84 A teacher should 
not tolerate use of 
slang expressions 
by his pupils. 

ltem 86 If a child wants 
to speak or to 
leave his seat 
during the class 
period, he should 
always get 
permission from 
the teacher. 

ltem 87 Pupils should not 
respect teachers 
anymore than any 
other adults. 

ltem 88 Throwing of 
chalk and dusters 
should always 
demand severe 
punishment. 

ltem 95 Children should 
not expect talking 
privileges when 
adults wish to 
speak. 

ltem 1 15 Classroom 
rules and 
regulations must 
be obeyed without 
question. 

ltem 118 A pupil found 
writing obscene 
notes should be 
severely 
punished. 

3.3.3.3 The following items illus- 
trate other aspects of cul- 
tural differences such as in 
philosophy of education and 
child rearlng practices. For 
example: 
ltem 126 "Children today 

are given too 
much freedom" 

The scoring system favours 
a negative response which 
implies that children should 
be given more freedom. 
However this is contrary to 
the prevailing attitude in 
Singapore. 

Other examples are: 

ltem 24 Too many 
children 
nowadays are 
allowed to have 
their own way. 

ltem 26 The teacher is 
usually to blame 
when pupils fail to 
follow directions. 

ltem 36 Most pupils lack 
productive 
imagination. 

ltem 42 Every pupil in 
Primary 6 should 
have sixth grade 
reading ability. 

ltem 74 Pupils usually 
are not qualified to 
select their own 
topics for written 
assignments and 
reports. 

ltem 81 All children 
should start to 
read by the age of 
seven. 

ltem 128 Children are not 
mature enough to 
make their own 
decisions. 



3.4 Principals' Descriptions of Effective and 
Non- Effective Teachers 

A content analysis was made of the list 
of characteristics of effective and non- 
effective teachers described by. the prin- 
cipals. Principals were asked to use 
adjectives, or phrases to describe the 
ET and NET. Consequently there was a 
host of adjectives. The analysis was 
done by examining the characteristics 
and classifying them under the follow- 
ing categories:- 

1) Personal Qualities which include 
traits such as a sense of responsibility, 
patience and the ability to communi- 
cate well. 

ii) Professional Attitude which includes 
a love for children, dedication and 
willingness to assume extra respon- 
sibilities. 

iii) Self-improvement which includes 
characteristics such as an enthusiasm 
to learn, keenness to upgrade oneself 
and to learn new ideas. 

iv) Relationships with pupils, colleagues 
and parents. 

The following indicates the principals' des- 
criptions of the ET and NET. 

ET Characteristics 

Personal Qualities 
Professional Attitude 
Self-lmprovement 
Relationships 

NET Characteristics 

Personal Qualities 
Professional Attitude 
Self-Improvement 
Relationships 

For details refer to Appendices D and E. 

Personal Qualities were mentioned most 
frequently by the principals when describing 
both groups of teachers. Under Professional 
Attitude, principals differed in their empha- 
sis on "love for children" as an attribute. 
28 compared to 9 identified this as an attri- 
bute of ET and NET respectively. 

In general, principals listed more charac- 
teristics for the ET than the NET. The des- 
criptions appeared to be global and the 
majority of their views emphasised the per- 
sonal qualities of the teacher. 

4 The Summary of Findings 
4.1 All the 173 teachers in the sample scored 

low on the MTAl with a negative mean 

score. Effect~ve teachers and non-effective 
teachers obtained a mean score of -8.8 and 
-24.9 respectively. 

4.2 The MTAI does significantly discriminate 1 
broadly the effective from the non-effec- 
tive teachers at the ,001 level but does 
not discriminate between ranks in each cate- 

gory. 
4.3 61.1 1% and 56.25% of the teachers classified 

into rank l+ and rank 1 correspond with 
that of the principals' classification. 

4.4 Item analysis shows that 24 out of 150 items 1 
appear to discriminate the most effective 
teachers (ET1) from the least effective tea- 
chers (NETi). 

4.5 55% of the items cluster around the difficult l 

end of the scale. 

4.6 36 items penalise teachers if they do not 1 

agree/disagree "strongly" with the items. 
A frequency count reveals that more than 
25% of the teachers in the sample have been l 

penalised. 

4.7 Principals place considerable emphasis on I 
personal qualities and professional attitude 
in describing effective and non-effective tea- 
c he rs. 

5 Recommendations 
Based on the findings of the present study, 
the following recommendations are proposed:- 

5.1 that the MTAI be revised as follows: 

i non-discriminating items be weeded 
out; 

ii) culturally biased items be rephrased 
or replaced; 

iii) scoring system be modified so that 
conservative responses will not be 
penalised, 

5.2 that a validity study and further item analysis 
of the revised MTAl be carried out. If valid, 
it will then be possible to do further research 
using the revised instrument to see if a more 
sensitive discrimination of the effective tea- 
chers, average teachers and non-teachers 
can be obtained. This will provide empirical 
evidence of the MTAl as one of the instru- 
ments for future teacher selection in Singa- 
pore, 

5.3 that further tests be carried out with a much 
larger sample of teachers in service as well 
as teacher trainees. Variables such as ser 
age, educational background, academiz 
attainment, years of teaching experience, 
instructional level and subject(s) taught will 
be considered. This will help to determine 



whether there are differences between effec- 
tive and noneffective teachers along these 
variables, 

5.4 that a more detailed classification of the 
characteristics of the effective and non- 
effective teachers be obtained. This can be 
done by incorporating the perceptions of 
teachers, pupils and teacher educators, 

5.5 that correlational studies be carried out to 
establish whether perceptions of pupils, tea- 
chers, principals and teacher educators cor- 
relate, 

5.6 that effective and non-effective teachers/ 
trainees be identified by pupils, teachers, 
principals and teacher educators. The re- 

vised MTAl will then be administered to them 
to determine if the instrument is sensitive 
enough to discriminate the effective from 
the noneffective teachers, 

5.7 that a longitudinal study be conducted on 
teacher trainees to establish the predictive 
value of the MTAI, 

5.8 that the MTAl be normed on the local popu- 
lation, 

5.9 that instruments such as Cattell's Sixteen 
Personality Factors and the California Per- 
sonality lnvkntory be employed to measure 
other aspects of teacher effectiveness be- 
sides teacher-pupil relationship. 

REFERENCES 
1. Bedford, C.M. Practice Teaching: Ten Years of 

Screening Out Weak Prospective Teachers. Saskat- 
chewan Journal of Educational Research and Deve- 
lopment. 1971. 2(1). 

2. Cook, W.W., Leeds, C.H. and Callis, R. Minnesota 
Teacher Attitude Inventory. New York: Psychologi- 
cal Corporation, 1951. 

3. Ebel, Robert L. Essentials of Educational Measure- 
ment. New Jersey: Prentice Hall, 1979. 

4. Michaelis, J.U. The Prediction of Success in Stu- 
dent Teaching From Personality and Attitude Inven- 
tories. University of California Publications in Edu- 
cation, 1954. 11,(6) 415-484. 

5. Nuttal. D.L. and ~kurnick, L.S. Examinations and 
Item Analysis Manual. London: NFER, 1974. 

6. Tarpey, M.A. Personality Factors in Teacher 
Trainee Selection. British Journal of Educational 
Psychology, 1965, 35, 140-1 49. 

7. Williams, J. and Fox, A.M. Prediction of Perfor- 
mance in Student Teaching. Educational and Psy- 
chological Measurement, 1967, 27(4), 11641 170. 



Appendix A 

IE 094/G/73 Vol. 3 
5 Oct 82 

Dear 

1. We are seeking your cooperation in under- 
taking a project aimed at improving the quality of 
our student selection procedures. 

2. The project will be undertaken in thirty-eight 
Singapore primary and secondary schools. It in- 
cludes the following aspects:- 

(a) It examines the appropriateness of the 
Minnesota Teacher Attitude Inventory 
(MTAI) in predicting success in teaching 
in Singapore and 

(b) It relates the scores on this inventory to 
the principal's opinion of 'what is an 
effective teacher'. 

3. The project will involve two visits to your 
school by selected members of the School of 
Professional Studies of the Institute of Educa- 
tion. This project has the support and approval of 
the Ministry of Education. 

4. The first visit will be to meet the principal to 
discuss his ideas regarding the qualities of an 
effective teacher. 

5. The second visit will be to administer the MTAI 
to selected members of the teaching staff (ap- 
proximately 12 in number). 

6. A member of the Institute staff will be contact- 
ing you shortly to arrange the first visit. 

7. Thanking you for your cooperation. 

Sincerely 

DR ENG SO0 PECK 
HEAD 
SCHOOL OF PROFESSIONAL STUDIES 
INSTITUTE OF EDUCATION 



Dear Principal 

Your help in giving your views of what is an 
effective teacher, and what is a non-effective 
teacher will be greatly appreciated. Please list the 
general characteristics in the space provided. 

Characteristics of Effectiveness (Please list 
characteristics in order of importance). 

Characteristics of Non-Effectiveness (Please list 
the most negative characteristics first) 



CONFIDENTIAL 

Names of ET (Please list them starting with the 
most effective teacher. Please use descriptive 
adjectives or phrases to describe the teacher in 
the space provided). 

INSTITUTE OF EDUCATION 



CONFIDENTIAL 

Names of NET (Please list them starting with the 
least effective teacher. Please use adjectives or 
phrases to describe the teacher in the space 
provided). 

INSTITUTE OF EDUCATION 



Appendix B 

MTAl ltem Statistics 
(Discrimination Index) 

(64 ET vs 64 NET of 29 Primary Schools) 

ltem No. ltem No. ltem No. 

1 .l6 51 .02 101 
2 .09 52 .06 102 
3 .03 53 0 103 
4 .l9 54 .09 104 
5 -.03 55 .05 105 
6 0 56 -.03 X106 
7 .06 57 .06 107 
8 -.08 58 .l6 '108 
9 .l4 59 .06 109 
10 .09 60 .05 110 
1 1  -.02 X 61 .20 1 1 1  
12 .09 62 .l 1  112 
13 -.02 63 -.02 113 
14 .02 64 -.03 114 
15 -.09 65 .l1 115 
16 .l6 66 .l3 X116 
17 -.08 67 .l9 117 
18 -.05 68 .03 118 
19 .03 69 .03 119 
20 0 70 .l 1 120 
21 0 7 1 -.02 121 
22 .05 72 .05 122 
23 .l6 73 -.02 123 
24 109 74 .09 124 
25 .l9 75 .08 125 
26 -.05 76 .05 126 
27 -.06 77 .02 127 
28 -.06 78 .l6 128 
29 .l1 79 .l4 129 
30 .l1 80 .l9 130 
3 1 .l4 8 1 .06 131 
32 0 82 .06 132 
33 .05 83 .03 133 
34 .l3 84 -.05 134 
35 .08 85 -.03 135 
X36 .23 86 0 1 36. 
37 .06 87 .08 137 
38 .l 1 88 -.03 138 
39 .05 89 .l5 139 
40 .06 90 .l1 140 
4 1 -.03 9 1 .02 141 
42 .05 92 .06 142 
43 -.05 93 .02 143 
44 -. 02 94 .l6 144 
45 .06 95 .l3 145 
46 .l 1 96 .l9 146 
47 .08 97 .l 1  147 

X48 .25 98 -.03 148 
49 .08 99 .05 X149 
50 .l3 X100 .20 150 

D.I. - 
.l6 
.08 
.05 
-.03 
-. 1 1 
.28 
.l 1 
-.05 
.09 
.l1 
0 
0 
.l7 
.l3 
.05 
.23 
-.05 
-. 1 1 
.l3 
.06 
-.06 
.03 
.09 
.l7 
-.03 
-.02 
-.02 
.09 
.08 
-.03 
.l 1 
.l9 
.l4 
.08 
.09 
.06 
.05 
-.09 
-.l 1 
-.02 
.05 
0 

-.06 
.09 
-.03 
.l7 
.02 
.02 
.20 
.l7 



ltem No. 

1 
2 
3 
4 
5 

XX6 
7 
8 
9 

10 
11 
12 
13 
14' 
15 
16 
17 
18 
19 
20 
2 1 
22 
23 
24 

X25 
26 
27 
28 
29 

X30 
X 3  1 

32 
33 
34 
35 
36 
37 
38 
39 
40 
41 
42 
43 
44 
45 
46 
47 

XX48 
49 
50 

MTAl ltem Statistics 
(Discrimination Index) 

(27 ETivs 27 NET1 of Primary Schools) 

D.I. - ltem No. D.I. - ltem No. 

. l1  5 1 .04 101 

. l  1 52 .07 102 

.07 53 .04 103 

. l 1  X54 .26 104 
0 X55 .22 105 

.30 56 -.07 XXX106 

. l 5  57 -.07 X107 

.04 58 . l 9  108 

. l  1 59 . l 5  X1 09 

. l 5  60 .07 110 
-.l 1 X61 .22 111 
. l  1 62 -.07 112 
0 63 -.l1 XX113 
0 64 -.07 114 

- . l9  X65 .26 115 
. l 5  66 . l 5  XX116 

-.07 67 . l  1 117 
-.04 68 0 118 
. l  1 69 .07 119 
0 X70 .26 120 
0 71 0 121 

.04 72 . l 5  122 

. l 5  73 . l 9  123 

. l 5  XX74 .30 X124 

.22 75 -.l1 125 

.04 76 -.07 126 
-.l 1 77 . l 1  127 
. l 1  78 . l1  X1 28 

-.04 79 . l 9  129 
.22 X80 .26 130 
.26 8 1 . l1  131 

-.l9 82 .04 X132 
. l 1  83 .07 1 33 
. l 5  84 -.07 134 
. l 5  85 .04 1 35 
.04 86 .07 136 
.07 87 . l 1  137 
.04 88 .07 138 
.07 X 89 .22 139 

0 90 . l 5  140 
-.04 9 1 -.07 141 
.04 92 . l 9  142 

-.04 93 0 143 
.07 XX94 .33 144 
. l 5  95 .04 145 
. l 1  XX96 .37 146 
.l 1 X97 .26 147 
.37 98 .04 148 
. l 9  99 -.04 X1 49 
. l 9  100 . l 9  150 

D.I. - 
. l 5  
.07 
. l 5  

-. 07 
-.04 
.44 
.26 

-.04 
.22 
. l 9  

-. 04 
. l 5  
.37 
. l1  
. l 5  
.33 

-.09 
- . l5  
. l 5  

-.07 
.07 

-.07 
. l 9  
.26 

-.l1 
.04 

-.04 
.26 
. l 1  
. l 5  
. l 9  
.26 
. l 9  

0 
. l 5  
.04 
.07 

-. 19 
-.07 
-.04 
.04 

-.07 
-.07 
.04 

- . l5  
.07 
. l1  

-.04 
.26 
. l 5  



MTAl Item Statistics 
(Discrimination Index) 

(75 ET vs 75 NET of Primary and Secondary Schools) 

ItemNo. D.I. ItemNo. D.I. ItemNo. D.I. 

1 .07 5 1 .07 101 .l5 
2 .08 52 .l 1 102 .08 
3 .01 53 .01 103 .05 
4 .l7 54 .05 104 -.03 
5 -.01 55 .05 105 -.09 
6 -.03 56 .04 X106 .27 
7 .09 57 -.09 107 .09 
8 -.05 58 .l7 108 -.07 
9 .09 59 .05 109 .07 
10 .l2 60 .03 110 0 
1 1  -.01 X 61 .23 1 1 1  -.03 
12 .07 62 .l5 112 -.03 
13 .01 63 -.08 113 .l3 
14 .01 64 -.04 114 ' .07 
15 -.l 1 65 .09 115 .l 1 

X1 6 .21 66 .l5 X1 16 .23 
17 -.05 67 .l1 117 -.05 
18 0 68 .04 118 -. 08 
19 .05 69 .01 119 .05 
20 .03 70 .l3 120 .05 
21 -.01 71 .l 1 121 0 
22 .09 72 .05 122 .05 
23 .l2 73 -.01 123 .l3 
24 .l 1  74 .08 X124 .20 
25 .l5 75 .05 125 -.07 
26 -.01 76 .04 126 0 
27 -.01 77 .05 127 -.03 
28 -.08 78 .09 128 .08 
29 .04 79 .l 1 129 .09 
30 .l 1 X 80 .21 130 -.03 
3 1 .l6 8 1 .l3 131 .07 
32 -.04 82 0 132 .l6 
33 .l2 83 0 133 .l5 
34 -.01 84 .07 134 .08 
35 .07 85 .05 135 .08 

X36 .21 86 .01 136 .07 
37 .l1 87 .05 137 .07 
38 .l2 88 -. 03 138 -.07 
39 .04 89 .l7 139 -.08 
40 -.l1 90 .09 140 .04 
41 0 91 .09 141 .05 
42 .05 92 .l 1 142 0 
43 0 93 .09 143 -.04 
44 .03 94 .l5 144 .07 
45 .03 95 .07 145 -.08 
46 .l3 96 .l5 X146 .23 
47 .07 97 .08 147 -.07 

X48 .24 98 -.01 148 .01 
49 .l3 99 .07 X149 .23 
50 .l4 X100 .24 150 .l6 



MTAl ltem Statistics 
(Discrimination Index) 

(32 ET1 vs 32 NET* of Primary and Secondary Schools) 

Item No. D.I. Item No. D.I. Item No. 

1 0 5 1 .09 101 .l6 
2 .l9 52 .l3 102 .09 
3 0 53 .09 103 .l3 
4 .l3 54 .l6 104 -.06 
5 0 55 .l9 105 -.03 

XX 6 .31 56 .06 XXX106 .41 
7 .l3 57 -. 09 107 -.l9 
8 .03 58 .l9 108 - 03 
9 .l3 59 .l3 109 .03 
10 .l9 60 .06 110 .l6 
1 1  -.09 X6 1 .22 1 1 1  0 
12 .l3 62 .03 112 .09 
13 .03 63 -. 13 XX113 .31 
14 -. 03 64 -.09 114 .l9 
15 -.l9 65 .l9 115 .l9 
16 .l6 66 .l3 XX116 .38 
17 -.06 67 .06 117 -.l6 
18 .03 68 .06 118 -.06 
19 .l3 69 .03 119 .l6 
20 .03 X70 .28 120 -.03 
21 -.06 71 .09 121 .09 
22 .13 72 .09 122 -.03 
23 .03 73 .l6 123 .l9 
24 .l3 X74 .28 X1 24 .28 
25 .l6 75 -.06 125 -.09 
26 0 76 -.06 126 .06 
27 -. 13 77 .l6 127 -.03 
28 .03 78 0 X1 28 .25 
29 -.09 X79 .25 129 .l3 

X30 .22 X80 .28 130 .l3 
X31 .22 X81 .22 131 .16 
32 -. 13 82 0 X132 .25 
33 .09 83 .09 X1 33 .22 
34 .l9 84 0 134 .03 
35 .l3 85 .l3 135 .13 
36 .06 86 .09 136 .06 
37 .03 87 .06 137 .09 
38 0 88 .03 138 -.l6 
39 .06 X89 .25 139 -.06 
40 -.06 90 .l3 140 .03 
41 -.03 9 1 -.03 141 .03 
42 .06 X92 .22 142 -.09 
43 .03 93 -.06 143 0 
44 .l9 X94 .28 144 .03 
45 .09 95 .03 145 -.l9 

X46 .22 XX96 .38 146 .l3 
47 .06 97 .l9 147 .03 

XX48 .34 98 .06 148 -.03 
49 .06 99 0 X1 49 .25 
50 .l3 X1 00 .28 150 .l6 



Appendix C 

MTAl ltem Statistics 
(Facili Index) 

(75 ET vs 75 NET of Primary and Secondary Schools) 

ltem No. F.I. (O/o) 

17 
36 
1 1  
59 
69 
71 
'18 
3 1 
62 
30 
85 
26 
47 
3 
45 
45 
7 
79 
57 
79 
22 
90 
39 
17 
39 
43 
22 
45 
34 
53 
32 
35 
55 
75 
23 
4 1 
3 1 
54 
6 
36 
12 
4 
12 
23 
92 
52 
9 
5 1 
57 
20 

ltem No. ltem No. F.I.(Oo) 

101 78 
102 9 
103 59 
1 04 17 
105 7 
106 20 
107 49 
108 13 
109 29 
110 5 1 
1 1 1  3 1 
112 25 
113 83 
114 59 
115 27 
116 53 
117 28 
118 35 
119 27 
120 59 
121 68 
122 79 
123 20 
124 37 
125 19 
126 20 
127 15 
128 32 
129 9 1 
130 8 1 
131 15 
132 29 
133 30 
134 85 
135 79 
136 18 
137 6 
138 1 1  
139 71 
140 53 
141 3 
1 42 4 
143 15 
1 44 3 1 
145 13 
146 61 
147 62 
148 6 
149 29 
150 64 



Appendix D 

Characteristics of Effective Teachers 
(as described by 37 school principals) 

i) Personal Qualities (37%) 
1. Responsible 
2. Initiative 
3. Encouraging 
4. Morally honest 
5. Ability to communicate/teach 
6. Adaptable 
7. Ability to lead 
8. Patient 
9. Understanding 

10. Self-confident 
11. Impartial 
12. Decisive 
13. Humorous 
14. Healthy 

ii) Professional Attitude (27%) 
1. Love for children 
2. Dedicated 
3. Willing to assume extra responsibilities 
4. Loyal towards school, profession 
5. Co-operative 
6. Patriotic 

iii) Self-Improvement (18%) 
1. Enthusiastic to learn 
2. Keen to upgrade oneself 
3. Receptive to new ideas 

iv) Relationships (18%) 
1. Relating to pupil 
2. Relating to colleagues 
3. Relating to parents 



Appendix E 

Characteristics of Non-Effective Teachers 
(as described by 37 school principals) 

i) Personal Qualities (57%) 
1. Selfish 
2. Unmotivated 
3. Unapproachable 
4. Lazy 
5. Irresponsible 
6. Poor planning 
7. Unwilling to work overtime 
8. Petty 
9. Prejudiced 

10. Impatient 
11. Lacking confidence 
12. Lacking knowledge in content area 
13. Given to negative criticism 
14. Tardy 

ii) Professional Attitude (28%) 
1. Uncooperative 18 49 
2. Lacking professional interest 11 30 
3. No love for children 9 24 
4. Unwilling to assumeextra responsibilities 9 24 
5. Uncommitted 3 8 

iii) Self-Improvement (10%) 
1. Unreceptive to new ideas 

iv) Relationships (5%) 
1. Poor teacher-pupil relationship 9 24 



The Project on Innovative 
Teaching Methods - 
An Overview 

Introduction 
Over the past several years, the education 

system in Singapore has undergone very signifi- 
cant and far-reaching changes, especially in 
terms of the programmes and resources 
available to teachers and pupils. New textbooks 
and teaching materials have been introduced 
into the schools by the Curriculum Develop- 
ment lnstitute of Singapore (CDIS). Within the 
lnstitute of Education (IE), teacher education 
programmes /for pre-service trainees and in- 
service teachers have also undergone review and 
change to meet new needs and expectations. 

In preparing its students for their multifarious 
roles in school, IE is not only cognizant of its 
responsibility of transmitting to them the time- 
tested or traditional methods of teaching the 
various subjects of the school curriculum, it also 
seeks to actively encourage the development and 
use of innovative teaching methods. While such 
efforts by IE staff have been going on for some 
time, it was only recently that a concerted at- 
tempt to document and evaluate these efforts 
was initiated through the Project on lnnovative 
Teaching Methods (Project ITM). 

Project Objectives 
Project ITM has the following objectives: 

(a) To document the new pedagogical ideas, 
approaches or methods that have been 
developed and used by IE staff; 

(b) To identify and explain the advantages 
or strengths of each innovation; 

(c) To identify the problems or weaknesses 
(if any) associated with the innovation; 

(d) To evaluate (wherever possible) the reac- 
tion or effects on trainees/trainers in- 
volved in the innovation; and 

(e) To examine the possibility of applying the 
innovation to the school situation 
(wherever relevant), or possible implica- 
tions for teaching and learning in school. 

Some Initial Problems 
In carrying out the project, one problem 

encountered was in defining the term "lnnovative 
Teaching Methods". The idea of something new 

Chin Long Fay 
Institute of Education 

seemed integral, but "new" for whom? I suggested 
to colleagues that perhaps innovative teaching 
methods should be seen as new teaching 
methods or techniques in the context of IE's 
training programmes. A more liberal interpreta- 
tion might be that "if a practice is new and 
innovative to the person doing it, it is likely that it 
will be new to some others as well" (Meeth and 
Gregory, 1981). 1 believe it is sterile to argue over 
the meaning of "innovative", and my colleagues 
appeared to have accepted one or the other of the 
above interpretations. 

Another problem was "how to go about the 
project?". Should I sound out a few colleagues 
as to their interest, willingness, and ability to 
undertake the project? Could I find a group to 
share common interests and goals? How could 
we come up with innovative teaching methods? 
How could we try out these methods? How could 
we see to it that subjects across the teacher 
education curriculum be reasonably well re- 
presented? I had no ready answers to these 
questions. 

I decided to opt for an alternative (was it 
innovative?) approach to the above problem, 
hoping that it would answer the questions that I 
raised in my own mind. Hence in October 1982, 1 
requested colleagues to provide me with reports 
on innovative teaching methods which they 
might have tried out within their courses or 
programmes. The response to my request was 
extremely gratifying. Within a period of 3 months,. 
I received the reports which are now compiled in 
the volume on Reports on lnnovative Teaching 
Methods. I trust that conference participants 
would have had the opportunity to read the 
reports. There is a wealth of ideas for the new 
teacher as well as for the experienced one. 
Granted that not all the innovations reported 
were completely successful or free from pro- 
blems, nor have all of them been subjected to 
rigorous evaluation. However, what is important 
is that the free exchange of ideas can help all of 
us to improve our teaching or help our students 
to be more effective learners. 

Overview of Selected Innovations 
As time does not permit me to present all the 

innovations reported, I shall confine my dis- 
cussion to a selection of them. 



The IE Vacation Learning Camp 1982 
The IE Vacation Learning Camp (VLC) of 1982 

is an example of a successful innovation that 
involved team-work on the part of a great number 
of people - staff, Certificate in Education 
students, Further Professional Certificate in 
Education (FPCE) students, and not least the 182 
pupils of monolingual classes. The Camp was 
organized for a 2-week period just after school 
had closed for the end-of-year vacation. The 
main objective of the Camp was to provide a non- 
traditional milieu in which innovative methods 
for enhancing learning among the monolingual 
stream pupils could be tried out. IE trainees 
worked hard to prepare teaching materials in the 
form of modules in 8 subjects (English, Mathe- 
matics, Science, Art, Home Economics, Wood- 
work, Metalwork and PE). In addition, fieldtrips 
to factories, the airport, the museum and fast- 
food centres were organised. 

At the end of the Camp, feedback was 
obtained from the participants by means of 
questionnaires and observation. The findings 
showed that the VLC had provided the pupils 
with an instructional programme that not only pro- 
vided for active participation by pupils, but one 
from which they derived a fair measure of enjoy- 
ment and experienced a sense of achievement 
when the simple learning materials they pro- 
duced were exhibited. The Camp provided the 
certificate students with the opportunities to try 
out various teaching and motivational strategies 
in handling pupils who have learning difficulties. 
The in-service FPCE students were able to apply 
their knowledge and understanding derivedfrom 
such courses as "School Organisation and 
Administration" and "Coping with Curriculum 
Change". There were problems, of course, but 
they were manageable. The success of the Camp 
can be measured by the fact that 93% of the 
pupils expressed a keeness to attend a second 
camp of the same kind. 

Innovative Methods in Teaching 
Language and Literature 

A number of colleagues in the School of 
Language Studies have tried out some innovative 
approaches in teaching Language and Litera- 
ture. Goh has reported one such approach in- 
volving the use of the Video-Tape Recorder 
(VFR). Instead of using the traditional way of 
getting students to read and analyse a short 
story, Goh showed a dramatised version of a 
short story. "A Family" by Japanese author J. 
Nakajima on the VTR. The video-tape was 
stopped at the point where the conflict in the 
story was introduced. The students were dlvlded 
into groups of 4 to discuss how they would' 

resolve the conflict and end the story. They had 
to apply their knowledge of the short story form 
(theme, plot, characterisation, setting, mood), 
their understanding of the issues lnvolved 
(values and attitudes implicit in the situation), 
and also their own experience. The class then 
examined the various endings suggested, com- 
pared their relative merits, and ranked them. The 
lecturer finally revealed how the story ended by 
showing the rest of the video-tape. The students 
were encouraged to ponder over the differences 
between'their own endings and the actual end- 
ing, and to try to see why the author ended the 
story the way he did. 

Heath reported his experience in teaching 
English to a preuniversity I class of Chinese- 
stream pupils who had just converted to the 
English-stream, using a variety of methods that 
were new to them. In themselves, the methods 
were not radical, but they were perceived by the 
pupils to be different from their past experience 
of learning English. The methods include the 
following: 

Fast unseen dictation. 

Self-correction of written work. 

Speaking in pairs in class. 

Speed reading exercises. 

Extensive reading of easy paperback 
fiction books. 

Heath reported that, over a Bmonth period, 
the pupils showed improved pro- 
ficiency in English as well as increased motiva- 
tion for reading and using English. 

The use of diagrams as a means of simplifying 
and clarifying character relationships and plot 
structures in literature teaching was reported by 
De Souza. He recommended preparing the 
diagrams on transparencies for overhead pro- 
jection as the illuminated nature of the diagrams 
made them more appealing to the audience. This 
method was demonstrated in teaching Shake 
speare's Othello and Henry Ibsen's Hedda Gabler. 
As a follow-up, students were asked to devise 
their own diagrams for teaching a particular 
literary text. 

Innovative Methods in Teaching 
Mathematics 

A study to determine the relative effectiveness 
of two methods of teaching mathematlcs to 
secondary school pupils was carried out by 
Purbrlck, Plant and Fong in 1982. Thls study was 
conducted withln the framework of Professor R. 
R. Skemp's theories of relational/instrumental 
understanding in mathematlcs. Relational 
understanding implies the ab~lity to deduce spe- 
cific rules of procedures from more general 



mathematical relationships. It implies that in 
.grasping a new concept, the subject can relate it 
to his existing conceptual framework. Instru- 
mental understanding, on the other hand, is the 
ability to apply an appropriate remembered rule 
to the solution of a problem without knowing why 
the rule works. It is the type of understanding 
resulting from rote learning. 

The main objective of the study was to com- 
pare the relative effectiveness of the relational vs. 
instrumental strategies in teaching/learning Tri- 
gonometry at secondary two level. The study 
involved 356 pupils in 11 classes in the Express 
stream in Thomson Secondary School. Two 
English-medium and two Chinese-medium 
classes were selected as the experimental group. 
Two Chinese-medium and five English-medium 
classes served as the control group. 

The research design was carefully chosen to 
fit into the ongoing school programme with the 
min~mum disturbance to the school routine. In 
the school's mathematics programme, 3 weeks 
were assigned for the study of the trigonometric 
ratios (sine, cosine and tangent). A sequence of 
10 lessons on this topic was taught to the 
experimental group using the relational strategy 
in the 3 weeks. During the same period, the 
control group received the traditional direct- 
teaching or instrumental approach on the same 
topic. 

Prior to the start of the study, all classes had 
been given a general test of mathematics ability 
and necessary background knowledge for the 
development of trigonometry. This pre-test was 
used in matching pairs of pupils for the statistical 
analysis of the results. At the end of the 3 weeks 
of study, all pupils were given a post-test to 
measure performance on the subject material. 

Statistical analysis of the pre-test, post-test 
and other test data showed that the classes were 
very variable with respect to mathematical attain- 
ment and ability. For this reason, it was decided 
to select matched pairs of pupils for statistical 
analysis so as to reduce the possibility of impor- 
tant results being obscured by the level of varia- 
bility. The matched pairs were established on the 
basis of medium of instruction, sex, age and pre- 
test score. Having established these matched 
pairs, the performance of the pupils in the experi- 
mental group to which relational understanding 
was stressed, was compared with the puplls in 
the control group, in which instrumental learning 
was the predominant feature, with respect to 
their post-test scores. The analysis revealed the 
following: 

There was no significant difference in 
performance between English-medium 
pupils exposed to the experimental (rela- 
tional) mode of instruction and those 

exposed to the traditional (instrumental) 
mode in the control group. 

However, for the Chinese-medium pupils, 
the results indicated that the experimen- 
tal mode of instruction had been more 
effective than the traditional mode. 

The researchers suggest a possible explana- 
tion for the above results. English is the medium 
of instruction in mathematics and science for 
Chinese-medium pupils. For them, English is 
taught as a second language; hence, with respect 
to the use of English, they are at a disadvantage 
as compared to their peers in the English stream. 
The relational learning programme (the experi- 
mental mode) aimed at securing a sound con- 
ceptual grasp of the material through concrete 
experience, practical activity and classroom dis- 
cussion, using plenty of visual material. Such an 
approach is likely to be less dependent upon 
language, since it provides a direct access to the 
mind, allowing the pupils to think in Chinese 
about what is going on. The researchers point 
out that for the English-stream pupils, while the 
relational learning programme has not placed 
the experimental group at an advantage as com- 
pared to the control group, it has done no worse; 
it is possible that the pupils in the experimental 
group may enjoy some .of the long term benefits 
claimed for relational understanding. 

Another example of an innovative approach 
was that used by Plant in the mathematics 
curriculum studies course for Diploma students. 
The course was planned to examine problems, 
practical situations, and structured materials to 
see how each of the mathematical situations 
could be used and adapted as starting points for 
mathematics lessons in schools. Plant has 
exemplified his structureddiscovery approach 
in (a) teaching the topic of LOCI - "Taking a 
Point for a Walk" and (b) demonstrating the use 
of Geoboards for teaching the topics of similar 
triangles and the congruence of quadrilaterals. 

Microcomputers in Teaching and 
Learning 

Although the use of microcomputers in edu- 
cation has been relatively recent, Chong has 
pointed out that computer education in IE began 
as early as 1975 when computer programming 
was first introduced to staff and students. At that 
time, IE used a minicomputer that was installed 
at a secondary school by the Ministry of Educa- 
tion. A great impetus was given to computer 
education when Computer Science was first 
included in the GCE 'A' level curriculum in 1980 
and computer appreciation was included in the 
ECA programme in secondary schools. 

Today, with microcomputers readily available 



at reasonable cost, the demand for computer 
education in IE has grown significantly. Cur- 
rently 7 computer courses are available to 
students and staff of IE. In conducting the 
courses, staff have used two methods viz., 

(a) Computer-Assisted Instruction (CAI) in 
computer literary courses; and 

(b) Students execute and debug computer pro- 
grammes written by themselves. 

In 1982, staff of the Science Education Depart- 
ment decided to undertake a project on CA1 in 
Chemical Education. Their project had 3 main 
objectives viz., 

(a) To prepare a handbook on CA1 in Science 
Education for teachers; 

(b) To develop a CA1 programme of the drill- 
and-practice mode on the topic "Atomic 
Structure and Chemical Bonding"; and 

(c) To investigate whether the CA1 programme 
developed had an effect on pupil/student 
performance by testing the following null 
hypothesis: 

There is no significant differende between 
the performance of pupils/students given 
the CA1 as a supplement to normal in- 
struction and the performance of pupils/ 
students not given this supplement to 
normal instruction. 

The experimental design in this project in- 
volved an experimental and a control group. Pre- 
and post-tests were administered to both groups. 
The experimental group received the CA1 treat- 
ment. There was a time lapse of one and a half 
months between the pre- and post-tests. The 
design may be shown diagrammatically as 
follows: 

Gmup Pre-test Treatment Post-test 

Symbols 01, 0 8  Osand 0 4  indicate the observa- 

tions made on the 2 groups. The symbol R refers 

to the random assignment of. subjects to the 
experimental and control groups. 

The subjects comprised 10 Certificate in Edu- 
cation students (aged about 21) and 59 secon- 
dary pupils (aged about 16) taking '0' level 
Chemistry. The pupils/students were randomly 
assigned to the experimental and control groups. 
Fifteen microcomputers were used in the study. 
The Apple PILOT Language was used to pro- 
gram the topic "Atomic Structure and Chemical 
Bonding". The pre- and post-tests comprised 26 
multiple choice questions. The reliabilities, 
determined by the split-half method, were 0.77 

and 0.81 for the pre- and post-tests respectively. 
The results of the study may be summarized 

in the table below: 

Pre-test Post-test 

Group Mean SD Mean SD N 

Experimental 15.08 4.15 18.72 4.18 36 

Control 14.09 4.51 15.33 4.42 33 

The F-ratios of the pre- and post-tests of the 
control and experimental groups were 1.18 and 
1 .l 1 respectively. The variance was statistically 
homogeneous (p = 0.02). The t-test for correlated 
data was performed on the pre- and post-test 
means to determine changes within the control 
and experimental groups. The value of t was 0.95 
for the pre-test of 2 groups; it was not significant 
even at the 0.20 level. Hence it could be con- 
cluded that the 2 groups were statistically equi- 
valent in initial chemical ability. 

On the other hand, a t-value of 3.27 was 
obtained for the post-test for the 2 groups; the 
difference of means was significant beyond the 
0.01 level. Hence the null hypothesis could be 
rejected. Thus it could be concluded that a 
significant gain in chemical knowledge about 
atomic structure and chemical bonding was 
made by the experimental group subjected to the 
CA1 treatment. This finding supports previous 
research done on this aspect of CA1 achieve- 
ment. 

Developing Skills in Instructional 
Technology 

The lnstructional Technology Department ini- 
tiated an in-house staff development programme 
in Apr~l 1982. This was a response to a felt need to 
prepare its staff for their new and extended roles 
as instructors in (a) an expanded course on 
instructional technology that was compulsory 
for all Certificate and Diploma students of the 
July 1982 intake, (b) advanced in-service media 
courses, and (c) as advisers and producers of 
canned video programmes/micro-teaching 
sessions. 

The staff development programme was 
planned to be implemented over 4 phases and 
would involve such instructional modes as (a) 
interaction sessions among peers, (b) attach- 
ment of one colleague to another teaching the in- 
service course with tutorials arranged between 
them, (c) on-the-spot workshops to be conducted 
by experts using the IE's video studios, and (d) a 
formal course. 

Concurrently with the above programme, the 



pre-service students have been taught the skills 
and techniques necessary for preparing multi- 
media packages. And judging by the exhibits put 
up by the students for the justconcluded IE 
Exposition, one can fairly observe that the objec- 
tives of the 60-hour lnstructional Technology 
course appear to have been well achieved. 

Games and Activities 
Now we come to the "fun" part of teaching 

methodology - the use of games and creative 
activities. In his report, Teo has described how he 
had used the "Junk Exercise" as a component of 
his Educational Studies course on "Catering for 
Individual Differences" to help participants 
acquire concepts and skills in developing in- 
structional activities. Such an exercise is parti- 
cularly suitable where commercial teaching 
materials are not readily available, and teachers 
have to depend on their creativity and skill to 
develop their own. After creating their own 
teaching materials from "junk", the participants 
were required to invent games on a group basis, 
using the materials that they had previously 
produced. Teo has reported that from his experi- 
ence with two groups of Diploma students, the 
"Junk Exercise" has received more positive than 
negative comments. 

In her report on "Puppets as an Educational 
Tool", Lee has made the point that puppets have 
a special appeal for children. Through puppets, 
children tend to become more alert and attentive 
in class, enjoy their learning experiences, 
develop their powers of imagination and crea- 
tivity, develop language skills and become more 
co-operative and helpful. Trainee teachers 
specialising in early childhood education are 
now taught the skills of puppetry so that they can 
help to make learning more meaningful and 
enjoyable for their young pupils. In social 
studies, Liaw has developed and used a simula- 
tion game called "Know Our Singapore" for the 
learning of co-ordinates and places of interest 
locally. Like puppets, such games have the 
advantage of being intrinsically motivating to 
students. By requiring students to interact co- 
operatively as well as competitively with one 
another, games can promote social emotional 
growth and facilitate socialization into more 
adult roles. 

Developing and Using Self-Instructional 
Modules 

The development and use of self-instructional 
modules in teacher education is a relatively new 
approach in Singapore. Then, in her report. 
provided the background and rationale for IE's 

involvement in the NTR Project, a regional pro- 
ject which was planned specifically to develop 
teacher education materials to train or retrain 
personnel for certain major types of non-tradi- 
tional educational programmes. For this project, 
instead of taking courses or attending lectures,' 
teachers would work on their self-improvement 
through the use of self-instructional materials. 

Six main categories of teacher competencies 
were identified for module development. These 
were: 

(a) Instructional planning; 

(b) lnstructional execution; 

(c) lnstructional management; 

(d) lnstructional evaluation; 

(e) Pupil counselling; and 

(f) Professional development. 

During Phase I of the project (1978 - 80). 10 
modules were developed by the project team, 
and field-tested by 280 teachers of the less 
academically-inclined pupils in primary 
schools. The teachers generally indicated 
favourable opinions about the contents of the 
modules. In 1981, a second phase for the project 
was proposed by INNOTECH (the SEAMEO 
Regional Center for Educational Innovation and 
Technology in overall charge of the NTR Pro- 
ject), and agreed to by the five participating 
countries. The main task of Phase II was the 
evaluation of the modules to determine their 
effectiveness. Furthermore, it was envisaged that 
eventually a regional model could be drawn up 
for the development of teacher-training materials 
that could serve as a guide to countries and 
institutions concerned about promoting the pro- 
fessional growth of their teachers. Time does not 
permit me to go into the details of the evaluation 
instruments and procedures used in Phase II of 
the project. Suffice it to say that it has been a very 
comprehensive exercise. The project team is 
now finalising the production of selected, 
modules on a large scale for dissemination and 
use by teachers. 

A Team Approach 
While team-teaching, as an educational idea 
from the 19605 appears to have been pushed out 
of the limelight by more recent innovations, it is 
alive and well in IE. Chew and Beck, in their 
report on 'The Principles and Practice of Educa- 
tion Course: A Team Approach", has provided a 
comprehensive picture of an innovation that has 
taken place within a major course in the pre- 
service programmes of IE. Since there can be 
many patterns of team-teaching, Chew and Beck 
have carefully defined their ''team approach" as 
follows: 



"The lectures on topics related to a parti- 
cular theme are delivered by a team of 
lecturers from various disciplines included 
in the course. In this team approach, these 
lecturers contribute to the organisation of 
the framework of the schedule and content 
of the lectures and tutorials in which 
thematic interrelatedness of discipline- 
based topics and relationship between 
theory and practical implications are 
stressed. The planning and organisation of 
the tutorial would also closely involve 
tutors who are not in the team of staff 
conducting the lectures. Other major acti- 
vities which constitute the team approach 
are those in the areas of student perfor- 
mance assessment and course evaluation': 

The impetus for a change in the organisation, 
structure and mode of delivery of the Principles 
and Practice of Education course (also known as 
Core Education, CE) came from the recommen- 
dations of Professor William Taylor, who had 
undertaken a study of the teacher education 
programme in IE in March 1980. 

Professor Taylor had identified several areas 
of weaknesses in the existing CE course. These 
weaknesses include the following: 

fragmented nature of the disciplined- 
based approach. 
the impossibility of proper sequencing 
of the topics since different intakes of 
students sat in the same lectures. 

mode of delivery involving Phour mass 
lectures. 

lack of clear focus in the course. 

As a possible solution to the above short- 
comings, Professor Taylor had recommended 
that a thematic approach be tried out, and that 
students be grouped in tutorial classes with a 
tutor assuming responsibilitjl for a large part of 
the course. In this way, students could gain from 
discussing the educational concepts and issues 
presented at the lectures. An internal review 

committee considered in detail all of Professor 
Taylor's recommendations, and after months of 
hard work, planning and discussions, came up 
with the present CE course. The new approach 
has since been tried out with two intakes of both 
Diploma and Certificate students. 

Chew and Beck have discussed in detail the 
experiences of the team of lecturers involved in 
this innovation, as well as the advantages and 
disadvantages of the approach. I think there were 
many valuable lessons that have been learned in 
this commendable effort of team-work; ultimate- 
ly it is the students who will judge the degree of 
success of this particular innovation. 

Conclusion 
This has been a brief overview of some of the 

innovations in teaching that have been devel- 
oped and implemented by IE staff in recent years. 
In concluding this overview, may I suggest a 
number of criteria that may be used to evaluate 
the success or otherwise of such innovations. 
These criteria could include the following: 

relevancy to needs and expectations of 
the "clients" or consumers of the innova- 
tion; 

quality of the innovation ie. to what ex- 
tent do the inputs, processes, and pro- 
ducts of the innovation appear to be of 
high quality?; 

learner outcomes ie. the extent to which 
learner outcomes resulting from involve- 
ment in the innovation are satisfactory; 

cost effectiveness of the innovation; 

impact of the innovation; and 

practicality of the innovation. 

Finally, I would like to place on record my 
sincere thanks to the many contributors of this 
project report. As I have said elsewhere, I look 
forward to receiving more reports on innovative 
teaching methods from my colleagues in the 
future. 

REFERENCES 
Meeth, L. R., and Gregory, Dean S. (1981). Direc- 

tory of Teaching Innovations in Biology. Vir- 
ginia, Studies in Higher Education. 

Reports on Innovative Teaching Methods. 
Singapore, Institute of Education. 1983. 



Continuity and Discontinuity 
Between Tiaining and School 
Experience: Follo W-up Studles of 
Former Students of the Institute 
of Education 

Introduction 
The present report is based on three pilot 

projects that aimed to explore and describe 
teachers' perceptions of their training and the 
transition experience of teachers in the shift from 
being a student on a teacher training programme 
to being a full-fledged teacher in the primary or 
secondary school. The three studies were 
prompted by the concern for a possible lack of fit, 
even under the best circumstances, between pre- 
service training and the work of a full-time 
teacher in a typical school. In the main, then, this 
report focuses on the continuity between 
campus-based training and teaching practice 
and full-time teaching experience1. 

Previous Research 
The early phases of settling into a teachir,g 

position (for young teachers) have been studied 
by researchers overseas. These studies fall 
roughly into 2 categories: (1) personal accounts 
of success and failure of beginning teachers 
(e.g. Ryan, 1970 and 1980) and (2) empirical 
studies of selected factors (e.g. Hoy, 1968; Fuller 
1969; McArthur, 1979; Shaw, 1977; Hewitson, 
1980). As pragmatic follow-up studies, they were 
useful in keeping the training colleges and 
educational administrators informed about the 
difficulties and stresses young teachers faced as 

1 This is a brief note on thechanges in the Institute's 
training programmes in the last few years. As in 
most systems, the prospective teacher started his 
preparation for teaching as a student in a training 
programme. However, in the concurrent, two-shift 
system of training that we had before full-time 
training was introduced (in July 1980), the young 
trainee found himself in a rather ambiguous situa- 
tion because he was both a student (as far as the 
Institute was concerned) and a teacher (from the 
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they attempted to make the shift from student to 
teacher. As for the methodology of the investi- 
gations, some adopted the case study approach, 
others were cross-sectional studies, and a few 
more longitudinal in design. 

Some studies used the conceptual framework 
of teacher socialisation (e.g. Lacey, 1977) or of 
pupil control ideology2 (e.g. McArthur, 1979; 
Hoy, 1968). As Hoy (1968) explained it, "organi- 
sational socialization is concerned with the pro- 
cesses by which requisite role orientation of 
offices, statuses, and positions is acquired by 
participants in the organisation" (p. 314). To 
Lacey (1977), teacher socialisat ion includes "the 
process of developing a teacher perspective in 
which situations are both seen and interpreted in 
a new way" (p. 14). (These developing perspec- 
tives may be mediated by extensive teaching 
experience.) Those studies which employed the 
Pupil Control Ideology (PCt) instrument, for 
instance, found that one effect of school experi- 
ence was that teachers became more ''custodial" 
in their attitudes. Teachers who held a "custo- 
dial" orientation saw schools as "autocratic 
organisations with a rather rigid pupil-teacher 
status hierarchy" (Hoy, 1968, p. 313). It seems 
that students became more "progressive" during 
the course of their training but returned to a more 
conservative attitude once they were on regular 
teaching assignments (Mclntyre and Morrison, 
1967). However, the view that a progressive- 

point of view of the school and the pupils). He 
was a full-time teacher in one session and a student 
in the other session. With full-time campus-based 
training, block teaching practice has been intro- 
duced. 

2 The Pupil Control Ideology (PCI) Form has been 
developed to measure the pupil control ideology 
of teachers along a custodial-humanistic conti- 
nuum. 



traditional shift in attitudes takes place foilowing 
teaching experience has been criticised as being 
a little simplistic. Lacey (1977), for instance, 
thinks that such shifts in attitudes are likely to be 
"complex and incomplete". 

Schwanke (1980) in a brief review of 10 studies 
reported that teachers often complained they 
had inadequate preparation for handling 'class- 
room management and discipline (e.g. Seiferth, 
1979; Hughes, 1977) and for evaluating student 
progress and providing for individual differences 
among pupils (e.g. Nicklas, 1975). Among the 
findings, teaching practice was often considered 
the most valued component of training pro- 
grammes. 

With regard to these types of problems faced 
by beginning teachers in the classroom, Otto et 
a1 (1979) found in a study carried out in Australia 
that 4 out of the 8 most significant problems 
experienced by secondary school teachers con- 
cerned class control. Primary teachers identified 
as major such specific problems as "handling the 
constantly disrupting pupils" (control) and "not 
knowing how to deal with reading problems" 
(method). Confrontation with such problems as 
discipline, control and achievement is part of 
what Lieberman and Miller (1979) have called the 
"dailiness" of teaching. However, in Ryan's study 
(1978) of 18 first-year teachers, the view high- 
lighted was that certain aspects of "teaching 
reality" simply could not be duplicated in teacher 
education. Speaking in rather general terms, 
Ryan in an earlier report (1970) remarked that 
"teacher education tends to deal with what ought 
to be going on in the schools rather than what is 
actually happening" (p. 185). Ryan (1970) saw 
the disparity between what should be and what is 
happening as causing conflict for the young 
teacher. 

Teacher education may be, as Fuller (1969) 
put it, "answering questions that students are not 
asking". In her well-known paper, Fuller (1969) 
proposed a conceptualisation of pre-service 
teachers' concerns based on three phases: a pre- 
teaching phase when concerns are not tied in 
with the specifics of teaching, an early teaching 
phase and a late teaching phase. Concerns of the 
early teaching phase have to do with "self" 
"Where do I stand?" and "How adequate am I?" 
Fuller also noted that a persistent concern of 
most beginning teachers had to do with class 
control. In the later phase, concerns about pupils 
figure prominently. In a subsequent paper, Fuller 
and Bown (1975) identified three similar stages 
or clusters of concerns. They described the first 
stage as one of "survival" experienced by pre- 
service teachers, in which the concerns would be 
about class control, about being observed and 
evaluated. The second stage was defined as one 
of mastery, when teachers would want to do well 

in their jobs; these concerns would be about 
having to work with large classes, having to cope 
with non-instructional tasks, or about the short- 
age of instructional materials. In the third stage, 
according to Fuller and Bown, "the teacher may 
either settle into stable routines and become 
resistant to change or else may become con- 
sequences-oriented", What the phrase "conse- 
quences-oriented" implies is that teachers at that 
stage will be concerned about their impact on 
pupils. This "self-task-impact concerns" theory 
has been tested in different ways, but for the 
purpose of this report, Fuller's conceptualisation 
is mentioned in the hope that it can serve as a 
backdrop to the expressed concerns of the 
students surveyed. 

Few studies of local teachers have been 
carried out. The Institute of Education (1982) 
study which seems to be the most relevant to the 
purpose of this report was conducted in 1981, 
and it surveyed the views of students enrolled in 
the full-time (1980/81) Diploma programme on 
"the repertoire of knowledge, skills and attitudes 
that constitutes the objectives of teacher educa- 
tion". 

The 229 pre-service students surveyed 
accorded "high priority" to the knowledge and 
skills needed directly for effective classroom 
'teaching (collectively the core objectives): for 
example, knowledge of the syllabuses, assess- 
ment procedures and educational policy and 
goals; skills in subject teaching, motivating 
pupils, classroom management and communica- 
tion. However, skills in setting and marking 
exercises and in the choice of resource materials 
were of "medium priority" (collectively named in 
the report as supportive objectives). Objectives 
accorded "low priority" (or the peripheral objec- 
tives) included those set out to develop skills in 
using and making teaching aids, classwork 
supervision and routine administrative duties. It 
must be remembered that these students at the 
time of the survey were still under training and 
being full-time students they had completed only 
10 weeks of classroom practice. 

This study of pre-service students followed 
upon a similar one which surveyed the views of 
(a) principals of secondary schools and junior 
colleges and (b) the academic staff of the Insti- 
.tute, on teacher education objectives. While, in 
the main, the samples of respondents in both 
studies were agreed on the priority to be 
accorded to a set of teacher education objectives 
(the core, the supportive and the peripheral), it 
was the lecturing and school administrative staff 
who had a longer-term view of teacher education 
objectives. It would appear that trainee teachers 
had already developed a pragmatic approach to 
their expectations from courses and block 
teaching practice. They would be at what Fuller 



and Bown (1975) have called the "survival" stage. 
Hence, the 1982 report concluded as follows: "An 
effective teacher education programme in the 
eyes of the [pre-service] students is therefore 
one that prepares them to cope with the many 
and varied day-to-day problems they will 
encounter within the four walls of the class- 
room". 

What has been the experience when these 
pre-service students moved into full-time 
teaching? A preliminary answer to this question 
is given in the rest of this report. 

Nature of the Present Studies 
The studies reported on here rely on two sources 
of data - responses to questionnaires and a 
postquestionnaire interview with selected res- 
pondents. One questionnaire was administered 
to a selection of teachers who graduated from the 
Certificate in Education programme between 
1980 and 1982. By the end of 1982, when the 
questionnaire was administered, they would 
have had 6 to 36 months of full-time teaching 
experience depending on the date of graduation. 
Another questionnaire was sent (by the Research 
and Evaluation Department) to former Diploma 
students, and in a sub-study involving the same 
group of Diploma students who took courses in 
the teaching of English, a separate questionnaire 
was administered to find out the subjects and 
grade levels they were teaching. 

The first caveat about the data should be 
stated here. As we all know, self-reported infor- 
mation is necessarily subjective, and certain 
views can only be verified through detailed field 
work. The team members did interview a sample 
of the respondents on a pilot basis. Because of 
the nature of the data we had, we tried to quantify 
only the information which we thought was 
quantifiable. 

This is therefore only a preliminary analysis of 
the data, focusing essentially on (1) the percep- 
tions that former Certificate and Diploma stu- 
denfs had of their training programmes with the 
benefit of full-time teaching experience, (2) any 
noticeable shift in teaching perspectives, and (3) 
the continuity between training and deployment. 

The Samples 
Data used in the analysis were collected from 

three samples. The Certificate sample was made 
up of 582 teachers (or 32.6% of those) who 
graduated from the Certificate in Education pro- 

gramme between 1980 and 1.982, and was derived 
from a random selection of schools. For the 
purpose of the survey, the sample was an ade- 
quate representation of the various batches of 
students (Table 1). It should' be noted that the 
July 1980 batch joined the reconstituted full- 
time programme. The previous batches were 
largely on the concurrent two-shift system, i.e. 
they attended classes at the Institute of Educa- 
tion in one session and taught in school in the 
other session. 

Table 1 : 
The Certificate Sample 

Batch Total No. Number in O/O in 
(Intake Date) Graduated Sample Sample 

July 1977 92 18 19.6% 

Jan 1978 93 18 19.4% 

July 1978 374 90 24.1% 

Jan 1979 355 11 1 31 .3% 

July 1979 405 143 35.3% 

Jan 1980 208 72 34.6% 

July 1980 260 130 50.0% 

Total 1787 582 32.6% 

Most of the respondents (81%) are deployed in 
primary schools, while the rest are teaching in 
lower secondary classes. Of those teaching in 
primary schools, about 6.7% taught "mono- 
lingual" course classes during their first year of 
service. About 7% of those in secondary schools 
were teaching "normal" course classes1. 

For the purpose of this report, the Diploma 
sample consisted of 175 teachers who left the 
Institute between 1980 and 1982; and their 
questionnaires were completed for an earlier, 
larger study conducted by the Research and 
Evaluation Department. The third sample was 
made up of 89 Diploma students who graduated 
in 1980 and 1981 and who were trained to teach 
English Language as one of their teaching 
subjects. 

5 The Certificate Group 
5.1 Perceptions of their Training 

The adjectives respondents used to describe 
the training programme as a whole ranged from 
"satisfactory" (a term frequently used) to 'hell- 
balanced" and "comprehensive". One remark 
was: "IE's training has widened my knowledge of. 

1 In the new education system, with streaming at 
appropr~ate grade levels, "monolingual" course 
pupils will complete their primary education in 8 

(instead of 6) years and "normai" course students 
in 5 (instead of 4) years. 



the teaching profession. It helped to throw light 
on and to add interest to the teaching field" 
Concerning teaching methodology courses, 
another commented: "The training at IE made me 
aware that teaching need not be done from a 
textbook. I became aware of many interesting 
and innovative ways of teaching". 

Respondents were then asked how well their 
training at IE prepared them for the grade levels 
they were teaching in school. Most of the stu- 
dents found the preparation at IE "adequate" for 
the classes they were teaching, but a relatively 
small percentage of the respondents thought 
that this was not so. For instance, about 7% of 
those on the pact-time (concurrent) programme 
and 100/0 on the full-time programme reported 
that the training they received was not quite 
adequate. The main reason given for this view 
was that they were trained for the wrong levels, 
because some who had been trained to teach 
pre-primary and lower primary classes were 
assigned by their respective schools to teach 
upper primary children. 

Another source of dissatisfaction was the 
discrepancy between the subjects trained for and 
those the teachers had to teach. For instance, a 
few teachers had to cope with mathematics and 
science without having had prior training in these 
subjects. In the earlier training programmes, it 
was possible for students to choose all their 
methods courses from subjects other than 
science and mathematics. 

Some teachers saw what they described as the 
rather "academic and theoretical" nature of 
certain courses as a source of inadequacy. They 
maintained that the theories and methods learnt 
were not applicable in practice, e.g. the content 
of some courses was directed at upgrading the 
trainees' knowledge and not at meeting the 
requirements of pupils at school. We would agree 
with Lortie (1975) when he said that sometimes 
when the term "theoretical" was used, very often 
respondents did not mean that the content was 
too abstract or general, nor did they mean that 
the courses contained too many concepts. Lortie 
(1975) thought that the term "theoretical" was 
used to indicate that the aims held out in the 
courses were "excessively exalted" and that they 
provided "impractical expectations and an 
utopian conception of classroom reality" (p. 69). 
This perception is reflected in the views des- 
cribed in the next two paragraphs. 

For some students in the sample, the problem 
was one of adjustment to the real world of the 
classroom. Hence, some characterised the train- 
ing as "idealistic". For example, they said that the 
pre-primary and lower primary programme con- 

centrated on activity-based work and advocated 
informality in dealing with very young pupils and, 
as a result, the new teachers had to learn to adapt 
this style of teaching to the rather structured 
formality of the real classroom. 

A further view was that the new teacher was 
not sufficiently prepared for the various roles he 
has to play in a school. In particular, students 
were not trained to deal with slow learners and 
problem children, especially those in the mono- 
lingual stream. Some would like more guidance 
on the setting and marking of class tests and on 
the use of CDIS materials, especially those of the 
PEP and NESPE projects1. (The earlier situation 
is being rectified with the introduction of CDIS 
English project materials to the present batch of 
students.) Some others were of the view that 
courses on the teaching of English Language did 
not cover adequately methods of teaching 
English in non-English medium classes. 1 

Respondents were asked to be a little more 
specific in their comments on the training pro- 
gramme with regard to the main components, viz. 
Principles and Practice of Education, Special 
Methods Courses and Teaching Practice. Briefly, 
some 44% of the respondents would like to see 
some changes in. the course on the Principles 
and Practice of Education. A number of them 
found the approach "theoretical and idealistic" 
and would like to see greater relevance to the 
actual classroom. In addition, they would prefer ' 

more provision in the course structure for dis- 
cussions on the present school situation through 
interaction between lecturers and students. The 
number of mass lectures should be reduced, 
some suggested. Also, assignments would be 
preferable to examinations, and if examinations 
are to continue, each component or theme 
should be examined separately at the end of each 
semester. Changes in the way tests and examina- 
tions are sequenced in our training programmes 
are under consideration now. 

As for the teaching methodology courses, 
about 30% of the respondents suggested 
changes in the content and methodology of the 
course on the Teaching of English. They felt that 
the teaching of English grammar was generally 
not given adequate attention, mentioning in par- 
ticular the lack of a systematic coverage of 
grammatical items as prescribed in the sylla- 
buses for specific grade levels. For this purpose, 
it has been suggested that the subject syllabuses 
and guidelines as determined by the Ministry of 
Education should be followed a little more 
closely in the planning of courses at IE. (This 
suggestion is being implemented.) The con- ' 

straints of the local classroom should also be 

1 The three acronyms stand for the Curriculum Deve- 
lopment Institute of Singapore (CDIS). Primary 

English Programme (PEP) and New English Series 
for Primary Education (NESPE). 



taken into account, and in this way, it would 
become clear, as some respondents remarked, 
that what worked in foreign countries would not 
necessarily work here. As noted earller in the 
general remarks, a good number of students said 
that they would like advice on the marking of 
children's wr~tten work and the setting of school 
examinations. 

Suggestions for changes in the Teaching of 
Science course pointed to the need for a more 
practice-based approach. Respondents wanted 
to learn more about the construction of teaching 
aids for prirnary science teaching, methods of 
teaching that can be directly applied to group- 
based instruction with 40 pupils in the typical 
primary classroom, and ways of using prescribed 
texts in class, and generally about ways of 
making science lessons interesting in the class- 
room. 

The key issue that emerged in the suggestions 
for improving the Teaching of Mathematics 
course was that of relevance. For instance, 
modern Mathematics was perceived by some 
students as being not relevant to what was to be 
taught in the primary school syllabus although it 
was suited to the topics in the secondary school 
Mathematics curriculum. They felt that the con- 
tent of a methodology course should reflect the 
mathematical concepts taught in prirnary and 
lower secondary classes. Also, it was again 
suggested that more guidance be given to 
trainees on the setting of examination papers. 

Although teachers were generally satisfied 
with the teaching practice supervision arrange- 
ments as we have them now, some (31%) felt that 
certain changes ought to be introduced. Most of 
the comments drew attention to the role of the 
supervisor and his attitude. Supervisors should 
be more supportive, they suggested, and their 
criticisms constructive and helpful. These 
students would prefer to see supervisors as 
advisers and helpers rather than as assessors. In 
addition, they felt that the basis for assessment 
was not always reliable, especially when ~t con- 
sisted of a few visits spread over a term. The 
trainee's competence was best assessed, they 
felt, if the supervisor could see his students in 
different classes and in different subjects. 
Opinion was, however, divided on whether 
supervisors should let their students know of 
their visits in advance. Some students could 
accommodate surprise visits, while others 
would be more comfortable with relatively fixed 
arrangements. Several respondents suggested 
that more than one supervisor should be 
assigned to a trainee. In general, students would 
like to have, before they went out on teaching 
practice, a clearer definition of their teaching 
duties and school expectations than what was 
available at present in the Teaching Practice 
booklets. 

It was clear that our Certificate programme 
did not prepare our students well for the school's 
routine administrative matters. Only 1P/o of the 
respondents thought that what was provided was 
adequate to meet immediate needs - this was 
the group which had a short course on school 
administration routines specially mounted for 
them on an experimental basis. At that time, two 
school principals were invited to give talks on the 
topic. During the interviews, the question con- 
cerning the provision of a short course on school 
administration was pursued. In fact, opinion was 
divided over this question. Some thought that a 
pre-service programme should entail training in 
all aspects of a teacher's role, including the 
marking of class registers and the collection of 
'school fees and milk money. Others thought that 
the administrative/clerical duties were simple 
and they could be picked up while on the job; 
there was therefore no necessity for a course on 
routine administrative matters except for some 
general information about the kinds of adminis- 
trattve responsibility that a teacher is expected to 
have to take on. 

CO-curricular activities were organised at the 
Institute on Saturday mornings to help prepare 
trainees for their extra-curricular responsibilities 
in school. It is a little suiprising when 71% of the 
teachers reported that they were not well pre- 
pared for their extra-curricular role. The reason 
probably is that the activity they took charge of 
was not the same activity they were involved in at 
I€. Only in the last two years has there been any 
attempt to inform the schools what extra- 
curricular activity each student was trained in. 
This information will help to reduce the dis- 
crepancy between what they had as extra-curri- 
cular activities at IE and what they were told to 
take charge of in school. This discrepancy was 
inevitable as they had to take what was available. 

5.2 Application of Training 

When asked whether they had a chance to 
apply in the classroom what they had learnt at IE, 
the majority said that they had applied to some 
extent different aspects of their training. For 
example, the lectures on educational psychology 
helped them to understand children, their capa- 
bilities, limitations and feelings. In particular, 
they learnt how to motivate children to work in 
class, applying some of the principles learnt in 
one of the topics in Core Education. The skills 
learnt in the course on Educational Technology 
served a useful purpose in the classroom when 
teaching aids were required. A fairly common 
remark was: "I was taught to prepare my own 
teaching materials for various lessons. This 
[experience] helps me a lot for I use aids fre- 
quently". 

The majority reported that they were able to 
put to good use different approaches to class- 

53 



room teaching as advocated by the methodology 
lecturers. For instance, a number found group 
teaching feasible and essential in the lower 
primary classroom and therefore put into prac- 
tice what they had learnt about this approach. Of 
the various components mentioned in the 
teaching of English, the teaching of composition 
and comprehension was mentioned often as 
being applicable to the primary classroom. 
Generally the ideas on organising language 
activities through the use of games, songs and 
puzzles were found useful as they drew teachers 
away from over-dependence on the traditional 
chalk-and-talk method of teaching English. To 
some, the preparation for the teaching of 
physical education in school was adequately 
provided by the PE courses at IE. What teachers 
found most applicable were the various methods 
of organising games. In the teaching of Mathe- 
matics, for example, teachers mentioned con- 
cept teaching as being most practical in the 
classroom, while the experience in conduct~ng 
experiments and practicals as provided in the 
science course was found to be most useful. To 
the pre-primary and lower primary teachers, 
ideas learnt from the art and music courses were 
certainly helpful and feasible as they attempted 
to make their teaching more creative. 

5.3 Problems Encountered as Beginning 
Teachers 

Teachers were given a number of problem 
statements to rank in order of seriousness in the 
light of their classroom experience. Naturally 
teachers would have different perceptions; there 
was, nonetheless, a certain degree of agreement 
as Table 2 shows. 

Many teachers found pupils with behaviour 
problems difficult to handle in a class of some 40 
children and many ranked this experience as the 
most serious problem for a young teacher. In the 
interviews, a few volunteered the view that such 
problems could be brought to their attention 
during their training through the study of specific 
cases in settings where teachers have to teach a 
full class of children and at the same time take 
care of the problem children. Problem children 

1 These problems may be compared with the teach- 
ing tasks that beginning teachers in Australia 
worried about towards the end of their first year of 
teaching, as reported in Tisher (1980). 

~ a b i e  2 : 
List of "Most Serious" Problems Encountered 

Problem Rank 
Order 

Handling pupils with behaviour problems 1 

Having to maintain classroom discipline all 
the time 2 

Coping with paperwork required by the school 
administration 3 

Having a great deal of homework to mark 4 

Being unable to get pupils to understand 
concepts 5 

Being unable to motivate pupils to work hard 6 

Keeping track of pupils' progress 7 

were described as those who lacked discipline, 
.were unable to follow routine learning activities 
and were generally disruptive to planned work. 
This problem matches one finding in an Austra- 
lian study (Otto et al, 1979), for instance, in which 
all three samples (secondary, primary and infant 
teachers) ranked the problem of "handling the 
constantly disrupting pupils" as the most serious 
and frequently occurring. 

Ryan (1970) commenting on the reports of 12 
beginning teachers notes that "nothing absorbs 
the energies of the first year teacher as does lack 
of discipline or, as we euphemistically put it, a 
breakdown of classroom management ... But for 
some reason, the issue of discipline remains the 
great unmentionable of teacher training" (p. 
177). 

Many respondents felt that they were not quite 
prepared for work in large classes or more 
correctly for the dynamics of such a situation. 
Other than the problem of giving equal attention 
to 40 children in the same teaching period, there 
was also the problem of maintaining discipline 
among all 40 in the class. In addition young 
teachers were generally not quite prepared for 
the amount of paperwork (e.g. the filling of forms, 
writing reports on pupils) which came with the 
job. About 18% of the respondents thought this 
the most serious problem1. 

Teaching task Those 
worrying 

Teaching groups with wide 
ability range 63% 

Teaching slow learners 62 

Evaluating own teaching 55 

Motivating pupils 54 

Discovering level at which to teach 47 

Teaching specific skills (e.g. reading) 41 

Controlling classes 39 

Assessing students' work 37 



5.4 Suggestions for Improvement 

The following suggestions made by the res- 
pondents often reiterate the points made earlier 
about their training programmes. For instance, 
their main complaint against the Certificate pro- 
gramme was the inadequate preparation for the 
organisational aspects of a school. They wanted 
to be put through a proper induction programme 
for their first school posting, to be told about the 
facilities and equipment available in the receiving 
school, the particular principal's expectations of 
his staff, and the service conditions. The impres- 
sion given was that the satisfaction of working in 
a school setting would be doubly enhanced if 
new teachers were also equipped with inter- 
personal skills. Some complained that they were 
ill-prepared to handle' "difficult colleagues and 
unreasonable principals" and what they called 
common room politics. Indeed, the development 
of interpersonal skills was ranked by student 
teachers in the IE Study (1982) as one of the core 
objectives in a teacher education programme. 
Very often, though, students adopt their own 
strategies to handle the complexities of the 
staffroom situation; for them it is part of what 
Lacey (1977) has regarded as a teacher socialisa- 
tion process. 

While trainees generally felt comfortable with 
classroom management, they thought that 
certain aspects of it in the local situation could be 
highlighted and specific advice given with regard 
to, for instance, the handling of behaviour pro- 
blems and the use of punishment and the kinds of 
assistance to be given to those pupils with 
language and learning problems. 

Those who took the Pre-Primary and Lower 
Primary Programme thought that the programme 
coverage lacked balance because there was too 
much emphasis on the pre-primary section. This 
would only be true in the case of the training 
provided to the July 1978 and 1979 batches of 
students. Since then, a balance has been main- 
tained between pre-primary teaching and pri- 
mary teaching. A few respondents thought that 
the primary methods courses were not quite 
suitable for Singapore children of the primary 
school age who had a language barrier to over- 
come before they could start learning and par- 
ticipating in activities. 

Many respondents would regard some 
teaching ideas as "impractical" especially if 
advocates of these ideas ignored the classroom 
constraints that teachers work under. These 
respondents saw the large size of a class as a 
major obstacle to the implementation of theories 
advocated in lectures. In practice, teachers work 
under certain pressures and constraints gene- 
rated by a rather traditional school structure. For 
instance, some students suggested that lecturers 

should accept the fact that a typical classroom 
holds some 40 pupils of varying abilities, learning 
styles and pace of learning. 

While they recognised that such constraints 
could not be removed, the students suggested 
that as trainees they should be made aware of the 
limitations they were bound to encounter once 
they became full-fledged teachers and should 
therefore be taught how to adapt and modify 
ideas taken very often from those meant for a 
different cultural setting. 

Some respondents suggested that the Certifi- 
cate programme should aim for "all-round" train- 
ing with equal coverage of all subjects in the 
primary school curriculum taught in English. A 
specific suggestion was that the first year of 
training should be general, followed by a year of 
chosen specialisation defined by grade levels. 
(The new Certificate programme makes provi- 
sion for a certain degree of specialisation, in the 
second year of training, in lower secondary 
teaching, lower primary teaching and second 
language teaching.) In any case, it was recog- 
nised by some respondents that what they had 
undergone at the Institute was only initial train- 
ing and that the "topping-up", as it were, could be 
achieved at the in-service stage. 

Suggestions with regard to specific aspects of 
the training programme are summarised here. In 
the art education component, for instance, a few 
teachers, especially those teaching the upper 
primary classes, would like more emphasis on 
crafts for children rather than art, which, they 
said, was confined to printing and painting. In the 
case of the science education component, the 
students suggested that teaching methodology 
should take into account the actual needs of the 
classroom. In reading, they asked for some 
provision in the course to train them to organise a 
school reading programme. Physical education 
should not be confined to skills practice but 
should include methods of teaching games and 
folk danc~ng. Irrespective of the specific subject 
teaching methodology, a request commonly 
made was for training in setting tests and mark- 
ing examination scripts. 

In the area of Teaching Practice, some com- 
ments were made on the occasional mismatch 
between the expertise of supervisors and the 
school subjects they were in fact supervising. As 
supervisors were assigned to Certificate stu- 
dents not on the basis of the subject specialisa- 
tion of students (because primary school 
teachers teach most subjects on the school time- 
table), it was quite likely, for instance, that an 
Engish lecturer could find herself having to give 
advice to a trainee facing problems with the 
teaching of Mathematics in a particular class. In 
addition, respondents preferred more visits to be 
made by supervisors. 



5.5 Perceptions of Teaching 
On the issue of continuity/discontinuity b e  

tween presetvice training and actual teaching 
experience, we were interested to see whether 
there was an observable change in their percep- 
tions of teaching as they moved from campus- 
based training to full-time teaching in school. On 
the basis of the various remarks made on their 
training programme, we had already noticed a 
more realistic perception of the work of the 

teacher in the classroom and of the teacher's 
role. As noted in the brief review of literature, 
there is some research evidence that teachers 
undergo a change very early in their teaching 
career. Looking at the data derived from a dif- 
ferent section of the questionnaire, we noticed in 
Table 3 some changes in opinion1 about certain 
aspects of teaching, between the time when they 
were under training (time 1) and the time of the 
survey (time 2). 

Table 3 : 
Changes in Perceptions of Teaching (n = 582) 

Item Agree Undecided Disagree 
O/o "10 Yo 

A There is much room During 68 17 15 
for innovative Training 
teaching even if 
teachers follow 
closely the Now 63 15 22 
syllabus and pres- 
cribed textbooks 

B A good teacher will During 15 13 72 
always stick to the Training 
plan of his lesson 
whatever the cir- Now 7 5 88 
cumstances 

C The use of sarcasm During 68 16 16 
by the teacher in Training 
class harms the Now 63 15 22 
morale of the class 

D All pupils can During 88 8 4 
learn if they are Training 
properly Now 85 7 8 
motivated 

E Contacts with the During 85 10 5 
pupils constitute Training 
the most rewarding 
and satisfying part Now 88 6 6 
of a teacher's work 

F A teacher feels During 49 14 37 
successful only Training 
when his pupils do Now 41 11 48 
well in exams 

1 Table 3 can only provide an idea of the changes series of cross-tabulation tables that the changes 
in the pattern of opinions held at different points ~n the patterns of views could be observed as 
in time with regard to each issue. It was in a shifts towards agreement or disagreement. 



On the question of lesson flexibility (item B), 
for instance, there were more students dis- 
agreeing with the view that a good teacher 
should necessarily stick to the plan of hls lesson 
whatever the circumstances than was the case at 
time 1 (i.e. during training). A corresponding 
change was noted in the "agree" category. With 
experience, students apparently saw flexibility in 
instructional organisation as a useful princ~ple. 
Interestingly, some 8% of the students who were 
"undecided" with regard to this view at time 1 
changed in the direction of disagreement. On a 
different issue (item A), a good percentage of the 
respondents after having taught for some time 
still maintained that there was much room for 
improvisation and innovative teaching even if 
teachers followed closely the syllabus and pre- 
scribed textbooks. This point seems to be a 
useful clarification because there has been some 
misconception that syllabuses and prescribed 
textbooks are necessarily obstacles to innovative 
teaching. Nonetheless, there was some increase 
in the percentage of students at time 2 dis- 
agreeing with the view that innovative teaching 
was practicable. Teachers' views on pupils' 
learning ability (item D) seem to have changed 
little over time - however, a slight increase was 
observed in the percentage of people disagree- 
ing at time 2 that all pupils could learn if they were 
properly motivated. The shift towards disagree- 
ment was made by some 3% of the "undecided" 
group. 

Most students agreed that at the point of 
training they perceived contacts with pupils as 
being the most rewarding and satisfying part of a 
teacher's work (item E), and experience in 
schools has since reinforced that view. Further 
analysis showed that those who were "un- 
decided" at first have since shifted to agreement 
with the statement. This trend is consistent with 
the increased percentage of students registering 
"disagreement" at time 2 with the view that a 
teacher felt successful only when his pupils did 
well in exams (item F). While objective evidence 
of pupils' success in examinations must neces- 

sar~ly give teachers a sense of personal achieve- 
ment, it would appear that not all teachersaw 
examination performance as the only criterion of 
successful teaching. For example, the outstand- 
ing primary teachers in Jackson's (1968) study 
regarded "spontaneous expressions of interest 
and enthusiasm" as h~ghly valued evidence of 
good teaching. 

What may be a little difficult to explain was the 
increase in the peccentage of students disagree- 
ing with the view (item C) that the use of sarcasm 
by the teacher in class harms the morale of the 
class. It could well be that these respondents felt 
that sarcasm would be lost on primary school- 
children and in that sense the morale of the class 
would remain unharmed. 

Finally, it must be pointed out that we did 
realise that by focusing on expressed attitudes 
without taking into account the organisational 
context the respondents were in, we would get a 
rather limited view of the effect of experience on 
students' attitudes. 

6 The Diploma Group 
6.1 Perceptions of the Training Programme 

How well prepared did the Diploma students 
think they were for the various roles/tasks in a 
secondary school? The table below gives an 
indication. 

Like the Certificate students, the majority of 
Diploma students in the sample also indicated 
that they were poorly prepared for the school's 
routine administrative matters. The types of 
administrative duties in primary and secondary 
schools would be different but the amount of 
work involved would be roughly the same. On the 
whole, they had much confidence in their teach- 
ing ability. However, some 46% of the respon- 
dents thought that they were not well prepared 
for one important aspect of teaching, i.e. setting 
class tests and examinations. These skills are 
usually taught in the methods courses for dif- 
ferent subjects, and it is apparent that some 
courses paid a little more attention to this aspect 

Table 4 : 
Preparation for School Roles/Tasks (n = 175) 

Well Not Well 
Role/Task Prepared Prepared Total 

For the school's routine 

administrative matters 17% 83% 100% 

For classroom teaching 84 16 100 

For setting tests and exam papers 54 46 100 

As a counsellor to the pupils 42 58 100 

For taking charge of an ECA 28 72 100 



of teaching than others. Counselling skills are 
not taught to all students, although all of them 
would have-had some knowledge of the general 
principles of counselling given in a compulsory 
course. In the present programme, separate 
courses on mental health in the classroom and 
on the needs gnd problems of adolescents are 

.offered as electives. The view that CO-curricular 
activities did not really prepare them for extra- 
curricular responsibilities in school seems con- 
sistent for both the Certificate and Diploma 
groups of students. 

6.2 Problems Encountered 

What were the more serious problems that the 
Diploma teachers faced in their early years of 
teaching? The table below gives the rank order of 
the problems that the beginning teachers indi- 
cated they faced. 

As in the case of Certificate students, the 
problem regarded by Diploma teachers as 
serious was finding effective ways of motivating 
pupils to learn. What was seen as a core objec- 
tive ("motivating pupils") in the IE Study (1982) 
was considered a serious problem. This view is 
linked to the next two, both of which have to do 
with the task of teaching pupils with special 
problems. Another difficulty faced by the young 
graduate teacher was in coping with too much 
paper work handed down by the school adminis- 
tration. 

Since the type of support and encouragement 
beginning teachers received from experienced 
colleagues would help to shape their attitudes 
about teaching and about themselves as 
teachers, the next question asked was: Whom did 
they consult most often when they had pro- 
blems? The people they turned to most often for 
advice were friends who were teachers. These 
friends would not necessarily be among those 

working in the same school. Former lecturers 
were rarely consulted, however. In fact, only 2 
respondents indicated. that they had approached 
their former course tutors regarding classroom 
management problems. This discontinuity, as it 
were, could be explained by the fact that no 
formal mechanism exists for students who have 
graduated to seek advice from their former 
lecturers regarding teaching problems. Within 
the school itself, they were more likely to see the 
senior subject teachers or teacher colleagues. 
This would be particularly true when they had to 
help pupils with learning difficulties or handle 
pupils with behaviour problems. As for the latter 
problem (i.e. handling pupils with behaviour 
problems), the principal, vice-principal or senior 
assistant was sometimes consulted. Reportedly 
the senior staff members (the principal, vice- 
principal, senior assistants and senior subject 
teachers) were a great source of help when it 
came to seeking advice about administrative 
problems. 

6.3 Training and Deployment 

This section takes into account another 
aspect of the continuity/discontinuity issue. 
Briefly, in another study1 of the same Diploma 
group, a small sample of students was surveyed 
to find out whether there was continuity between 
what they had taken as their methods courses 
and the subjects that they were teaching in 
school. In particular, those teaching English 
Language teaching methodology wanted to 
know how many of the students who took their 
courses (either as Special Methods 1 or Special 
Methods 2) were actually now teaching English. 
Altogether 89 of the 170 students who had taken 
English methods courses and who graduated 
between 1980 and 1981 returned usable ques- 
tionnaires. 

Table 5 : 
Frequently Mentioned Problems Faced by Beginning Teachers (n = 175) 

Problem Rank Order 

Motivating pupils to learn 1 

Handling pupils with behaviour problems 2 

Helping pupils with learning difficulties 3 

Coping with paperwork required by the school 
administration 4 

Maintaining classroom discipline 5.5 

Organising and conducting ECAs 5.5 

Making effective use of teaching aids 7 

1 Based on a report by T. A. Kirkpatrick on the survey that he conducted in September 1982. 



In general, the fit between training and de- 
ployment was quite good. About 88% of the 
sample taught the subject which they studied as 
their first teaching subject (or Special Methods 
1). The match was closest (98%) for those who 
took English Language as their SM1 (see Table 
6). This is obviously because of the general 
shortage of graduate teachers trained in English 
and the larger number of English teaching 
periods on the school time-table. 

Mismatch occurs mainly in two subject areas, 
History and Geography. All of these students 
who did not teach their SM1 subject were 
teaching English Language (in the upper secon- 
dary classes), which was their second teaching 
subject in the training programme, and English 
Literature in the lower secondary classes. Con- 
ceivably a different posting would have changed 
the picture a little, i.e. allowing each of the 10 
students to teach his SM1 option. Further 
analysis of the data showed that of these 10 
students, 5 had studied English as a subject for at 
least one year at the university, which means that 
these 5 students had some content preparation in 
the teaching of English Literature. However, the 
fact remains that they were more prepared for 
their SM1 option but were not teaching it. 

The match was not as good when their second 
teaching subject options (SM2) were examined 
separately as a group (see Table 7). Only 27 
of the 38 respondents who were trained to 
teach English Language as an SM2 were teach- 
ing the subject. Of the 11 not teaching English, 
7 had ~an'agement as their main subject, and 

it would appear from their teaching load for 
Management (22 periods per week) that they 
had little time left for other subjects. 50010 of those 
who took Literature as'SM2 did not teach Litera- 
ture; a good number of them taught General 
Paper instead, as they were at either pre-univer- 
sity centres or junior colleges. It is in the lower 
secondary classes that literature is a compulso& 
subject; so it would not be surprising to find all of 
those who had history or geography as SM2 
teaching Literature in addition to English Lan- 
guage especially if there was no shortage of 
History or Geography expertise in those schools. 
As a result, in this small sample 13 of the 
respondents taught Literature although they 
were not trained to teach it. However, it does not 
necessarily mean that they were not academi- 
cally prepared for the subject. Except for one 
student, all of them had studied English for at 
least one year at the university. 

General Paper was a teaching subject for 18 of 
those in the sample posted to junior colleges and 
pre-university centres. On the average, they 
taught 10 periods of General Paper per week. 
Fifteen of the 19 students posted to junior 
colleges taught General Paper. Currently, there 
is no course to prepare students for the teaching 
of General Paper (it is now treated only as a topic 
in SM1 English), although it would appear that 
the task of teaching General Paper was often 
assigned to English Studies graduates. Of the 18 
-teaching General Paper, 11 took English as SM1 
and Literature as SM2. We are exploring the 
feasibility of offering General Paper as a module 

Table 6 : 
Match Between Main Teaching Subject (SMI) and Deployment (n = 89) 

English History Geography Management Maths 

Trained to 
teach the 
.subject 51 12 16 

Teaching 
the subject 50 6 12 7 3 

Table 7 : 
Match Between SM2 Options and Deployment (n = 89) 

English Literature History Geography Maths 

Trained to 
teach the 
subject 38 32 13 5 1 

Number 
teaching 
the subject 27 16 3 2 1 



in one of the special methods options to meet the 
needs of those being prepared for teaching in 
pre-university classes. 

The relatively good match between SM1 
options and the subjects the students were 
actually teaching can be attributed to the method 
of selecting students for training. As indicated in 
our advertisements each year calling for applica- 
tions, one of the criteria was academic prepara- 
tion in the subjects for which there is a shortage 
of teachers. The recruitment exercise is carefully 
monitored to meet the needs of the school 
system. Although deployment is beyond the 
control of the Institute, ~t is quite clear that for 
school placement purposes attention has been 
paid to the SMl options taken by the students. 
Whether or not the students have had a chance to 
teach their second special methods option would 
depend very much on the staffing situation of the 
receiving school. Given the situation, however, 
there is a need to consider the provision of in- 
service courses for those not prepared in their 
initial training for the subject@) they were in fact 
teaching in school. 

7 Discussion 
There was a great deal of consistency be- 

tween the findings in this pilot effort and those 
reported in publications based on surveys 
carried out in UK, USA and Australia. For in- 
stance, student criticisms were often directed at 
the theoretical aspects of courses. The main 
convergent aspects seem to be the following: 

(a) The change in status from semi-depen- 
dent student to independent leader and 
organiser of large groups of children 
was seen as a major adjustment problem 
for new teachers. 

(b) A side effect of the adjustment problem 
was a temporary rejection of the ideals 
and approaches advocated during train- 
ing. New teachers generally felt that 
their training was a little "theoretical" 
especially in classroom management 
and also that they had been given a 
far too idealised picture and were there 
fore not prepared for the real impact 
of day-to-day teaching with a full teach- 
ing load, clerical responsibilities and 
extra-curricular duties. 

(c) Another source .of what may be called 
disenchantment lay in the interpersonal 
relationship aspect of the staff room, 
for the new teacher was sensitive to, 
and uncertain of, ways of handling the 
attitudes of older and more experienced 
colleagues. 

The problems ranked or mentioned by the 
relatively new teachers surveyed in Singapore 
can be considered to be in two main areas. The 
first is that of the real world classroom situation 
and both the Certificate and Diploma surveys 
agreed in general terms on the specific types of 
problems encountered. These problems were 
characterized by the frustrations in handling 
poorly disciplined and unmotivated pupils, slow 
learners, administrative tasks, staff room inter- 
action, extra-curricular activities and the prepa- 
ration and marking of tests or examinations, as 
well as the discontent arising from, in some 
cases, a heavy teaching load and/or the mis- 
match of subjects or levels trained for and 
actually taught. 

The second problem area concerns the IE 
training itself. As mentioned in other surveys, 
there was a generally held view among new 
teachers that their training could have been more 
practical and less idealised to fit in with the 
school constraints of time, syllabus, class size 
and traditional attitudes to methodology. This is 
a more complex problem than would at first 
appear, for the answer lies not merely in re- 
structuring the content of the courses. Rather, it 
is a case of deciding how much coverage is 
possible when preparing people for such a multi- 
faceted human situation and also how much pre- 
service students can be expected to see as 
relevant before actual teaching experience. 

Naturally, teacher preparation confined to a' very 
narrow range of classroom duties cannot be 
totally satisfying or satisfactory. 

This leads on to three main recommendations 
arising from suggestions put forward by the 
teachers who participated in the interviews. 

(a) Perhaps the preservice training pro- 
gramme should consist of a basic level 
of training followed by a period of full- 
time classroom teaching and completed 
by a specialised advanced course, b e  
fore the trainee is considered to be 
qualified. However, an important dis- 
tinction should be between tasks that 
can be relatively easily mastered and 
those requiring intensive training. 

(b) Some students interviewed advocated 
a continuing contact with the Institute 
as a means of ensuring "survival" in the 
first year of teaching, through, for in- 
stance, an advisory scheme by which 
they could keep in touch with lecturers 
or get help. 

(c) The most important point to arise from 
this survey is the consensus ,on the 
adjustment problem faced in the first 
year of teaching. (This view was also 
held by first year teachers in the UK, 



Australia and USA.) This would imply 
that this crucial transition year must 
be planned for ,and organized as an 
induction prograbme, perhaps just as 
thoroughly as the training year in the 
case of Diploma students. It should be 
considered as a follow-up, an exten- 
sion of the training phase. 

Although for some the first year of teaching 
had been difficult, we must acknowledge that for 
a good number of young teachers the first year in 
the classroom was an exciting and productive 
one. They taught and applied what they had 
learnt during training. Their experience con- 
firmed for them that their choice of teaching as a 
career represented good judgement on their 
part. 

8 General Comments 
The second caveat to be borne in mind in 

follow-up studies of this type is that certain 
aspects of training might have been perceived by 
some students as unimportant during training 
and therefore had not registered until they had 
gained some teaching experience. This has been 
referred to by Katz et al (1981) as the "feed- 
forward problem" and it arises in situations when 
answers are given to questions not yet asked. So 
it was probable 'that in a number of instances 
students were making recommendations about 
experiences already provided but not attended to 
at an earlier point in time. 

The next comment draws attention to the 
problems in carrying out follow-up studies on 
teachers. Any attempt to understand the work 
and experience of beginning teachers must take 
into account the nature of the job itself in the 
classroom. Furthermore, the classroom is set in 
an organisational context which makes its own 
demands on the teacher. Class size has posed 
some management problems. In addition to the 
task of management, there are the tasks of 
covering the syllabus and making sure that 
pupils master the material. The teacher operates 
a good deal of the time alone away from other 
teachers. Classroom events are unpredictable, 
and there is, as Jackson (1968) explained, a 
"here-and-now urgency and spontaneous 
quality that brings excitement and variety to the 
teacher's work". The urgency and spontaneity of 
a classroom situation would mean that begin- 
ning teachers would need to develop "coping 
strategies" to handle classroom events. Teacher 
trainers need to kn,ow a little more about these 
"coping strategies" or the "dailiness" of teaching. 

It is quite clear now that there is a need for an 
induction period when newly graduated teachers 
are formally introduced to the school setting on 
their first appointment. Tisher (1980) in his 

survey of teacher induction practices in several 
countries has noted that in most cases national 
resources have been made available to support 
the entry of new teachers to teaching. If handled 
properly, induction should be an effective way of 
fitting the new teacher into the school setting and 
introducing him to the nature of the school 
facilities and administrative arrangements and 
generally the organisational structure of the 
school. These induction sessions should be 
school-located. 

In the meantime, we hope to organise soon 
special induction sessions for 2 batches of stu- 
dents graduating in May this year on an experi- 
mental basis. These workshops will incorporate 
simulation exercises and role playing and we 
plan to invite principals to participate in these 
workshops. They will help prospective teachers 
apply the knowledge they have gained to the 
daily tasks that they will have to face. Of course, 
as Lacey (1977) concluded, the socialisation of 
teachers is a complex, "interactive, negotiated 
and provisional process", and so no single set of 
workshops can satisfactorily take the place of the 
formative role of early experiences on the job. 

9 Concluding Remarks 
This preliminary analysis has made us a little. 

more thoughtful about the next steps in this 
investigation. We are reminded of the important 
question posed in the title of the paper by Katz et 
al (1981) - "Follow-up studies: are they worth 
the trouble?" In the case of our programmes, 
some changes as proposed are being consi- 
dered. Such decision-oriented investigations 
should be pragmatic in their focus, based largely 
on fact-finding questionnaires. While obviously 
the form of professional preparation cannot be 
determined on the basis of general survey infor- 
mation alone, nothing is to be gained by ignoring 
the demands for direct training for teaching. The 
message is clear: be practical (Lieberman and 
Miller, 1979). Being practical in this case involves 
taking into account the circumstances of the 
school, the direct applicability of ideas in a 
classroom and the social relations that young 
teachers enter into in a school setting. 

e It is important that we should be concerned 
with the demands of our trainees' first appoint- 
ments. However, as a continuing investigation, it 
would need an overarching conceptual frame- 
work in order to study the experience and deve- 
lopment of a teacher as he moved along a career 
path. We would like to consider a framework 
embodying ideas about the professional deve- 
lopment of teachers that can lend coherence to 
studies concerned with teachers in the service. 
Conceptual frameworks are useful in providing 
different ways of describing and analysing 



observed phenomena. According to Greenfield 
(1979), "There is no point in talking about data 
and methodology unless we are also prepared to 
talk about our ideas and beliefs - theories if you 
like - which give meaning to data and power to 
methodology". 

However, the concept of a career in teaching 
is imprecise and unclear. Lortie (1975) refers to 
unstaged careers in teaching. Many teachers 
prefer not to move out of the classroom to 
assume positions of adminstrative responsibility. 
In any case, there is a limit to the number of 
opportunities or administrative positions within a 
school or the school system. There are, however, 
visible statuses (and rewards to go with them) 
within the present service provision for a career 
track that can be most attractive to the motivated 
,teacher concerned with the basis upon which 
others would judge the degree of success 
achieved. Therefore, what constitutes success in 
teaching is a factor to consider in any study of the 
professional development of teachers. 

Not all rewards in teaching are visible, of 
course. Dealing as they do with the immediacy of 
classroom events, the primary teachers in this 

and Jackson's (1968) study found satisfaction in 
the positive feedback from pupils, from the "ex- 
pression on their faces", and in the fact that they 
had reached their pupils. These are very personal 
gratifications, and although teachers may find it 
embarrassing to acknowledge openly such re- 
wards, they are nevertheless important for the 
maintenance of a teacher's self-concept and 
morale. 

In a sense, then, the career route in teaching 
may well be defined by seniority statuses, posi- 
tions of responsibility in a school (which may or 
may not attract financial rewards beyond those 
provided in the salary scales), courses taken and 
teachers' perceptions of success in a career. 
Such data on career routes may throw a little 
more light on the question of teachers' pro- 
fessional development. Only then can we esta- 
blish on the basis of empirical data the extent of 
continuity and discontinuity between (and 
among) initial training, in-service education and 
a career in teaching. So, given the broader 
perspective for follow-up studies, they should, I 
think, be worthwhile as local initiatives. 
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Assessment of Teacher 
Tiainees Fred L. Perry 

Institute of Education 

Deciding whether a teacher trainee is ready to 
become an effective member of the teaching 
profession is an expected responsibility of any 
teacher training institution. In many cases, more 
is expected. Discrimination is required toward 
teacher trainees in deciding who is able, who is 
adequate, or better or best. These expectations 
have necessitated institutions formulating and 
improving a number of methods for making such 
decisions. As part of the commemoration of the 
10th Anniversary of the Institute of Education, 
this paper is being presented as a focus on the 
assessment of teacher trainees for accreditation 
in becoming part of the task force of teachers in 
Singapore. 

There are three general areas which are 
considered important in the training of teachers: 
knowledge, attitude and performance. Typically 
knowledge and performance have been stressed 
as the principal areas in which to evaluate 
teacher trainees. The assessment of attitude is 
usually hidden in either or both of the previous 
two. In this paper, the areas of attitude and 
knowledge assessment will be touched on lightly 
giving the lion's share to the assessment of 
performance. The sections on Attitude and 
Knowledge consist of a brief discussion of 
current thinking in these areas. The section on 
teacher performance entails a review of current 
research and thinking. Each of the three sections 
is followed by a brief description and evaluation 
of what currently is being practised at the 
lnstitute of Education (I.E.). 

Attitudes 
Although attitudes of teachers or teacher 

trainees have been intuitively thought to be 
important, they have typical1 y been embedded 
into measures of teacher performance scales 
and, therefore, will not be treated to any great 
length here. However, Monroe ( 1981) has drawn 
attention to an important aspect of attitude as it 
relates to the teacher trainee. He contends that 
there is little evidence to suggest that attitudes of 
teacher trainees can be changed to any degree 
during their training. On this account, he 
proposes that assessment of 'potential teachers' 
expectations and dispositions occurs as part of 
the selection procedure upon entrance to the 
training institute. He fails, however, to explain 
how evaluation of such traits at point of entry can 
be measured. Nevertheless, research is needed 
to examine the effects of attitude at point of entry 
upon both success during training and later in 

the teaching profession. 
~tt i tudes related to teaching are considered 

important at I.E. for becoming a successful 
teacher. They are implicitly taken into account at 
time of entry during the personal interview as 
well as during the training programme itself. 
Provision is also made for supervisors to com- 
ment in their final evaluation on the attitude of 
each trainee. 

Knowledge 
An area of teacher trainee assessment that 

carries considerable weight in determining one's 
future is how much information one accumulates 
in course work. Attention at this point will be 
given to the manner of testing, leaving grading 
procedures to the end of the paper. Rather than 
cite any studies regarding this problem, a pre- 
sentation of what is considered to be sound 
principles in achievement testing is given (cf., 
Gronlund, 1976; Thorndike & Hagen, 1977). The 
author will assume that the reader has a basic 
grasp of the terminology used in testing and 
measurement. 

The manner in which knowledge is tested 
varies with the objectives of each course. Not 
only are different kinds of information required to 
be 'learned', but different levels of learning 
(Bloom, 1956) are expected as well. For example. 
some parts of a course curriculum will be 
targeted for the Application level while others will 
be at the Knowledge (i.e., rote memory) level. 

For certain courses, objectives will be 
centred more around application than simply 
remembering a lot of information. Where such is 
the case, teacher performance in the classroom 
is the more appropriate area to assess whether 
the teacher can 'apply' what s/he has been 
exposed to in the training course. However, 
many institutions continue to test these objec- 
tives with paper and pencil tests arguing that if 
they cannot remember the target prin'ciples they 
will not be able to apply them. But, if the paper 
and pencil test does not present a novel problem 
for which application of a principle is required 
(Anderson, 1972), the objective of Application is 
not being tested, therefore, decreasing construct 
validity. Even if a novel problem were con- 
structed. the inference that what one writes in 
response is reflective of what one would do in 
real life is highly questionable. Since the 
principal issue in teacher training is what trans- 
pires in the classroom, the manner of assessment 



should heavily iean toward evaluating the per- 
formance of the trainee. 

Course work in teacher training will, no doubt, 
have a certain amount of information that 
trainees are required to store in memory. In fear 
of being accused of promoting rote memoriza- 
tion, however, lecturers are quick to point out 
that their objectives in terms of the Bloom scale 
are higher order;. Analysis, Synthesis, Evalua- 
tion. To test such abilities, however, one should 
shy away from 'on the spot' paper and pencil tests 
since in real life situations people are given time 
to display these abilities. For example, if one is 
given a problem in real life to analyze, and asked 
to synthesize a solution, one is usually allowed to 
go away and spend time in investigation, con- 
.templative thinking and writing/rewriting the 
solution. Therefore, a method of assessment that 
would be more consistent to reality would be an 
assignment on which the trainees could spend 
time analyzing and synthesizing a solution. Such 
an assignment should be a fairly accurate repre- 
sentation of what the trainee's abilities are, 
assuming that the work is his/her own. 

As for information which lecturers believe to 
be important at the Knowledge and Comprehen- 
sion levels, as well as the ability to display higher 
order levels of learning at a moment's notice, the 
paper and pencil test is probably the best 
method. However, there are a variety of test items 
that could be used, from True/False to Extensive 
Essay questions. Whichever one is selected for 
use depends on what one wants to accomplish 
and the constraints one is working under. 

The two qualities of any test which are un- 
animously agreed upon are reliability and 
validity. So-called 'objective' test items, such as 
multiple-choice, True/False, possess high relia- 
bility if constructed well, while essay items have 
,more fluctuations in reliability especially when 
large numbers of people are being. tested. Re- 
garding validity, much depends on how well the 
test items correspond both to the number and 
the nature of the objectives. Objective items such 
as Multiple Choice can cover a considerable 
number of objectives and levels of learning with 
the exception of Synthesis. Essay items, 
especially i f  they are 'extended', can only cover a 
few objectives in one test situation. Although 
Essay items can test all levels of learning, they 
are most efficient for testing Analysis, Synthesis 
aild Evaluation. However, very few Essay items 
are constructed appropriately to test these 
higher levels of learning. Where the situation 
involves small numbers of people demanding 
fairly sophisticated thinking, the Extended Essay 
item is very appropriate but, most likely, a project 
paper would be the principal method of assess- 
ment. On the other hand, where large numbers of 
students are being evaluated and a considerable 

number of objectives are being covered, objec- 
tive test items would be most appropriate. 

Current Practice at I.E. 

Presently, the Diploma of Ed. programme at 
I:E. is divided into eight components. Seven of 
these components are completed at 1.E involving 
the acquisition of knowledge and skills. The 
eighth component engages the trainee out in the 
schools. 

Of the seven components involving the intake 
of information, four are completely assessed by 
assignment and the fifth, Principles and Practice 
of Education, is particularly assessed by assign- 
ment. The Oral Communication and Physical 
Education components are both assessed by 
progress ratings. In the light of the previous dis- 
cussion on the manner of assessment, a high 
correspondence with objectives seems quite 
apparent. 

Only for the Principles and Practice of Educa- 
tion component is an examination used. It is 
given at the end of the Diploma programme and 
consists of 'Extended Essay' items drawn from 
the various sub-components which trainees have 
studied over one year's time. Whether the results 
of this exam are valid or reliable is seriously 
questioned by the author. Firstly, the ~ o i t e n t  
Validity of the exam is questionable. Due to the 
nature of the items, i.e., 'Extended Essay', only a 
limited content area can be covered. Sampling 
only a limited area of content could give an 
inaccurate reading of all that people have learned 
in the various sub-components. 

Second, there is a question about the 
'Construct Validity' of the exam. The rationale 
behind using 'Extended Essay' items is that they 
test 'higher levels of learning'. However, since the 
variation of the different exam items has been 
fairly predictable, and past questions accessible 
in a test file in the library, trainees are able to spot 
what is coming and memorize answers which are 
typically no more than a concatenation of class 
notes and quotations from texts. Therefore, 
rather than testing higher levels of learning, 
such exams test a trainee's ability to commit 
large portions of texts to memory. 

Finally, there is the question of reliability, 
Lecturers involved in the evaluation, are typically 
given a very large number of scripts to mark in 
relatively little time. It has not been uncommon 
for one lecturer to critique well over a hundred 
scripts. The probability of giving consistent 
evaluation for so many scripts is very low since 
extraneous variables such as mood, fatigue, and 
habit-focus are interfering with the assessment 
process. 

A possible solution to these problems would 



be to test each subcomponent shortly after it has 
been completed. In so doing, each sub-com- 
ponent could be tested in the manner that is most 
appropriate. The section on the Philosophy of 
Education, for example, may need to set several 
novel Extended Essay questions in order to test 
trainees' ability to demonstrate logical reason- 
ing. Some other sections which have covered a 
lot of ground at an introductory level may need to 
use a number of objective items to measure a 
,representative sample of what has been covered. 
Moreover, even higher levels of learning can be 
measured using objective items; however, care 
must be taken that they are properly constructed. 

I.E., at one time, used a 100 item Multiple- 
Choice test in conjunction with the essay exam. It 
was primarily used for borderline cases to deter- 
mine grades but currently is no longer used. The 
author studied the exam and found that a number 
of the same items were used from year to year; in 
addition, some items violate prescribed item 
writing procedure. However, had an item bank 
been built up over the years of well-written items, 
each year's exam could be constructed from a 
stratified (according to subject area) random 
sample of items. Of course, such items should 
,not be available in either library or student files 
for use by trainees. The result would be an exam 
with greater content and construct validity with 
considerable reliability. 

Performance 
As with any skill, the true test of a teacher's 

worth is in the place where they must exercise all 
that they have 'learned'. What s/he knows about 
the subject being taught and the theory of learn- 
ing and instruction is necessary but not sufficient 
(McDonald, 1978; Monroe, 1981). 

If s/he cannot transfer the knowledge of a 
subject or implement the principles of learning 
theory in the classroom effectively, then hidher 
knowledge is of no practical use for teaching. 
Therefore, it is intuitively logical that evaluating 
teaching ability should mainly be by way of 
observation of teacher performance. 

The task, however, is formidable. Measuring 
teacher competence, whether at the pre or in- 
service level, has been a major challenge to those 
involved in teacher training programmes for over 
the past twenty years (Berliner, 1976; Rosen- 
shine 8 Furst, 1973). 

There have been two different emphases in 
trying to meet this challenge. Both are attempts 
to interrelate process with product. Process is 
used to define what teachers actually do in the 
classroom. Product involves the effect upon the 
pupil (e.g., academic growth, change in attitude, 
etc.). 

One emphasis, and probably the most tradi- 

tional, has stressed the process side of teaching. 
The earliest attempts were based on the 'master 
teacher' concept. Various authorities in educa- 
tion were questioned about attributes they con- 
sidered most important to be a good teacher. 
This approach only considered 'the product' at 
an intuitive level; that is, attributes were selected 
which were believed to be effective. As a result, a 
number of 'teacher competencies' began to 
emerge based upon the philosophical, theore- 
tical and methodological biases of various autho- 
rities (cf., Rosenshine & Furst, 1973). These 
competencies have since been built into teacher 
observation instruments and used as though 
they were valid and reliable. 

More recently, the process approach has been 
perpetuated by a number of people who have 
constructed their own instruments from a com- 
parison of earlier 'process-based' instruments 
(cf., McNeil & Popham, 1973). The typical pro- 
cedure is to examine a number of instruments 
either previously used, or currently in use, for 
recurring competencies. Whether or not they 
have previously been validated against pupil 
change does not seem important. Apparently, 
the fact that they have been put into an instru- 
ment given official sanction by some organisa- 
tion has been enough to justify their use (e.g., 
Kuehl, 1979; Stulac, Gettone, Stone, & Worthy, 
1981). The logical result has been the accumula- 
tion of multitude of teacher observation schemes 
used in the identification of good teaching. Con- 
sequently, the results have been difficult to 
interpret (Erlich 8 Shavelson, 1978; Kuehl, 1979; 
Stones 8 Morris, 1972). 

The fairly recent emphasis on objective-based 
learning has played an important role in shifting 
the emphasis of many researchers from process 
to product. Rosenshine and Furst (1973) point 
out that simply knowing wha teachers do is not 
sufficient. They propose that once a set of 
competencies have been identified they need to 
be subjected to correlational and experimental 
research. They argue that correlational studies 
must follow to indicate which competencies 
relate to pupil achievement. However, to insure 
that competencies found to be significantly 
positively correlated are causing the increase in 
performance, they propose that experimental , 
studies need to follow. Their summary of a 
number of observational instruments revealed 
that only one in six had been validated against 
pupil achievement. But more to their surprise 
was the apparent intended neglect of validated 
systems in favour of instruments which promote 
the researcher's pet teacher compentencies. The 
need, as they conclude, is to further develop 
competencies that have been validated as well as 
continue to search and validate others. I 

Based on previous investigations of a number 



 of^ correlational studies. Rosenshine and Furst 
(1973) identified nine variables found to be stable 
enough to warrant experimental research. They 
related to the global categories of clarity, flexi- 
bility, enthusiasm, orientation toward task, 
criticism, indirectness or use of pupil ideas, 
allowance for learning criterion materials, use of 
structuring comments, and varying cognitive 
levels of questioning and discourse. They con- 
clude by arguing that the next step is to subject 
these competencies to experimental research in 
order to examine their causative properties. 

The stress on product as the prime criterion 
has led to. the Competency (or Performance) 
Based Teacher Education (CBTE or PBTE) 
movement in the U.S. Popham and McNeil (Pop- 
ham, 1968; Popham, 1975; McNeil & Popham, 
1973) were the forerunners upon whose thinking 
and research the CBTE movement has been 
rationalised. Their strategy is to present teachers 
with a set of specific objectives for an unfamiliar 
topic with a variety of materials from which to 
choose. Pupils are tested both prior to and 
shortly after the mini-lesson is taught. Their gain 
scores are to be used as an index of the teacher's 
competency7 in achieving the objectives. Those 
teachers getting greater gain scores can be 
considered more competent. 

Glass (1974), however, has criticised the 
Popham-McNeil method on several counts. First, 
he argues that the method is too simplistic in that 
it focuses mainly on pupil performances toward 
academic objectives. Other objectives such as 
attitudes and affect need to be included. Second, 
he maintains that it has two artificial outcomes. 
One outcome is that such important behaviour as 
maintaining classroom control would not 
normally be needed in the somewhat laboratory 
environment which the method tends to 
generate. The other outcome is that the pro- 
cedure of presenting teachers with new materials 
may, in fact, take away one of the reasons for a 
teacher being good - i.e., having a good grasp of 
the material. Thirdly, Glass reviewed a number of 
studies which revealed that the findings are not 
of sufficient reliability to measure individual 
differences among teachers: a necessary con- 
dition for evaluating teacher differences. Glass 
concludes that until such reliability can be 
demonstrated the Popham-McNeil method "re- 
mains a laboratory technique, useful for teacher 
training and research, perhaps, but not up to the 
standards of utility, economy, and fidelity re- 
quired of a teacher evaluation technique for 
individual diagnosis or determination of merit" 
(p. 17). Popham (1971) concluded himself that, at 
most, the procedure is only usable for groups of 
teachers and not for evaluating individua! 
teacher's competencies. 

Despite the above warnings, the momentum 

for CBTE has been on the increase, most-likely 
accelerated by the emphasis on accountability in 
the U.S. Teacher education in many U.S. state 
programmes now have to demonstrate that they1 
are producing competent teachers (e.g., Lukin, 
1977; Stulac, et al., 1981). Unfortunately, in the 
mad rush to meet state requirements, a number 
of teacher training programmes have reverted 
back to using the opinion of the experts as their 
main criteria for selecting teacher competencies 
(e.g., Berrones, E., 1978; Stulac, et al., 1981). 

On the other hand, there have been recent 
studies using pupil achievement as the criterion 
for selecting teacher competencies. Denton and 
his colleagues (Denton & Kazimi, 1982; Denton & 
Norris, 1972 a & b; Denton and Tooke, 1981) have 
carried out several studies using an expanded 
version of the Popham-McNeil design outlined 
earlier. Student teachers were observed during 
two 2-week periods where they were given a 
specific set of performance objectives for pupils 
to achieve. Using regression analysis, they found 
a fairly consistent pattern for lesson-plan deve- 
lopment predicting pupil gain scores. Capie and 
his colleagues (Capie, Ellett, & Johnson, 1980; 
Capie, Tobin, and Bosewell, 1980) examined 
the validity of the Teacher Performance Assess- 
ment Instrument (TPAI) package used at the 
University of Georgia for teacher certification. 
The TPAI consists of instruments which assess 
teacher plans, selection of materials, classroom 
procedure, interpersonal skill, professional 
standards and perception of pupils. Following 
the Popham-McNeil model and using two 
observers they found 3 out of 17 competencies 
(Capie, Ellett, & Johnson, 1980) that correlated 
both significantly and reliably with pupil achieve- 
ment: use of instructional techniques related to 
objectives, ability to communicate both orally 
and in writing, and the use of procedures in- 
volving the pupil in the instruction. 

Shavelson and Dempsey (1976) point out that 
it is important for teacher competencies to be 
generalizable across situations. They argue that 
each teaching encounter presents different 
demands upon a teacher which elicit different 
sets of behaviours. Thus, sole observation of one 
teacher in one setting cannot be compared to 
that of another teacher in another setting even 
though substantial interrater reliability may exist. 
What is needed, they contend, is to observe 
different teachers over a number of teaching 
encounters and measure whether these teachers 
maintain the same rank order on each charac- 
teristic (i.e. generalizability). They reviewed 
several studies which used the generalizability 
theory of Cronbach, Gleser, Nanda and. Raja- 
ratram (1972) and found that global ratings were 
more stable than frequency counts. In addition, 
they found that four characteristics (teacher 



presentation, positive or neutral feedback, prob- 
ing and direct teacher control) were moderately 
stable. Six characteristics were found to be 
unstable: teacher questioning, negative feed- 
back, student-centred teaching style, inter- 
personal behaviour, attention-getting procedure, 
and indirect teacher control. These findings were 
consistent with those of Rosenshine and Furst 
(1 973). 

The research summarized above gives hope 
that for student teacher assessment there are 
competencies which relate to achievement. The 
competencies which have so far been consis- 
tently associated with pupil gain scores centre 
around lesson preparation, communication skills 
of the teacher, the ability to stay on task, positive 
or neutral feedback and probing. 

However, in line with Glass's (1974) accusa- 
tion that the Popham-McNeil approach is too 
reductionistic, others (Erlich, & Shavelson, 1978; 
Gall, 1977; Pottinger, 1978) have argued that a 
reconceptualization of measuring teacher be- 
haviour neyds to be considered. Drawing the 
conclusion tnat a given teacher has various levels 
of certain competencies, based on one or two 
observational situations, could be misleading. 
They propose that a close examination of each 
teaching encounter be made so as to understand 
the constraints under which the behaviour is 
elicited. Rather than treat a teacher competency 
as a quality which will be observable in every 
teaching situation, competencies should be con- 
sidered context specific. This is very possibly the 
reason that many behaviours do not show much 
generalizability (Erlich & Shavelson, 1978). 

Other recent studies support such a proposal. 
Brophy (1976) reported the findings of a two year 
study where it was found that optimal teacher 
behaviour for low social economic status (SES) 
schools was different than for high SES schools. 
Effective teachers to high SES pupils tended to 
be more task oriented, held higher expectations 
and were more demanding. On the other hand, 
effective teachers to low SES pupils were iden- 
tified as more patient, encouraging and more 
flexible in their teaching strategies. 

In addition, an interaction between grade level 
and type of material with teacher behaviour has 
also been found. McDonald (1 976) reported the 
findings of phase II of the Beginning Teacher 
Evaluation Study involving 97 teachers of 2nd 
and 5th graders in 45 different schools. A pre/ 
post-test design was used measuring pupil per- 
formance in maths and reading and compared 
with observation of teacher behaviour. The re- 
sults suggested that different instructional 
patterns are related to different patterns in pupil 
performance. For 2nd graders, an increase in 
reading performance was associated with comb- 
ining group instruction with individual monitor- 

ing. For maths, however, less group instruction 
and more individual monitoring was more effec- 
tive. However, for 5th graders reading was most 
effected by instructional activity requiring the 
processing of meaning. Increase in maths per- 
formance was associated with group instruction 
rather than individual monitoring. 

Anderson and Scott (1978) found evidence to 
suggest that teacher strategy interacts with 
academic ability of pupils. They compared five 
different teaching methods (lecture, classroom 
discourse, seat-work, group work and use of 
audio-visual aids) with different levels of pupil 
ability and the degree of pupil involvement in 
learning. Their results revealed that different 
strategies worked with various pupil aptitudes. 
The above findings are consistent with an earlier 
study by Ward and Tiknnoff (1976) that revealed 
an interaction between question-type and pupil 
aptitude. They found that factual questions 
worked best with slow achievers while high 
achievers did better with probing and redirec- 
tional questions. 

'Tiknnoff and Ward (1978) summarized the 
general direction in which teacher behaviour 
research is going by pointing out that teacher 
education is a multivariate situation. Rather than 
being competency-based it needs to be context- 
based. They list such context variables as nature 
of pupil population, type of curriculum, 
instructional materials, classroom setting, time 
scheduling, distractions, etc., to be taken into 
consideration when observing teacher be- 
haviour. In practice, they propose that the 'in- 
structional ecology' must be evaluated along 
with teacher performance. 

The Role of the SupervisorICooperating 
Teacher 

Supervisors are commissioned by most 
teacher training programmes for the purpose of 
assessing student-teachers' competency. In 
addition, a cooperating teacher is assigned to 
help each trainee adjust to the practice of teach- 
ing. Whether the cooperating teacher is involved 
in evaluation depends upon the particular pro- 
gramme. 

A major problem of using the Teaching 
Practice supervisor as the major evaluator is that 
a conflict emerges with other roles. Locke (1979) 
points out that the supervisor is perceived by the 
student teacher as both evaluator and facilitator 
resulting in tension between the two. This 
strained relationship could very well interfere 
with the evaluation process. 

An additional problem raised by Burns (1981) 
IS that supervisors are biased toward their 
favourite teaching method, classroom control 
technique, etc. If not careful, they will judge a 



trainee according to what they prefer. However, 
he notes, the favourite style of the supervisor may 
not be the one which the trainee can most 
effectively use. 

Finally, there is the problem of frequency of 
observation. Supervisors normally observe 
student teachers on only several occasions. Con- 
sidering the previous discussion on the evasive- 
ness of teacher competencies (e.g., Erlich & 
Shavelson, 1978) one could doubt whether a 
reliable and valid assessment is possible based 
on just two or three occasions. 

One other source of assessment that has been 
given varying degrees of importance is the co- 
operating teacher. In most situations, the co- 
operating teacher is working daily with the 
student teacher which could result in a more 
representative picture of the student teacher's 
ability. On the other hand, if the cooperating 
teacher takes on more of the role of evaluation, a 
strained relationship between trainee and co- 
operating teacher could emerge. Moreover, the 
cooperating teacher will have his/her own bias 
which most likely will enter into evaluation. 

Several studies have found differences 
between the assessment of supervis~rs and co- 
operating teachers. Lukin's (1977) data revealed 
that supervisors did not regard as important the 
same competencies as cooperating teachers. 
Capie, Ellet and Johnson (1980) found that a 
greater number of indicators observed by co- 
operating teachers correlated significantly with 
pupil gain scores than indicators observed by 
supervisors. Cooperating teachers and super- 
visors could only agree on three competencies 
that related to achievement. Yates' (1982) survey 
found that cooperating teachers were perceived 
by teacher trainees as having more time to 
evaluate and that their evaluations were con- 
sidered by trainees to be more valid. 

One might conclude from these findings that 
teacher competencies are unreliable or that co- 
operating teachers do not have the necessary 
expertise to evaluate student teachers. However, 
the multidemensional and context-bound situa- 
tions that are characteristic of teaching ex- 
perience would anticipate a difference of opinion 
between supervisors and cooperating teachers. 
Both opinions should be equally valid and 
important when giving appraisal of a student 
teacher's competence. 

Persons involved in using observation 
methods common in student teacher assessment 
should receive prior training to increase relia- 
bility (cf., Borg, 1979). Both supervisors and 
cooperating teachers have been shown to 
improve their assessment skills with training 
(Thorlacius, 1980; Locke, 1979). By developing 
effective training programmes, the reliability and 

validity of their evaluations would increase. 
Finally, McDonald (1978) has pointed out that 

to think a highly effective teacher can be pro- 
duced in the relatively short time of a teacher 
training programme is unrealistic. In agreement, 
Locke (1979)cited a number of studies which 
strongly suggest that teachers do not establish 
their teaching style and competencies during 
their time in preservice training but during the 
first two years of actual teaching. If this is so, then 
evaluation of student teachers at the end of their 
preservice training, at most should be tentative. 
An ongoing evaluation over the following two 
years of actual teaching would probably give a 
more accurate picture of the competency of a 
teacher. 

A Summary of the Review 
To summarize the state of research today on 

what constitutes an effective teacher, one needs 
not be so pessimistic as to conclude that . . . "no 
one today really knows what the competent 
teacher is" (Lau, 1981, p. 135). Neither can one be 
so optimistic as to believe that assessing 
teachers' abilities is a highly reliable, well-tested 
enterprise. Rather, a more realistic position 
would be that research. and theory has .moved 
forward in the past ten years shedding more light 
on the subject. 

First, it has become more apparent, but not 
surprisingly so, that the teaching situation is 
context specific, requiring different competen- 
cies for different types of materials under varying 
classroom conditions with different pupil 
abilities. Second, several global competencies 
have shown some degree of validity with class- 
room performance and reasonable reliability. 
The following are just a few: preparation and 
planning, flexibility, ability to 'communicate 
clearly and ability to keep pupils on task and 
cognitively processing information. Thirdly, 
there is a need for triangulation in assessing the 
teacher trainee; that is, several observers from 
.different perspectives are needed to provide a 
fuller picture of a teacher's ability. However, 
rather than trying to force each observer's data 
into one common pot trying to say the same 
thing, their data represents different parts of a 
mosaic. A final report should reflect this mosaic. 
In conclusion, some doubt has been created as 
to whether the timing of a final evaluation is 
appropriate. Can it be honestly believed that a 
teacher's true abilities are clearly evident at the 
end of a relatively short teacher training pro- 
gramme? Or, should a final assessment be post- 
poned until the teacher has settled in and 
established hidher modus operandi? 



I.E. Today 
The Diploma of Education programme at I.E. 

consists of 540 hours of course work and 260 
hours of practical work in schools. The break- 
down of the various components of the course- 
work is given on page 2 of the Handbook of 
Course Syliabuses: 1982-83 for the Dipioma-in- 
Education Programme. The 260 hours of 
practical work is divided into a three week period 
for school experience and a ten week period for 
school practice. 

The School Experience programme occurs at 
the end of Term I. Its main purpose is to expose 
trainees to real-life classrooms so that they can 
observe, work with, and learn from actual class- 
room situations. Trainees are expected to teach 
one or two periods a day as well as observe. 
During School Experience, trainees are visited 
once by their supervisors. 

The third term of the Diploma course is 
entirely taken up by the School Practice pro- 
gramme. The objectives outlined in the Hand- 
book for Supervisors (. 2) focus on the develop- 
ment of various skills and personal qualities to be 
demonstrated in the classroom. Schools are 
requested to allow trainees opportunity to teach 
about 2/3 of the 20 periods a week in their main 
subject and 1/3 in their second subject. They are 
to be assigned to two or more cooperating 
teachers. During the first two weeks, trainees are 
expected to teach 10 periods and assist and 
observe the cooperating teacher for another 10 
periods. The teaching time increases to 15 
periods a week for the following 3 weeks and then 
to 20 periods during the last five weeks. It should 
be noted, however, that there are a number of 
trainees who have a full 20 periods a week from 
the beginning of their school practice due to the 
shortage of staff at certain schools. 

The Supervisor 
Supervisors play a double role at I.E. as is 

common in other countries. First, they function 
as a facilitator to the growth and development of 
the trainee. Second, they have the role of 
principal evaluator who assesses not only the 
growth of the trainee's competencies but hidher 
final performance. 

Supervisors of Diploma of Education students 
are usually lecturers from the student's main 
subject area. In some cases, where the propor- 
tion of students to lecturers in a subject area is 
high, lecturers from other departments act as 
supervisors. There are, on the average, ten 
trainees to one supervisor and only one super- 
visor for each trainee. 

Each supervisor is required to visit the trainee 
at least four times during the ten week teaching 
practice. S/he is expected to be present at the 

beginning of the lesson and remain to observe for 
the entlre period. Other than this, nothing else is 
required of the supervisor. However, there are a 
number of suggestions made in the Handbook 
for Supervisors given to every supervisor. It is 
recommended that s/he keeps a file on each 
trainee composed of comments s/he has made. 
comments by cooperating teacher, self-evalua- 
tions by the trainee and any additional material 
which may shed light on the trainee's ability. All 
supervisors are furnished with a Lesson Obser- 
vation Pad upon which they can make com- 
ments. In addition, three instruments, (The 
Observatipn Analysis Chart, A Summary of 
Teaching Performances for a Complete Lesson, 
and the Interaction Chart) are provided with 
instructions on their use. There is no obligation 
to use any of these materials. 

At the end of the sixth week, supervisors are to 
submit a list of trainees who might possibly get a 
'A' or 'D' grade. On the average,'the supervisor 
should have seen the trainee on at least two 
previous occasions. The purpose of this strategy 
is to allow time for a moderator to visit trainees 
who are considered weak or exceptionally good. 
At the conclusion of Teaching Practice, the 
supervisor submits a final evaluation of the 
trainee consisting of a rating of 14 competencies, 
comments on personal and professional quali- 
ties, and an inclusive grade ranging from A to E. 

In 1980, all staff members were required to 
attend a workshop on Teaching Practice assess- 
ment. Since then, all new lecturers have been 
required to attend a briefing before they go out 
on supervision. In addition, each supervisor is 
given a handbook which explains the programme 
and the supervisor's role. 

At the moment, there are only two require- 
ments for being a Diploma of Ed. supervisor: 
being a lecturer at I.E. and holding a Diploma of 
Education oneself. There is no evaluation of the 
supervisor's own ability as a teacher nor of 
his/her own preferences in teaching methodo- 
logy and philosophy of teaching. Additionally, 
there has not been any on-going evaluation 
concerning the quality of each supervisor's 
ability to provide a reliable and valid assessment 
of the student teacher. 

The Cooperating Teacher 
Cooperating teachers are selected by their 

principals usually on the basis of the subject 
matter taught. It is important that the subject 
taught by the cooperating teacher be that of the 
student teacher. They are not given any 
remuneration for their services. 

The role of the cooperating teacher is mainly 
that of facilitator. Each teacher is sent a copy of 
the Handbook for Co-operating Teachers 



published by I.E. which outlines their respon- 
sibilities. In summary, they are requested to 
inform trainees of pupils' individual differences, 
demonstrate a variety of techniques, aid in 
clarifying goals, etc. Presently, there is little 
evidence that the cooperating teacher is actively 
involved in fulfilling these objectives. At the end 
of the ten week Teaching Practice period, the 
cooperating teacher must file an evaluation 
report with the School Practice Unit (SPU) on 
each trainee. This report is then forwarded on to 
the trainee's supervisor who can take it into 
consideration when giving the final evaluation if 
she so wishes. 

There is no formal training given to co- 
operating teachers other than the handbook. In 
1981, workshops were given to familiarize them 
with the .role of the cooperating teacher, but there 
was a poor turnout. Since then, some co- 
operating teachers have attended the briefings- 
given to school principals by S.P.U. staff. 

An Evaluative and Recommendation 
Summary 

One point that quite clearly stands out in 
favour of the teacher training programme at I.E. 
is the amount of time spent in the schools. Just 
over 32 percent of the total time is spent either in 
School Experience or in Teaching Practice. In 
addition, trainees are given a theory-practice- 
theory sequence which should allow them to 
continually relate theory to practice. 

However, with such an emphasis on the 
practical side of teacher training, it is imperative 
that the assessment of School Practice is as 
reliable and valid as possible. When comparing 
the manner in which School Practice assessment 
is carried out at I.E. with the findings of the 
previous review, several weaknesses emerge. 

The primary weakness is that there are too few 
people involved in assessing the trainee. In most 
cases, only the I.E. supervisor plays the critical 
role of evaluator. The role of the cooperating 
teacher is minimal, at most; and there is no 
assurance that his/her evaluative comments are 
taken into consideration. Only in the case of an 
anticipated extreme score is a moderator 
brought in to verify the supervisor's evaluation. 

A remedy which has been suggested in the 
literature is to make greater use of the co- 
operating teacher. To do so would require more 
training in observation and evaluation skills in. 
order to increase reliability. Some guarantee 
would have to be made that top quality teachers 
.are being selected for this responsibility. This 
would necessitate some sort of screening pro- 
gramme where teachers would be evaluated 
according to their own teaching capabilities. 

However, the principal problem would be to 

increase the commitment of the cooperating 
teacher to the task of aiding and evaluating the 
trainee. The critical hindrance is the lack of time. 
In Singapore, there are a number of schools 
where the shortage of teachers forces the co- 
operating teacher to teach a full load while the 
student teacher teaches a full load in another 
related course. One possible solution is to bring 
more student teachers of the same subject area 
into the same school. This would release the co- 
operating teacher from teaching his/her course 
and allow time to move between classes 
observing, providing models, and giving help to 
student teachers. In addition, it would help to 
give the cooperating teacher some form of com- 
pensation as well. 

Giving the cooperating teacher a more 
meaningful role would also increase the weight 
of hidher evaluation in the final assessment of a 
trainee. Rather than' passing the report on to the 
supervisor to use if s/he wishes, it should carry 
equal weight and maintain its own identity. Both 
the cooperating teacher and the supervisor can 
then work together to provide a final evaluative 
mosaic. 

The second major weakness of the I.E. Teach- 
ing Practice programme has been the lack of an 
ongoing evaluation and development pro- 
gramme. Supervisors themselves need to be 
evaluated on their own ability to teach as well as 
supervise. To insure greater uniformity, a 
systematic check needs to be made on whether 
supervisors within the same subject matter are 
considering the same competencies as impor- 
tant, as well as reliably observing them. 

Moreover, more should be required of super- 
visors than simply attending, observing and filing 
a final report. Trainees themselves should be 
asked to evaluate their supervisors. Files that 
supervisors are supposed to keep on each 
trainee should be systematically inspected to see 
whether they are collecting adequate data upon 
which to base their evaluations. 

In fact, several projects have been recently 
launched at I.E. which are steps forward in 
correcting these weaknesses. First, various 
departments have submitted lists of criteria on 
which to base their assessments. This practice 
should lead to greater consistency among super- 
visors in their evaluations. Second, the School 
Practice Unit is currently administering a 
questionnaire to trainees returning from School 
Practice. Trainees are asked to evaluate their 
supervisors in addition to other components of 
their ten week experience. 

A third weakness has been the need for the 
evaluation of teacher trainees to be more context 
specific. The nature of the environment in which 
the teaching takes place should be reported. The 
reputation of the school and the pupils being 



taught, the nature of the class being taught, and 
any other part of the environment that affects the 
teaching-learning situation need to be 
described. Obviously, teaching a class which has 
been known to have a number of trouble-makers 
or slow learners requires different strategies than 
a class with all high achievers. Or, maintaining a 
positive and enthusiastic attitude, in a school 
where full time teachers have given up and 
morale is low, is more difficult than when among 
teachers of high morale. Such descriptions 
should be included in the final evaluative report 
so that the evaluative comments can be under- 
stood in light of the constraints the trainee is 
working under. 

Finally, evaluation at the end of the one year 
training programme sho.uld be tentative. At most, 
it should represent exactly what it is, an index of 
achievement and initial development toward be- 
coming a teacher. To provide a more stable 
assessment of a teacher's more enduring 
abilities, further evaluation should be carried out 
somewhere in the second year of teaching. How- 
ever, no evaluation is final; teaching should be 
continually developed and improvement con- 
stantly sought after. Unfortunately, many times, 
final reports during teacher training days have 
been hung around many a beginning teacher's 
neck as the albatross which always prevents 
himher from being recognized as an outstand- 
ing teacher. Such a system is self-defeating. 

Marking Scheme 
Judging people according to their ability is as 

old as society itself. Typically, various symbolic 
systems have evolved as a means to classify the 
quality of one's achievements. Consequently, a 
variety of symbolic systems have emerged from 
which to choose. A controversial task of those 
involved in teacher training programmes is 
selecting one of these systems for portraying the 
evaluation of student teachers. 

The symbolic systems which have developed 
vary considerably. The simplest system is dis- 
tinguishing between those who pass and those 
who fail. Approaching the other end of the 
simple-complex continuum is the 15 point 
system that ranges from an A+ to an E-. Most 
programmes utilize systems that lie somewhere 
on this continuum. 

Which of these marking systems is used 
depends on two factors: precision of the measur- 
ing instrument and specific values in the society 
the latter usually has precedence over the 
former. Firstly, for a marking system to be valid 
and reliable, it should correspond to a large 
degree with the measuring capabilities of the 
instrument(s) being used. To use a physical 

example, if one wants to make finer distinction in 
length than just short, medium and long for shoe 
size, one had better use a measuring device 
which is calibrated in centimetres. The same is 
true in assessing student-teachers; if fifteen 
categories are being used, the instrument(s) 
should be accurate enough to make that many 
distinctions. ' The author personally doubts if 
such instruments exist. On the other hand, 
instruments do exist that are valid and reliable 
enough to distinguish between those who are 
below average, average, above average, and 
possibly those who are outstanding. 

The second factor, however, plays a pre- 
dominent role in deciding which marking system 
is to be used. During the history of any society a 
system of values develop which determine who 
receives rewards and for what. Within a short 
time, societies become the slaves of such reward 
systems making them self-perpetuating. Later, 
when the society realizes that the system is no 
longer meeting its purpose, or that it was the 
wrong one in the first place, tradition as a 
relentless taskmaster whips the society into 
compliance with the old system. 

Such an enslavement seems to have occured 
in the assessment of student teaching. Even 
though it appears that the instrumentation is not 
suited for making fine distinctions, programmes 
continue to use marking systems that require 
them. In defence the reason usually given is that 
people in the Ministry of Education* and 
principals of schools are familiar with the old 
procedures: to change would confuse things. 
More importantly, however, the salary and 
promotion schemes are tied to the marking 
system, and to tamper with the 'Honours' system 
would almost be sacrilegious. 

An additional factor which must be taken into 
consideration is the individual variation on the 
trait being assessed.   hat is, the degree to which 
the group is heterogeneous or homogeneous 
should be reflected in the final assessment. If the 
group consists of a representative sample of the 
total population, one would expect a distribution 
approaching the Normal Curve. On the other 
hand, if any factor is in operation, whjch samples 
from only part of the population, such as 
selection criteria, the group wouid be quite 
homogeneous. Making a large number of dis- 
crimination~ in such an 'alike' group would be 
extremely error prone. 

Most teacher training programmes employ 
some form of selection procedure to identify 
prospective teachers. Furthermore, Diploma of 
Education programmes require applicants to. 
have previously completed university. These two 
factors alone should not only result in a fairly 
homogeneous group being admitted into the 

*No reference is being made to Singapore 



programme, but would select people from the top 
end of the total population distribution. 

For a marking system to have acceptable 
validity, it must reflect, to a considerable degree, 
the nature of reality. From the above argument, 
one would expect whatever system being used to 
make very few distinctions in assessing teacher 
trainees. Moreover, such distinctions should re- 
present a high level of successfulness. Unfor- 
tunately, some people continue to force fairly 
homogeneous groups of teacher trainees to fit 
the Normal Curve model. The results, of course, 
are invalid and, therefore, misleading. 

Uniformity of Marks Across Subject 
Recently at I.E.. the auestion has arisen re- 

garding the uniformity of grades across subject 
areas. Theoretically, if one were to hold the 
position that grades should be uniform across 
subjects, one would have to satisfy two con- 
straints. The first one iS that the objectives and 
related criteria for demonstrating the achieve- 
ment of such objectives are similar between 
subject areas. For example, a subject area that 
emphasises communication skills has different 
goals than one stressing principles of learning. 
The ubiquitous university professor who is very 
knowledgeable and yet cannot teach hidher 
subject is well known to many. Seldom, can one 
find subject areas that agree as to what should be 
emphasized. Each area has its own somewhat 
isomorphic set of objectives. 

The second constraint for uniformity of marks 
is that the distribution of individual differences 
on traits required to achieve the objectives do not 
differ between subject areas. This constraint 
involves selection criteria at point of entry into 
the training programme or a condition for enter- 
ing a special subject area. To illustrate, if the 
quality of an applicant's English is used as an 
important criterion for admittance, those finally 
chosen to participate will be both homogeneous 
and of a relatively high standard in their ability 
with English. However, if no screening device is 
used to sort out those who have traits required for 
studying a subject area such as Social Studies. 
then a more heterogeneous group on such traits 
will be selected. As a result, the distributions for 
marks in English would differ from those in 
Social Studies reflecting the bias built into the 
selection process. 

The unlikelihood of satisfying the constraints 
of uniformity of objectives and comparability of 
the distribution of individual differences on traits 
needed to achieve the objectives dissuade one 
from comparing patterns of grades across sub- 
ject areas. Rather, those involved in teaching 
each subject area must define the objectives and 
develop valid and reliable instruments to 

measure the achievement of the objectives. 

Distribution of Marks 
A more important question is whether the 

distribution of marks is consistent with what is 
known about each subject area and the trainees 
involved. One factor which must be kept in mind 
is that the nature of the subject matter interacts 
with the ability of the trainee. Given a sample of 
above average students in physics, for example, 
who have taken a course in astrophysics, one 
would expect to have a small number of those 
who perform outstandingly, a large number who 
do quite well, and a small group who do accep- 
table work. There would be no expected failures; 
although, the possibility would still exist due to 
such factors as motivation, illness, etc. If, how- 
ever, the same group of.students were given a 
general course in physics, one would expect the 
majority, if not all, to perform in an outstanding 
manner. Being able to distinguish between them 
would be practically impossible. 

The same principle is true for estimating the 
expected distribution of marks for various com- 
ponents of a teacher training programme. Those' 
involved in administrating each component need 
to analyze the difficulty level in relation to the 
quality of trainee. If the nature of the component 
is of moderate difficulty, i.e., there is no reason 
the average university graduate could not master 
it, then the expected distribution of marks should 
be fairly homogeneous with many scoring in the 
top categories. If additional selection criteria are 
used which relate to a particular component, the 
expected distribution would be even more 
homogeneous with even more scoring in the top 
category than characteristic of other com- 
ponents. Failures would not be expected except 
for the few who are not properly motivated or as a 
result of some other extraneous factor. 

At the same time, however, teaching involves 
more than just being able to respond on a 'paper- 
and-pencil' test. A teacher must be able to 
communicate to a group of pupils effectively. 
S/he needs to be perceptive, flexible and crea- 
tive. S/he must be able to keep order when pupils 
get restless. These and many other factors are 
not reflected in previous performance on 
academic subjects and will, no doubt, play a role 
in making distinctions among trainees that pre- 
viously have not been made. 

Sources of Deviant Distributions 
A failure to obtain the distribution mentioned 

above would be a result of either one, or a 
combination, of three factors. First, the selection 
programme is not functioning efficiently. That is, 
trainees are being chosen who are not, in fact, of 



the quality the selection criteria predict. The 
second possibility is that given that the quality of 
trainees is as it should be, the training pro- 
gramme itself could be ~neffective. Few would 
want to even consider this one, although it is a 
real possibility. Thirdly, given an effective selec- 
tion and training programme, something could 
be amiss in the assessment programme. Most 
likely, highly subjective criteria which usually do 
not relate to the objectives of the curriculum - 
e.g., handwriting style - have been introduced. 
This is an old 'trick-of-the-trade' used to spread 
out a homogeneous distribution in order to 
justify one's marking scheme; however, it reduces, 
the validity of the assessment results. 

On the other hand, obtaining distribution with 
a frequent number of high marks has been 
interpreted by many as a result of having low 
standards. Unfortunately, rather than stand one's 
ground on sound principles of measurement, 
many a programme has been intimidated into 
imposing marking schemes that make artificial 
discriminations between individual trainees. 

A major culprit at fault is the 'quote system'. 
That is, somewhere in the history of various 
programmes someone has decided that only a 
certain percentage of A's, B's, C's, etc. are to be 
given, usually based on an over-generalization of 
the Normal Curve. To perpetuate this practice, 
reward systems have accrued which honour one 
or two of the outstanding candidates. Once such 
practices become tradition, they are extremely 
difficult to change. 

In summary, the argument is made that the 
basis for a marking scheme of any teacher 
training programme should be the estimated 
interaction between the curriculum and the 
quality of trainee. Where trainees are regarded as 
of high quality and nothing exceptionally difficult 
characterizes the curriculum, fairly homoge- 
neous and high levels of performance should be 
expected. Distributions of marks are indicators 
of whether a programme is on target. Deviations 
from expected distributions should be a warning 
that something is not functioning correctly. The 
possible sources of difficulty are' the selection 
procedures, the training programme, and/or the 
manner in which the trainees are being assessed. 
Such factors as tradition should be removed from 
the marking procedures as quickly as a society 
will allow. 

Current Practice at I.E. 
Entry requirements for the Diploma of Educa- 

tion programme at I.E. are several. The major one 
is that all applicants are required to have a degree 
from the National University of Singapore or 
from other universities acceptable to the Public 
Service Commission of Singapore. If applicants 

have previously done well on the English com- 
ponent of their 0-levels, they are exempted from 
taking the English Proficiency Test: the second 
requirement. If the applicant is applying to the 
Chinese medium component, s/he must meet an 
additional set of fairly stringent requirements 
that are made by the Chinese Department. 
Finally, each applicant is personally interviewed 
in order to insure a proper attitude and to test 
his/her ability to communicate. Applicants for 
specialized areas such as science and maths 
must have majored in these subjects at 
university. 

Table 1 
Sources of I.E. Trainees for the Diploma of 

Education Programme (1981 & 1982) 

English Chinese 

1981 1982 1981 1982 - - - -  
NUS or 185 290 156 95 
Local University (83.7) (88.7) (1 00) (1 00) 

Foreign 36 36 0 0 
University (16.3) (l l .3) 

Note: Numbers in brackets are percentages. 

Table 1 shows both the number and per- 
centage of trainees coming from local and 
foreign universities for both English and Chinese 
systems. The majority clearly come from NUS or 
from the University of Singapore or Nanyang 
University before they merged. The intake for the 
English group over the two years remained fairly 
stable. However, the intake for the Chinese group 
dropped in 1982. 

Table 2 
Previous Credentials of Diploma of 

Education Trainees at I.E. (1981 & 1982) 

Master's 

1981 

English 3 
(1.4) 

Chinese 0 

1982 

English 7 
(2.1 ) 

Chinese 1 
(1.1) 

Bachelors 

Honours Pass 

Note: Numbers in brackets are percentages. 



Table 2 provides a breakdown of the previous 
credentials of those accepted into the Diploma 
programme over the years 1981 and 1982. One 
can see that for the English group over one third 
either possess an Honours degree or a Master's. 
For the Chinese group the proportion was much 
lower. However, in 1982 there was a decrease in 
the number of Pass degree holders in the 
Chinese group causing the proportion of 
Honours degree holders to increase. 

Taking all of the above information into 
account, one would expect a distribution of 
marks that reflected a considerably high level of 
performance. This is especially true fo: the 
English group who have over 30% trainees who 
had previously obtained an Honours degree. 
However, other factors previousl) mentior~ed 

such as ability to stand before a group of pupils, 
motivation, etc. will introduce some variation into 
the distribution and increase the likelihood of 
making some distinctions. 

Rather than report in this paper how well 
different schools and departments at I.E. have 
produced distributions to fit these expectations, 
the author leaves that task to them. The proposal 
presented here is that departments and schools 
do riot compare their distribution of marks with 
one another. Rather, they should compare the 
distribution of marks with the above expecta- 
tions. If they find considerable deviation, they 
should investigate either the quality of their 
training components and/or the reliability and 
validity of their assessment programme. 
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Research and Teacher 
Education: An Australian 
Perspective 

The purpose of this paper is to highlight some 
of the ways in which educational research has 
contributed to or illuminated the processes of 
teacher education in Australia. It is concerned 
with the continuous spectrum of teacher deve- 
lopment from pre-service courses to in-service 
education both formal and on-the-job. 

In order to fulfil this task, I have found it 
desirable not only to review studies directly 
concerned with the teacher education process, 
but also studies concerned with broader aspects 
of schooling and education generally. At the 
same time, it is clear that educational research 
comes in many forms and serves different 
,purposes. Survey research may open a field of 
enquiry but seldom adequately explains the 
phenomena ihat it reports. Traditional research 
and development procedures do not necessarily 
produce hoped for changes in particular con- 
texts, but may make some aspects of their func- 
tioning more efficient. 

Certainly there are now available many 
possible research modes which may suit 
different purposes - experimental vs. descrip- 
tive, use of statistical sampling vs. studies in 
detail of a single case or of just a few cases; non- 
intervention research, with investigator as 
observer, vs. action research, with investigator as 
participant or participant observer. (Elliot, 1978, 
Kemmis, 1978; Ball, 1982) exploratory vs. con- 
firmatory (e.g. Dockrell, 1980); conclusion- 
based vs. decision-based (Cronbach and 
Suppes, 1969). 

A good recent example of several of these 
modes and functions is provided by the "Super- 
vision Development Project" (Turney et al, 1982). 
which used survey evidence on the supervision 
of practice teaching as well as an analysis of 
practice teaching processes in order to develop 
materials for the training of supervisory per- 
sonnel. The development of the materials utilized 
decision-based research and formative evalua- 
tion. The next step might well be one of evalua- 
tion of the materials as they become more widely 
used. The existence of the project was in itself the 
result of a policy decision made by the then 
Education Research and Development Com- 
mittee, based on accumulating evidence on both 
the centrality of the practicum in pre-service 
teacher education and the shortfalls in the ex- 
perience of many students in practice teaching. 

A project such as the Supervision Develop 
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ment Project which is concerned with the 
process of teacher education itself has obvious 
relevance, but other fields of educational re- 
search may be potentially just as important to the 
teacher education task. In order of apparent 
proximity to this task, we might list the teacher 
education process itself, teaching in schools, 
school learning, and the general education pro- 
cess in its social, economic, political, and ideo- 
logical settings. 

The inter-relationships between these dif- 
ferent areas of concern have important implica- 
tions. First, teacher education as a research field 
has its own areas of interest. These include the 
organization of teacher education, teacher 
learning, and personal development, but the 
study of these is likely to lead to barren results 
unless also accompanied by an adequate con- 
sideration of the content which teachers need to 
learn about. The content .is largely the process 
and substance of their own teaching and work in 
the school setting and the learning of their 
students. 

Second, much 'of teacher education is in- 
timately related to school improvement. What 
counts as good teaching is not independent of 
the school learning context (e.g. Brophy, 1979). 
The development of the organizational context of 
the school may be a necessary co-requisite to 
teacher development, and research into teacher 
education necessarily related to research and 
development in administration and curriculum. 
As a further result, it may be possible to deal with 
the complexity of these relationships for any 
particular teacher by regarding much of teacher 
education as learning on the job. The ways in 
which this can be organized, and yet offer 
teachers the enrichment of conclusion-based 
knowledge and the chance of "stand off" from 
their immediate context, then becomes an 
important problem. 

Third, teacher education is necessarily con- 
cerned with learning - of school pupils as a 
matter of content, and of teachers themselves, as 
a matter of process. There are certainly similari- 
ties between these two, but, as argued by 
Corrigan, Haberman and Howie (1979) and 
others, adult learning has distinctive charac- 
teristics. In the case of teachers, extra considera- 
tions include career pressures, exercise of auto- 
nomy and "ownership", organizational pres- 
sures, and the immediacy of the consequences of 



behaviour changes and the related risk factors. 
(See also Bolam, 1980). 

Learning Tasks in Teacher Education 
The learning tasks of a teacher necessarily 

change with his or her experience. The elements 
common to all levels of experience may be 
expressed schematically as in Figure 1. It is 
posited that the primary focus is the conversion 
of a plan or intention into a state of reality. The 
teacher attempts to have students understand an 
explanation, answer questions, demonstrate 
knowledge, follow certain instructions, solve 
problems, and so on. Irrespective of the type and 
climate of schooling, it is difficult to imagine a 
situation in which teachers do not have an image 
of the classroom events which will accompany 
and follow their efforts. For the experienced 
teacher much of the flow between his or her 
intention and the consequential events is under 
control, and uncertainty only arises in the course 
of deliberate experimentation. For the novice, 
this is not the case and the need to gain this 
control over events is generally held to be 
paramount. Consequentially much of the re- 
search in preservice teacher education focuses 
on this aspect, usually in the form of research on 
the practicum and microteaching. 

A second major aspect of preservice educa- 
tion is helping the student teacher actually form 
intentions, that is, in planning. Student teachers' 
planning may derive from the following of 
recipes, from socialization into existing school 
patterns, or from a rationale rooted in some 
theoretical position, no matter how concealed or 
implicit. There are dangers in each of these 
possibilities. Planning only according to recipes 
is likely to be unresponsive to feedback from 

teaching itself, resulting in ritualistic prepara- 
tion which does not help the student control 
classroom events. Planning by generalization 
from existing school patterns is likely to provide 
most control initially, but may have the effect of 
narrowing the range of responses of wh~ch the 
teacher is capable. Attempting to use theoretical 
principles and research generalization as a basis 
of planning may lead to resourcefulness and 
adaptability, but there is a danger that the 
beginning teacher will fail to link the theory 
propositions with experience of classroom 
reality, so that the "theories" become isolated 
and practically meaningless and the student 
teacher must rely on his or her own practical 
generalizations. These various pathways to com- 
petence each have their advocates and mani- 
festations in pre-service teacher education pro- 
cedures. They provide an important ground for 
research. 

A third, and related aspect of preservice 
education, is how student teachers gain educa- 
tional knowledge. This problem is inherent in the 
one just described, but it is worth stating 
separately since one aim frequently given for 
pre-service courses is that they will provide 
students with theoretical knowledge which may 
help them learn from experience once they are 
actually teaching. This may be a sensible aim, but 
much would depend on the quality of the know- 
ledge gained - whether it was easily related to 
the exigencies ' of teaching experience and 
whether it was capable of suggesting or evaluat- 
ing alternative options in day to day decision- 
making. These outcomes in turn might depend 
on the balance of instruction, experience, and 
discussion in the development of the knowledge. 
This is the third area of research to be con- 
sidered. 
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Figure 1. Teacher Learning Tasks. 



One example of a research and development 
approach which illustrates all three of these 
areas of enquiry is concerned with the use of 
"school-based" or "school-focused" preservice 
courses. These are distinguished from more 
traditional approaches not only by the amount of 
time student teachers spend in their practice 
schools, but by attempts to integrate on-campus 
"theory" and school experiences, by the closer 
involvement of cooperating supervising 
teachers, and by a closer identification of tertiary 
staff with the school setting. Studies into this 
type of approach necessarily examine the deve- 
lopment of practical competence, the develop- 
ment of planning skills, and the availability, 
utility, and quality of the student's knowledge. 

The learning tasks of serving teachers may be 
referred to the same framework as for preservice 
teachers, altnough the issues change. Some of 
the most salient issues include: the definition of 
the teacher's role, the relationship between 
teacher education and school improvement, the 
nature of influences on current teaching prac- 
tices, and the relationship between formal 
teacher education courses and other aspects of 
professional development. An important, but 
perhaps neglected, issue is the relationship be- 
tween pre-service and in-service teacher 
education. 

A Framework for Discussing Research 
Related to Teacher Education 

The two types of concern discussed above - 
the fields of research pertinent to teacher educa- 
tion and the learning tasks of teachers - can be 
conveniently used to provide an overall frame 
work for discussing the relevance of research in 
and to teacher education. On the one hand, there 
are the two broad fields - the school educational 
process and the teacher education process. On 
the other, there are different foci - whether the 
research is primarily concerned with the identifi- 
cation of patterns, with the improvement of 
practice, or with the elaboration of theory. In 
practice, any research project is likely to be 
concerned with more than one of these, but one 
of them may be emphasised. 

Within this framework, research projects con- 
cerned specifically with teacher education may 
be conveniently categorized as those which in 
some way portray the state of the art generally, 
those concerned with the theory-practice link, 
and others concerned with more specific topics 
such as selection of students. Closely related 
projects concerned with general educational 
processes also include broad surveys as well as 
those concerned with curriculum and school 
development, particularly school-based develop- 
ment research on teaching, research on specific 

groups of students and student learning 
processes, and studies of the roles of school 
principals. 

The State of the Art in Teacher Education 
"State of the art" surveys and evaluations 

serve the function of highlighting major trends 
and revealing trouble spots. One of the most 
interesting of such reports was that of Batten 
(1979), which attempted to synthesise the find- 
ings of a number of evaluations of different 
aspects of the Australian Schools Commission's 
Teacher Development Program. Batten con- 
cluded inter alia that 
- there has been increasing recognition of 

the value of in-service education 
- teachers have become most involved 

where they have also contributed to course 
planning and follow-up 

- individual teachers need continued 
support from courses and school per- 
sonnel in order to implement methods and 
reinforce attitudes resulting from courses 

- schools need to plan a continuing program 
of development, making use of the contri- 
bution of those teachers who have taken in- 
service courses 

- there is a need to establish links between 
pre-serivce and in-service education of 
teachers 

- peer group influence is of major impor- 
tance in teacher development 

- school-centred professional development 
has been received wit h universal acclaim. 

These principles focus on the professional 
development of the teacher. However, Batten 
(1979; 287-288) also refers to the "perpetual cry 
from teachers that in-service work should be 
directly relevant to their work in the classroom". 
Similarly, Logan and Dore (1976) after inter- 
viewing g~oups of teachers and administrators 
concluded that ' the school should be the focus 
and venue of in-service education and that 
guided self analysis and seeking solutions to 
problems should be the basic mode. Skilbeck, 
Evans, and Harvey (1977; 159) came to a like 
conclusion from a range of case studies of in- 
service education that "the concepts and prac- 
tices of INSET and curriculum development are 
becoming blurred." 

This approach to in-service education has 
been developed and examined in a growing 
number of individual cases (e.g. Whitehead, 
1982; France and Wooton, 1982; Pirozzo, 1982) 
but it is by no means yet the prevailing one. A '  
different kind of break with traditional in-service 
education has been reported by Smyth (1981) 
who argues that the method of "clinical super- 
vision" (Goldhammer, 1969; Cogan, 1973) can be 



used to help teachers incorporate potentially 
useful findings from research on teaching into 
their own instructional repertoire. 

There are thus at least three possible 
approaches to in-service teacher education: (1) 
external focus, which seeks to help teachers 
develop new orientat ions, knowledge, and skills 
without particular consideration of their own 
school setting, (2) school-focused, with an 
essentially transmission model, involving the 
learning of externally developed skills in the 
school setting, and (3) school origin, with a basic 
problem solving model, involving groups of 
teachers in the identification and resolution of 
school problems and calling on external ex- 
pertise as needed. There is still the need for much 
research to suggest what might be viable mixes 
of these three approaches, the resources and 
changes to school organization needed, and 
their relative effectiveness. Certainly, the first 
approach, taken alone, does not appear to be 
directly effective. lngvarson (1982) asked Vic- 
torian teachers about the source of actual 
changes in their teaching. Of the 474 (out of 619) 
teachers who reported changes, many more 
mentioned &If-motivation, experience, better 
understanding of children, dissatisfaction with 
existing methods, and the like, than in-service 
activities. Discussion with, and observation of, 
other teachers were also very frequently men- 
tioned. Other research (Evans 1979, 1981; Cohen 
and Harrison, 1978) also emphasises the 
teacher's own knowledge and skill and the teach- 
ing skill and knowledge of team members. Ing- 
varson's data, however, also show that teachers 
readily attribute influence in their professional 
development not only to in-service education 
courses, but also to formal study, professional 
reading, original teacher training, and meetings 
in the school to discuss educational topics. 

These results suggest possible mechanisms 
for both professional development and school 
improvement. It seems that teachers are often 
impressed with what they learn from formal 
coursework, publications and in-service offer- 
ings, but that they are also often unable to apply' 
these learnings directly in their own school 
setting. On the other hand, problem situations 
are dealt with in school by individual teachers 
and groups of teachers. The question is to what 
extent a teacher's performance in these problem 
settings is enhanced by his or her general 
background knowledge? Can this approach of 
using indirect derived knowledge in specific 
situations be systematically improved? Is it 
better to focus in-service education much more 
closely on specific skills to be practised in the 
classroom under supervision? 

The testing of these questions has only begun 
to be taken on as a research problem. One 

notable feature of the evaluation studies so far 
undertaken is that the major dependent variable 
is the response of teachers rather than effects on 
school students. This may well be inevitable 
given the difficulties involved in controlling inter- 
mediate variables, but it does mean that research 
on relationships between teaching variables and 
student learning is a particularly necessary part 
of the chain of understanding. 

The effects of pre-service teacher education 
on the performance of student teachers and 
beginning teachers have been less well surveyed 
than for INSET, there being few large scale "state 
of the art" projects. However, one benchmark 
survey of the pre-service and initial in-service 
development of primary school teachers was 
completed in 1977 (Campbell, Evans, Philp, and 
Levis, 1977 and 1979, the STEP project: Study of 
Teacher Education Programs). This project was 
concerned with inputs into teacher education 
(recruits, college, staff, school staff, and program 
objectives), processes of teacher education 
(college climates, student learning processes, 
learning activities, practice teaching), attitudinal 
outcomes and beliefs of graduates and beginn- 
ing teachers, outcomes concerned with the 
learning of teaching skills, and influences on 
these outcomes. The study sought responses 
from students in each year of the program and 
graduates, in their first three years of teaching, 
associated with some 17 colleges throughout 
Australia, together with lecturers, supervising 
teachers in practice schools, school principals, 
and senior school system personnel. Some of the 
main findings from this study were as follows: 

1. There was a very high level of agreement 
among various groups in the educational com- 
munity on the actual levels of competence of 
graduates. Competence was highest for lesson 
preparation and traditional expository teaching 
sktlls, least for the techniques associated with 
personalization of teaching and more open 
teaching styles. Later work (Evans, 1981) con- 
firms that this is also true for experienced 
teachers. 

2. As far as ideals are concerned, all groups 
approve a high degree of individualization and 
attention to the processes of learning, but, if 
lock-step procedures, repetitive practice, and 
harsh disciplinary procedures are rejected, so 
too is permissiveness and overmuch pupil auto- 
nomy. 

3. There is a mismatch between "theory and 
practice". The gap is demonstrated in the useof 
"whole class" and directive teaching as against 
individualized and diverse classroom activities. 
The former is performed more competently by 
graduates, but valued less by all groups. 

By 1977, there were two attempts to cope with 
this problem - by increased use of competency 



based programs and microteacuing procedures, 
on the one hand, and by use of school-based 
courses, on the other. At that stage, however, 
there were relatively few of the latter, although 
the former was a little more common. 

4. Practice teaching experiences were not 
generally incorporated into college seminars, 
tutorials or lectures. There was thus thought to 
be generally poor communication between the 
college and the school, with little concentration 
of purpose. Practice teaching was then, and still 
appears to be, controlled by the practice schools. 
College staff were often concerned about the 
advice given by teachers to their student 
teachers but did little to counteract it. Students 
thought that the colleges did not prepare them 
adequately in teaching skills. 

5. Both student teachers and college staff 
were in agreement that there was too little 
emphasis on the personal development of 
students. Students wished to see less emphasis 
qn formal lectures and classes and more on 
informal learning, practical teaching experience, 
and microteaching. 

A somewhat different approach to survey 
development in teacher education was reported 
by Turney (1977) through the national study of 
innovation in teacher education. Turney and his 
colleagues examined a large number of pre- 
service cQurses throughout the country in an 
attempt to draw out the major innovatory themes, 
which, again, presumably reflect the most salient 
issues. Among these themes were (i) an analysis 
of teacher roles into requisite skills and under- 
standing~ and the development of courses and 
resources to promote them; (ii) developing 
courses which recognize the individual and per- 
sonal needs of students; (iii) practising in teacher 
education the same teaching and learning stra- 
tegies and technologies that are advocated for 
schools (i.e. practise what you preach!); (iv) 
integration of educational theory and research 
with practical experiences; (v) providing for a 
smooth transition to full teaching responsibilities 
and for continuing interest in professional 
development; (vi) developing short and long- 
term goals in terms of continuity and change in 
education and society. 

One other example of a national survey con- 
cerns the induction of beginning teachers. 
Tisher, Fyfield and Taylor (1979) surveyed a 
national sample of 1,624 beginning teachers, and 
695 of their school principals, in order to identify 
their expectations, satisfactions, concerns, and 
provisions for their development. As far as the 
first two of these are concerned, about three- 
quarters or more of these teachers maintained 
that they were satisfied with many aspects of 
their first appointment and that they managed to 
control classes, assess students, and devise 

adequate schemes of work. About half the 
beginning teachers, however, expressed worry in 
each of the following: teaching of immigrants, 
slow learners, and groups with a wide range of 
ability; motivating pupils; teaching specific skills; 
discovering the level at which to teach; and 
evaluating their own teaching. These concerns, 
which reflect some of those identified in the 
STEP project, point to the need for special 
provisions for beginning teachers, such as pro- 
viding them with written materials explaining 
school matters, help in class management and 
the production of work programs, consultations 
with experienced teachers, attending group 
meetings for beginning teachers, observing 
other teachers at work, and looking at local 
education resources. These opportunities were 
provided for between 40 and 75 per cent of the 
beginning teachers. 

These surveys on in-service development, 
pre-service education, and induction, were 
basically concerned with patterns of action, 
rather than directly improving practice. The 
issues raised have remained current and subject 
to further theoretical analysis as well as giving 
rise to a number of attempts at developing 
practical solutions, particularly concerned with 
the link between theory and practice. 

The State of the Art in General Education 
A number of Wide-scale survey projects has 

addressed issues in general education also. The 
three discussed briefly below are examples of 
those which bear very closely on the theme of 
this paper. 

The first refers to the definition of the 
teacher's task. One approach to this would be to 
survey community expectations of schooling 
and to specify teachers' tasks accordingly. There 
have been a number of attempts at this, which 
have encountered a variety of methodological 
difficulties (Mason, 1979). 

One study which may have overcome some of 
these difficulties is that of Campbell and 
Robinson (1979), who used an analysis of letters 
to papers, feature articles on education, and 
other media reports to construct a set of 
questions about the functions of schooling, 
teachers' roles in decision making, curriculum 
development, the knowledge which schools 
should develop, the treatment of values, student 
.motivation, and how to foster learning. They pre- 
sented their questions to a national sample of 
1,567 people, including teachers, students, 
parents, businessmen, and trade unionists. 

There was a very high degree of consensus on 
the tasks of schooling. Over 90% of the sample 
endorsed ''the established basics of reading, 



writing, arithmetic, and spelling," and nearly as 
many agreed with "how to assemble facts, pose 
questions, and arrive at tentative answers" and 
"how to discover new knowledge". About two- 
thirds of all groups agreed that students should 
learn that "all people have worth and value by 
virtue of being human", that children should 
"know their own feelings and personalities" and 
"that changes are occurring in Australian 
society". About two-thirds thought that teachers 
have a prime responsibility "to provide children 
with the opportunity to discuss value issues at 
the appropriate level and to develop tolerance of 
diverse values". Further, most of the respondents 
would like to have seen an increased emphasis 
on these various aims. 

At the same time, the respondents apparently 
had strong views about the ways in which 
teachers should work. There was general 
consensus among all groups in all states that "the 
primary role of professional educators in the 
authority structure is to convert broad curri- 
culum guidelines, determined by widely repre- 
sentative committees into specific learning ex- 
periences." There was considerably less en- 
thusiasm for the idea of teachers "working co- 
operatively with local community members and 
students in formulating educational goals, curri- 
cula, and teaching methods." Most business 
people and a majority of parents wanted an 
increase in liaison between teachers and 
employers and professional organizations, but 
were less keen about local community coopera- 
tion in curriculum making. While teachers 
generally endorsed the notion that curriculum 
development was a matter for "school com- 
munity, teachers, local community members, 
and, where appropriate, students", parents, 
businessmen, and unionists preferred the curri- 
culum to be developed by education officials in 
association with academic experts and re- 
searchers. Other studies (e.g. Hunt, 1979; 
Vacchini, 1977) indiciate that, as teachers see it, 
the community has little influence on their work. 

These findings contain hidden conflicts. The 
rhetoric of community participation and teacher- 
parent cooperation is well ahead of the practice. 
Yet the kinds of knowledge and schooling most 
approved, if they are to be realized, may require. 
.teachers and community members to work to- 
gether within the school. "How to assemble facts, 
pose questions, and arrive at tentative answers" 
is a different kind of knowledge goal from verbal 
recall or even "understanding of principles". The 
former is an intellectual skill which can only be' 
developed over many years. Its achievement 
requires a plan of teaching as much concerned 
with the procedures of dealing with knowledge in 
the classroom as with the sequencing of content 
and explanation. When the goal of teaching 

students ."how to assemblefacts, pose questions, 
and arrive at tentative answers" is applied to such, 
content areas as learning that "all people have 
worth and value by virtue of being human" or that 
"changes are occurring in Australian society", 
and when the substance to which such in- 
tellectual skills are applied is the everyday reality 
of the students, the processes of curriculum 
development and teaching will also necessarily 
need the cooperation of the community that the 
school serves. 

Another study which poses challenges for 
teachers and teacher education is that reported 
by Meade (1981) of some 3,043 Sydney high 
school students, 690 of their parents, and 637 of 
their teachers. Meade and his colleague, the late 
Dr. Jean Martin, concentrated mainly on the 
perceptions of schooling held by students and 
parents. They found that students view teacher 
excellence mainly in terms of "non-academic" 
personal and professional qualities, and that a 
small minority of teachers are, on this count, 
unsuited to teaching. Meade drew obvious in- 
ferences for methods of selection, counselling 
opportunities for teachers, and the content of 
pre-service courses. He also found that both 
teachers and students expressed feelings of 
powerlessness in school decision making, the 
former feeling that their attempts at innovations 
were thwarted, the latter that they had in- 
sufficient control over their own programs of 
study. Again there was very little of the partner- 
ship between students, teachers, and parents 
that some might hope for. While parents wished 
for better communication with teachers, most of 
them did not seek a decision-making role in.the 
curriculum. 

Research findings like these suggest that the 
teacher's task is, from the outset, problematic, 
clearly defined neither in terms of what is to be 
taught nor in terms of the teaching process. This 
means that teacher education also is unlikely to 
be directed by clear publiciy defined goals. The 
way out of this difficulty as far as schooling is 
concerned has been to charge schools more and 
more with the responsibility of curriculum for- 
mation and evaluation and the development of 
teaching methods and the assessment of 
students, with the expectation that these tasks 
would be tackled as problems to be solved jointly 
and progressively by the school and its com- 
munity. It is supposed that schools can be much 
more responsive to their particular communities 
than can a single central authority. The process. 
of devolution has only gone so far, however. 
There still remain syliabus statements for both 
primary and secondary education in most states 
and, as we have seen, neither teachers nor 
students are happy with the degree of autonomy 
they have gained. 



The shifting equilibrium between central 
control and school-based decision making has 
resulted in increased interest in research on 
school-based development. At the same time, 
there has been a corresponding interest, at both 
the pre-service and in-service levels, either in 
basing teacher education more in the school 
itself or in focusing it at issues seen by teachers 
to be of concern in their own schools and in their 
own teaching. 

One line of research which has emerged from 
this situation has been to enquire into what are 
the main classroom activities which teachers, 
use, how they make their decisions, and what 
influences them. Evans (1981), for example, 
conducted such a national survey of 772 teachers 
at junior secondary level from 97 schools. This 
survey indicated that while teachers hold a wide 
variety of teaching activities as very desirable, 
there appear to be constraints within the school 
context that differentially reduce the extent to 
which their goals are achieved. "Providing for 
student access to the teacher", for example, is 
both highly regarded and frequently practised by 
most teachers; so too is "providing encourage- 
mevt or approval and praise." On the other hand, 
there were a number of activities seen as very 
desirable but relatively less frequently used - for 
example, "helping students become more aware. 
of their own values and abilities" or "providing 
students with marks or comments about their 
performance almost immediately." These dif- 
ferences point to unfulfilled goals in curriculum 
planning, school organization, or teacher educa- 
tion. 

Again, other activities were judged by only 
some teachers as important to practise, and were 
rejected by others. Chief among these "con- 
troversial activities" were various types of teach- 
ing procedures aimed at enhancing student 
choice and autonomy, e.g. some choice by 
students of content, free student access to re- 
sources, use of small groups undertaking 
different tasks, and providing students with the 
opportunity to gather information, form and test 
hypotheses, produce arguments, cooperate in 
groups on projects, and the like. Apart from 
differences among students in their perceptions 
of how desirable these activities might be, they 
were practised much less frequently than 
teachers on the average considered ideal, again 
suggesting constraints in the school and/or 
needs in teacher education. 

There were several systematic group dif- 
ferences among teachers, particularly evident on 
responses to those items concerned in any way 
with offering students a degree of autonomy. 
Some of these were inter-state differences, 
teaching experience, and sex differences. The 
most marked source of variation, however, arose 

from what subject was taught to the particular 
class that the teacher was asked to report on. In 
teaching mathematics, and to some extent 
science, teachers offer considerably less auto- 
nomy or choice, and fewer opportunities for 
intellectual exploration, than they do in teaching 
subjects like music, art, social sciences, and 
English. Subject matter appears to control the 
nature of the classroom experience, at least in 
secondary schools, to an unexpected extent. 

The project was also concerned with the 
nature of the influences on teachers' activities. 
Outstandingly, the most frequently mentioned 
constraints or "discouragers" were seen as class 
size, time available to cover the work and school 
resources, and the most frequent "encouragers" 
of desirable activities were the teachers' "own 
knowledge", "own teaching skill" and the par- 
ticular students taught. As mentioned, the parti- 
cular subject taught also seems to generate its 
own influence. Of lesser importance, but still 
apparently strong encouragers of some teaching 
activities, were educational publications, the 
opportunity for discussion with other teachers, 
and the subject master or head of department. 
Other influences seen as constraints, were ex- 
ternal and school syllabuses, the availability of 
text books, the school timetable, and local 
examination or moderation systems. 

Although often thought to be important in- 
fluences on teachers, out-of-school sources 
such as inspectors, advisory teachers, in-service 
education, and subject and professional associa- 
tions were hardly ever chosen as either en- 
couragers or discouragers for teaching activities 
.of any kind. Community resources were not seen 
as strong influences while parents, and 
principals also, were only mentioned as in- 
fluences in encouraging teachers to use in- 
centives and to assess by marks rather than by 
comments and discussion. 

These findings illustrate the conclusions 
reached in much research (e.g. Perrott, 1979, 
Cohen and Harrison, 1982) that it is in the 
processes of the school and school system itself 
that teachers are most likely to find the motiva- 
tion for, and means of, genuine professional 
development. Whitehead (1982), for example, in 
reporting on a case study of four religious orders, 
concluded: "While opportunities for recurrent 
education for teachers have an important place, 
they should be considered in the context of the 
profound problems but great opportunities to 
which the renewal of the school community is the 
key". 

Some of the problems alluded to by White- 
head are indeed profound. They included the 
role of education for those who go from school to 
work or non-work rather than from school to 
college or university, the role of schooling in and 



for a multicultural society, the educational 
needs of minority groups, the avoidance of sex 
bias in schooling, education for international 
understanding, and education for technological 
change and environmental protection. To the 
extent that these are problems for schooling, and 
it is difficult to see how most of them can be 
avoided even by the most conservative curri- 
culum planners, they are also problems of 
teacher education. As a final example of state of 
the art research, it may be instructive to consider 
one of these areas - the first mentioned, which is 
most often studied under the name of "transition 
education." 

One notable project is that of Anderson and 
Blakers (1980) who have compiled an annotated 
bibliography of policy and trends, research, pro- 
grams, program materials, and other publica- 
tions concerned with the transition from school 
to work. The 1980 publication has been followed 
up with a periodical loose leaf publication of 
abstracts from the National Clearinghouse on 
Transition from School. The abstracts provide 
continuing up-todate information which may be 
used by teachers and others and hence go some 
way towards providing substantively for teacher 
education in this area. 

An example of a research project in this area, 
also with implications for teacher education, is 
that by Campbell and McMeniman (1983, in press 
a, b) whose task was to assess the impact of 
transition education programs in secondary 
schools. What they found was that, freed of the 
traditional constraints of an imposed curriculum, 
and with smaller class sizes and flexible time- 
tabling, teams of teachers in many schools were 
able to devise a learning context for their 
students which, in contrast to traditional Year 11 
settings for similar students, provided for the 
development of autonomy, initiative, decision- 
making skill, and care for others. Students who 
earlier had found themselves alienated by the 
school program, now wanted to learn, albeit on 
their own terms, and expressed positive feelings 
about the school setting. 

Such findings again demonstrate the relation- 
ship between curriculum demands, school or- 
ganization, and the ability of teachers to take on 
problems. Some of the successes in this case 
also point to the effectiveness of actual problems 
that teachers have the authority to tackle as a 
means of, and stimulus to, teacher education. 

The Link between Theory and Practice 
The perspective developed in this paper is one 

in which the reality of the school setting -either 
through realizing and testing propositions about 
education in school activities or through taking 
school activities and processes as the data to be 

critically analysed and reflected upon - is the 
focus of both pre-service and in-service educa- 
tion. This focus has in various ways influenced 
research in teacher education. Some examples 
include the Supervison Development Project, 
already mentioned, various projects on school- 
based teacher education both in-service and pre- 
service, the Teachers as Evaluaters project, and 
the growing use of action research. These pro- 
jects in some measure address the issues raised 
in the previous two sections. 

The Supervision Development Project 
(Turney et al, 1982), already mentioned, was 
based on the assumption that "ideally conceived 
the practicum is a purposeful series of super- 
vised professional experiences in which student ' 

teachers apply, refine and reconstruct theoreti- 
cal learnings and through which they develop 
their teaching competencies. (Page l)." The 
strategy used in the project was first to set up a 
framework based on an analysis of the practicum 
into three phases - pre-practicum, practicum, 
and post-practicum, and of the middle phase into 
some six supervision stages. Linked with these, 
the researchers defined some six inter-related 
supervisory roles - manager, counsellor, in- 
structor, observer, provider of feedback, and : 
evaluator. Following a review of research on the 
problems of the practicum and on the super- 
vision process, they undertook their own study of 
policies and supervision practices in institutions 
preparing teachers throughout Australia. 

Turney and his colleagues concluded that : 
much more time and thought should be given to 
the "specification of program purposes and their 
faithful translation into organizational arrange- 
ments and appropriate student experience," and 
'that there needs to be a much closer integration 
between the practicum and teacher education 
programs as a whole. One of the aspects of these 
concerns to which they devoted considerable 
attention was the selection and training of super- 
visors, an area in which their research found that 
"little has yet been achieved". The developmental 
aspect of the Supervision ~evelo~ment  Project j 
concentrated on relieving just this situation, and i 

resulted in a "Role Handbook" and video tapes 
which describe and dramatically illustrate six 
supervision roles - manager, counsellor, in- 
structor, observer, provider of feedback, and 
evaluator. 

This project is representative of those which i 
take research through to the development of ! 
materials aimed at actually improving practice in 
teacher education. Others of this kind include the 
Sydney Microskills Program (Turney, Owen, 
Hatton, Williams, and Cairns, 1975) and the 
Australian Science Teacher Education Program 
(ASTEP, 1976). Although very different in 
character from these, another tradition has been 



slowly developing in Australia over the past ! dozen years, also concerned directly with the 
1 improvement of practice. It is the movement 

towards school-based pre-service programs and 
school-focused in-service education, and, more 
recently, a growing interest in action research 
and "illuminative" evaluation methods. 

In some cases, the research component of 
these innovations has consisted in not much 
more than a detailed description of what 
happened, with evaluative and analytical com- 
ments. In others, this type of description is 
supported by more formal evaluation. Often, the 
process of school-based teacher education has 
been adopted without evaluation. 

One early example, at the pre-service level, of 
school-based teacher education, is provided by 
Dow (1979), whose book provides a case study of 
an innovative course (Course B) which was one 
of several options for graduate students taking 
the one year end-on teacher education course at 
the University of Melbourne in 1973 and sub- 
sequent years. Dow's book is the analytical case 
study of this course, which she initiated. There 
was also an external evaluation of the course 
(Orton, 1976). This course consisted in three 
main interrelated strands - practical work in 
school for two days, two days on the study of 
methods in two teaching subjects, and a day 
devoted to an integrated educational founda- 
tions course. What are distinctive was that 
university staff and supervising teachers in ttie 
schools cooperated very closely, and that events 
in the schools were made the data on which the 
rest of the course was based, both in the teaching 
of course work and through encouragement of 
reflection and inquiry. This type of approach was 
not then unique and has been repeated, for 
example, R. Smith et al in Turney (1977), D. Smith 
(1979), B. Evans (1980). The last of these in- 
volved, in some measure, role redefinitions for 
student teachers, teachers and college lecturers, 
all of whom participated in weekly seminars 
which tackled ongoing problems faced by the 
teachers in the school as well as the student 
teachers. In this case, in-service and pre-service 
education were both significantly involved. As 
well, the project was set more firmly in a theore- 
tical framework. 

A question raised by such studies, often of 
single cases, is the extent to which they can 
contribute generalizable evidence. In writing of a 
similar issue in Britain, Nisbet (1980) argued that 
action research and open ended inquiry, e.g. 
participant observation and illuminative evalua- 
tion, "offer a promise of transforming the whole 
field of educational research, if only we can 
prevent them from being used by people as a 
short-cut to 'instant research', to avoid the 
trouble of thought and planning, or to cover up a 

lack of knowledge or a willingness to submit 
one's ideas to the test of hard evidence." (p. 5) 
Given the uniqueness of innovations in areas 
such as curriculum development and teacher 
education, the often found infeasibility of using 
control groups, and the comfiexity of the con- 
ditions, processes, and outcomes involved the 
more traditional experimental and survey 
methods are frequently, but not always, inappro- 
priate, so that a prime task in educational re- 
search has been to develop the newer methods of 
action research and case study to the point 
where they do yield pertinent and reliable 
evidence. 

A good example of this preoccupation is a 
comprehensive set of course materials in case 
study developed for master's' level courses by 
Bartlett, Kemmis and -Gillard (1982) as a colla- 
borative venture between Deakin and Queens- 
land Universities. While case studies are 
generally non-interventionist, however, educa- 
tional innovations call for intervention, not 
necessarily by external researchers, but by the 
'participants themselves. In introducing "The 
Action Research Planner", Kemmis et al (1981) 
wrote: "The Action Research Planner is a pro- 
cedural guide for teachers and administrators 
interested in improvement and change in the 
school. It provides a way of thinking systema- 
tically about what happens in the school and the 
classroom, implementing action where improve- 
ments are thought to be.possible, and monitor- 
ing and evaluating the effects of the action with a 
view to continuing the improvement." 

Action Research is thus seen as a means of 
improving practice, of liberating the participants 
through reflection, and evaluating both the steps 
in the process and the outcomes. In a profound 
way, tfien, the cyclical processes of data getting, 
reflection, design, implementation and evalua- 
tion are the essence of research, but of particular 
interest to the theme of this paper perhaps is the 
documentation of the processes for the benefit of 
both the participants and others. Do these 
documents provide a sure footing for future steps 
and at the same time report faithfully and with 
fairness sufficient of the actions of various parti- 
cipants to explain the course that the program is 
taking or took? It would be difficult to claim that 
all of the problems of how to report this type of 
research have been solved, although some signi- 
ficant steps have been taken. Kemmis and 
Robottom (1982) for example have supplied a set 
of "principles of procedure" intended to 
guarantee both ethical and empirical account- 
ability. For example, they advocate an advisory 
committee in evaluation studies whose role is 'So 
evaluate the evaluation process, check emerging 
interpretations against available evidence, 
suggest further data-gathering activities, and to 



assist with the interpretation and irnplementa-. 
tion of the principles of procedure." 

Much of the methodology of both case study 
and action research was developed in the areas 
of school improvement and curriculum evalua- 
tion. Teacher education has a much closer link 
with these activities than merely sharing com- 
mon problems of evaluation. Teacher develop- 
ment, school improvement, and curriculum 
development are substantially linked to such an 
extent, that it might well be impossible for one to 
go ahead without the others. 

It is certainly true that teachers perceive in- 
school participation as a most potent form of in- 
service education. Batten (1979) quotes strong 
evidence from teachers and administrators in all 
systems for this view. The 197481 triennial 
report of the Schools Commission asserted not 
only its belief in the value of school-based 
decision making but also in its value as an impor- 
tant learning process for teachers. An earlier 
research study by Logan and Dore (1976) came 
to the same conclusion. In a similar vein, 
lngvarson and Northfield (undated) argue that 
for too long, the in-service education of teachers 
has been associated mainly with short-term, 
input-type events only indirectly linked with the 
day-to-day work of schools and classrooms. 
They have developed a bibliography of school- 
focused in-service education in Australia as a 
beginning to a project which aims at widely 
publicising examples among teachers them- 
selves. 

The evaluation component of school-based 
programs is an important part of their "research" 
quality. Here too, the decision making and action 
of groups of teachers can be a source of pro- 
fessional development. One systematic survey of 
school level evaluations was that in the Teachers 
as Evaluators Project (Hughes, Russell, and 
McConachy, 1979, 1980). The research com- 
ponent here was a detailed study of the school 
level reports which resulted in published guide- 
lines (Hughes, Russell, McConachy and Harlan, 
1979), that have in turn contributed to teacher 
development by offering such down to earth 
advice as "facilitate the problem identification so 
that the one chosen is of the greatest concern to 
the greatest number of participants." 

Conclusion 
I have tried here to provide examples of three 

types of research and the ways they affect 
teacher education. At one level, survey research, 
both in teacher education and in general educa- 
tional processes, provides some indication of the 
state of the art and of the main issues to be 
confronted in teacher education. 

At the second level, more traditional research 
and development activity, such as in the Super- 

vision Development Project may result in useful 
materials and procedures which can be adopted 
more or less,intact In ongoing courses or adapted 
to particular needs. To these may be added 
various curriculum development projects, such 
as the Social Education Materials Project (Currl- 
culum Development Centre, 1977) which entail 
much that can be called teacher education in 
their development and implementation. There 
have also been a number of attempts to dis- 
seminate the results of educational research to 
teachers. For example, each issue of the ACER 
publication, SET, comprises a set of unbound 
leaflets and articles which can be freely copied 
and are easily and quickly read. These digests 
present research information to teachers in a 
convenient form. 

One research area which has, surprisingly, 
made little formal impact on practice is that of 
classroom interaction research. Smyth (1981) 
has blamed this situation on the fact that 
"although workers on staff development and 
research on teaching have the broadly similar 
purpose of seeking to effect reform and improve- 
ment in schools, neither has engaged in exten- 
sive exchange with the other". He further argues 
that the validated findings on research on teach- 
ing should be systematically injected into school 
development procedures. A similar argument 
might also be made about the result of research 
in other areas, e.g. cognitive processes and deve- 
lopment. 

At the third level are a variety of attempts at 
school-based teacher education and school- 
based decision making and curriculum develop-. 
ment. Innovations of this kind are attractive 
because of the directness of the link between 
theory and practice and because of the involve- 
ment of the participants. They pose problems of 
an organizational kind because they overlap and 
blur traditional administrative categories. 

Similarly, they present difficulties for research 
because the data of interest are rich, interwoven, 
and, as yet, conceptually untidy. So far, too, the 
concentration in this approach has been on the 
procedures of change, and the substance of 
change has not been as well considered, as 
suggested above. 

If utilizing the powerful motivation and close 
ties with reality of solving problems in the school 
setting is perhaps the most salient of the issues 
facing teacher education in Australia, the press- 
ing research task is to perfect a methodology to 
match the problem. Beyond this lies the problem 
of giving teachers possession, in usable form, of 
a vast amount of knowledge from traditional 
educational research. The proper role of formal 
teacher education courses, both pre-service and 
in-service, in the newer school-based activity 
remains to be fully developed. , 
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Research and Teacher 
Education: A British 

Research on Teacher Education 
The title of a lecture or address is often the 

least important part of it. Sometimes, indeed, it is 
almost an after-thought. In the case of my 
address today, however, the words of the title are 
important. What one puts between 'research' and 
'teacher education' - on, or and, or in - makes a 
great deal of difference to the subject matter. 

Research on teacher education I take to be 
systematic attempts to collect facts about, to 
interpret, and to develop theories concerning the 
formal efforts of education systems to educate 
and train teachers for their tasks in classroom 
and school. 

Research in teacher education would, as I see 
it, be about how we might help future teachers to 
appreciate the values and limitations of research 
- in their own specialist subjects, not just in 
Education - how to use research findings, and 
how to carry out and participate in research that 
will improve their professional practice. 

Research and teacher education has to do 
with all the kinds of research - psychological, 
sociological, historical, philosophical - that are 
relevant to the study and improvement of the 
organ~sations, processes, and outcomes that 
constitute teacher education programmes. 

So, to a greater extent than usual in the title of 
a lecture, the choice of words defines rather 
precisely the focus and limitations of what 
follows. I shall be concerned with research on 
teacher education. Some of this may be relevant 
to the part that research can play in the education 
and training of teachers, and to a better under- 
standing of the relation of research and teacher 
education. But these are separate and larger 
subjects. I make no claim to deal with them today. 

The Scale of the Effort 
The sharp contrast in the volume of materials 

relevant to a lecture entitled 'Research on Tea- 
cher Education' as compared with one that has to 
do with research and teacher education deserves 
comment. I have recently been examining, for 
purpose of review, the latest (fifth) edition of the. 
Encyclopedia of Educational Research. Spon- 
sored by the American Educational Research 
Association, (AERA), the Encyclopedia first 
appeared in 1941. There were new editions in 
1950, 1960, and 1969. Now we have the fifth. It 
comes in four large volumes, containing 2,156 
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double column A4 (8" X 11") size pages. It is, I 
would stress, an encyclopedia of research, not of 
'Education' as such. Nearly all its many hundreds 
of authoritative articles contain material relevant 
to how we go about the education and training of 
teachers. A very much smaller number are re- 
levant to a lecture about research on teacher 
education. Perhaps in one sense both you and I 
should be grateful for that. But in another, it is 
perhaps rather disturbing that, in relation to the 
great body of literature that exists on other 
aspects of Education, and on subjects other than 
Education, rather little time and effort has been 
devoted to the systematic study how we educate 
and train the men and women whose work makes 
for the success or the failure of our schools. 

Why is this so? Why, when one can find a 
massive research literature on so many other 

'aspects of Education, are the pickings in respect 
of teacher education so meagre? Some might 
allege that it is due to the low status of work in the 
specialism, low even by the modest standards of 
educational research in general. Others would 
point to the small numbers of those engaged in 
universities, colleges and institutes of education 
who are directly concerned with the process of 
teacher education itself, as distinct from the 
school subjects that they profess, or the educa- 
tional specialisms - psychology, sociology, and 
so on -that they have been hired to teach. 

It might be argued that really high quality 
research needs early commitment, as is made by 
first-class honours graduates in physics, 
chemistry, languages or the social sciences. 
Research on teacher education does not fit in to 
any of the existing disciplinary paradigms, and is 
unlikely to appeal as a subject to bright young 
graduates.'Instead, much of the work that does 
get done is the product of the part-time labours of 
ex-school teachers who have acquired higher 
qualifications and been appointed to posts in 
schools and institutes of education. It is easy to 
point to the lack of funds available for research 
on the topic, and the urgent priorities that 
governments and research bodies have attached 
to other' matters, such as the improvement of 
reading, mathematical skills, the education of the 
,handicapped, the development of positive at- 
titudes towards industry and productive work. All 
these points are indeed relevant to understand- 
ing why comparatively little systematic research 
on teacher education has been undertaken but 



they do not in themselves suffice. 
There are two principal factors that interact 

together to account for our lack of systemati'c 
research effort in this field. They are, first, the 
nature of our beliefs about the possibilities and 
limitations of teacher education, and second, the 
reaction of disciplinary specialists to large, 
messy, multi-disciplinary problems, involving 
very large numbers of disparate variables, such 
as the teacher education scene presents. These 
beliefs and perceptions interact and reinforce 
each other. 

In nearly all systems, there is at least some 
measure of scepticism about the very concept of 
trying to 'train' a teacher. The higher the status of 
the teaching activity involved, the greater the 
scepticism. It shows itself at the one extreme in 
the old saw that 'teachers are born and not made', 
and, at the other, in the weight that researchers 
themselves are often willing to attach to 'situa- 
tional variables' in the analysis of teacher per- 
formance of learning outcomes. Scepticism, and 
a necessarily unpredictable 'situation' reflect and 
reinforce pessimism about our ability to disen- 
tangle the complex interactions between per- 
sonality, disposition, acquired knowledge and 
pedagogic skills on the part of the teacher, and 
motivation, response, attitudes to schooling and 
capacity for learning that characterise students 
in classroom and school settings. 

Such scepticism and pessimism do little to 
encourage large-scale expenditures on re- 
search. If the outcomes of training are so much 
less important than the effects of, for example, 
personality and prior experience, and the con- 
texts in which the teacher's task is performed are 
so variable and unpredictable, what is the point 
of spending a lot of money to obtain facts and 
findings that may be of little practical value and 
which are incapable of application in the real. 
world of schools and classroom? 

Raths and Katz (1982) on the basis of a recent 
survey of 88 teacher education instructors, came 
to the following somewhat gloomy conclusion: 

'One response suggested in our findings is 
that instructors believe that what contri- 
butes significantly to successful teaching 
are dispositions and other personal quali- 
ties which, in fact, cannot be taught in 
methods classes. This puts them in the 
position - no doubt a moralising one -of 
believing that which is more useful in the 
repertoire of the teacher cannot be taught 
by them, or perhaps by anyone, and con- 
versely that what can be taught is alright, 
but tangential and insignificant. If this 
characterisation of the thinking of peda- 
gogues themselves is close to the truth, 
they may be caught in a recursive cycle of 
events and behaviour something like the 

following: an instructor believes that what 
she can achieve is not very useful or signifi- 
cant, which in turn leads to low or dimi- 
nished effort in attempting new techniques 
or experimenting with alternative 
approaches, which in turn leads to low 
impact, followed by low effort, and a re- 
cursive cycle of low effort - low impact - 
low effort that is difficult to break. What 
may be missing, among other things, is 
educational and intellectual leadership 
within the institution and profession which 
would attempt to break the cycle, clarify the 
actual reward structure, change it if 
necessary, and confront some of the issues 
implied in trying to please students, 
colleagues and the ultimate clients, i.e. the 
schools, in a period of diminishing re- 
sources and decreasing public confidence' 
(p 282-283). 

Such scepticism on the part of teacher educa- 
tion practitioners, if general, raises serious ques- 
tions, which deserve a considered response. 

The Scope of Research on Teacher 
Education 

Whilst useful and important work has been 
done in recent years, particularly in the United 
States, which identifies and quantifies relation- 
ships between what have been called 'presage', 
'process', and 'product', variables, we should not 
take such work as defining the field of enquiry of 
teacher education research, nor should we be 
too optimistic about its capacity to influence the 
organisation, content and outcomes of teacher 
education programmes. Drummond and An- 
drews (1980) are among many authors who have 
noted how little changed teacher education pro- 
grammes are today from those which existed half 
a century ago. Houston and Newman (1982) 
state: 

'Despite the wide range of institutions with- 
in which teacher education programmes 
were conducted, they were amazingly 
similar and relatively unchanged during the 
past fifty years. . . . This similarity might be 
attributed to teacher certification require- 
ments, common requirements for the 
Baccalaureate degree, expanding govern- 
mental mandates for social reform, and the 
extensive communication network among 
educators' (p. 1881). 

This is, of course, a judgment about the overall 
structure of the programmes, about the propor- 
tions of time and attention given to e.g. general 
education, the teaching specialisation, educa-. 
tional foundations, field experiences and 
pedagogy. 



An interesting recent development is provided 
by the claims now being made by subject staff in 
institutes and departments of education for the 
significance of research in their own area of 
teaching as a way of enhancing the psycho- 
logical, sociological, and other Foundations 
knowledge of students. This also, of course, 
enables the staff concerned to claim a larger 
proportion of available teaching time for their 
subject. 

'. . . much of the work in teacher training I that was undertaken in the general educa- 

l tional theory context can now be 
: approached much more meaningfully 
1 through the mathematics-education con- 
/ text. One would therefore expect, and 

hope, to see the future mathematics 
teacher spending more training time in 
specifically mathematics-education activi- 
ties and less in the areas of the ~ndividual 
educational disciplines' (Bishop, 1982 P 
132). 

Given that, in general purpose teacher educa- 
tion institutions, students must acquire some 
knowledge of what they are going to teach, must 
develop an understanding of children, of the 
learning process, and of what works well and 
what doesn't as far as teaching methods are 
concerned, must try out their knowledge and 
ideas in actual classrooms, and must make some 
kind of selection from the range of things they 
can specialise in, it is unsurprising that a teacher 
educator fifty years ago would have no difficulty 
in recognising most of the programmes on offer 
today. I have argued elsewhere that it is a mistake 
to base perceptions of stability and change on 
organisational appearances. Oxford and Cam- 
bridge Universities are still structured today very 
much as they have been over the past 500 years. 
But the organisation and content of their teach- 
ing and research have changed out of all re- 
cognition. 

In teacher education a great deal has changed 
as far as content and approach are concerned. 
But how much of what has changed is a response 
to research on teacher education? In some 
places, not a lot. Elsewhere, particularly in some. 
institutions in the United States, where there has 
been a systematic attempt to incorporate the 
outcomes of, for example, behaviouristically- 
inclined studies into learning modules for 
specific teaching skills, such as questioning, 
motivating response, and diagnosing learning 
difficulties, the direct impact of research is more 
visible. Such research efforts, however valuable, 
do not provide us with a base on which to design, 
organise and conduct programmes of teacher 
preparation. They do not pretend to do so. Our 
model of what constitutes research on teacher 

education needs to be a good deal broader, 
taking in work on people - staff and students - 
on curriculum, (including practical teaching), on 
questions of teacher demand and supply, on the 
relation of in-service work to initial training, on 
the means of assessment we use in selecting and 
certificating students, on the analysis of institu- 
tional cultures, and on the part that teachers play 
in strengthening, sustaining - or even under- 
mining - particular orientations and emphasis 
within pluralist societies. The research agenda is 
as broad as the activity of teacher education 
itself. 

To take such a position might seem to favour 
the view of those who throw up their hands in 
despair at the number and complexity of the 
variables involved, or who even denigrate the role 
that research-based knowledge might play in the 
improvement of teacher preparation. This is a 
risk that must be taken. To recognise that the 
scope of research on teacher preparation is 
much broader than work on carefully selected 
and narrowly defined elements in performance 
and outcome, if it makes even more obvious the 
large gaps that exist in the knowledge base of the 
activity, does at least offer the prospect of find- 
ings that can be read and understood by those 
who administer and teach within the system. 

An illustration is provided by work on the 
origins, qualifications, experience and attitudes 
of staff of colleges, departments and institutes. It 
is a matter of importance that we have the fullest 
possible information about the men and women 
who are engaged in the process of preparing 
teachers. Without such information, based upon 
careful systematic research and frequently up- 
dated, we are likely to act upon misconceived 
hunches and impressions. This is not just a 
matter of surveying the number of years class- 
room experience that lecturers in Education 
possess, or the number of occasions during the 
last twelve months in which they have taught a 
class under normal conditions, or the level or the 
qualifications in relation to the courses for which 
they are responsible, and so forth, although even 
on these obvious aspects of the matter we have 
all too little up-to-date information. Interesting 
general questions also arise, such as the extent 
to which the knowledge and skill required to be 
an effective educator of teachers are specific to 
that task, and develop and become more effec- 
tive through experience as a teacher educator, 
rather than simply as a classroom teacher. In 
other words, what is the trade-off between recent 
and continuing class teaching experience on the 
one hand, and the forms of understanding that an 
experienced lecturer acquires through years of 
experience in a college or institute on the other? 

In discussing such issues, there is a tendency 
to employ metaphors from other professions that 



may or may not be valuable. The teaching 
hospital is often cited. Professors of surgery, it is 
contended, would soon lose credibility if they 
ceased to carry out operations. Surely, there- 
fore, those who claim to prepare teachers to work 
in classrooms need to be active practitioners with 
children of relevant ages, not simply with tertiary 
students? Perhaps so. And then again, perhaps 
not. I raise this question, not to offer an answer, 
but to suggest that simplistic metaphorical com- 
parisons, between occupations which are very 
different in terms of their technologies, their 
knowledge bases, their status and their organisa- 
tion, are not necessarily the best way to inform 
sensible decisions. 

~esearch on teacher educators is an essential 
aspect of research on teacher education. tts 
pursuit implies a model of teacher education 
research with a'wider range than, for example, 
that specified some years ago by Ned Gage (1972 
p 141) in his valuable study Teacher Effective- 
ness and Teacher Behavour: 

'Research on teacher education is that in 
which teachers' behaviours and charac- 
teristics are dependent variables, and ways 
of recruiting, selecting, and educating 
teachers are independent variables' 

The somewhat looser definition offered by B 
0 Smith (1971 p 2) at about the same time would 
encompass more of the work with which I am 
concerned, but is still too narrow for my purpose. 

'What is research on teacher education? In 
a sense this question is naive, for everyone 
must know already what teacher education 
is, and that research on it is simply the 
systematic study of problems that arise in 
the course of carrying it on. Generally 
speaking, research on teacher education 
attempts to answer the question of how the 
behaviour of an individual in preparation 
for teaching can be made to conform to 
acceptable patterns' 

We do need carefully defined, closely 
focussed research, directed to identifying re- 
lationships between inputs made during pro- 
grammes of teacher preparation, the develop- 
ment of teacher competencies, teacher perfor- 
mance and student outcomes, such as have been 
developed by a number of individuals, research 
projects and university departments in the 
United States and elsewhere. But if research on 
teacher education is to benefit the process that it 
.seeks to analyse, it must take in a much broader 
range of work, some of it necessarily much 
looser, more impressionistic and wider in scope, 
designed to extend and deepen the base of 
systematic knowledge on which judgments and 
decisions about numbers and supply, selection 
and recruitment, curriculum and assessment, 

certification and induction, in-service refresh- 
ment and training for specialised roles, are' or- 
ganised and conducted. 

Research and Curriculum Development in 
Teacher Education 

What place is there within the concept of 
research on teacher education adopted in this 
lecture for large-scale development work such as 
went on in a number of American universities 
during the late 'sixties and early 'seventies, and 
which, on a more modest scale, is still being 
pursued today in the United States, Australia, 
Great Britain and elsewhere in the English speak- 
ing world? 

It may be helpful to refresh our minds as to the 
content of some of the developmental models 
involved. They focussed upon the improvement 
of teaching in primary schools, and were initially 
supported by the US Office of Education. It had 
originally been intended to design a variety of 
innovative models, and then to test each of them 
with a view to selecting those for implementa- 
tion that satisfied stringent success criteria. The 
testing state was not in fact undertaken, although 
many of the models received wide publicity, and 
exerted influence beyond the programmes of the 
institutions from which they originated. Joyce 
(1972) (quoted by Houston and Newman (1982) ) 
summarised the different approaches as 
focussing upon the teacher as an instructional 
manager (Florida State); objectives-based 
teacher education (Georgia); human relations, 
teaching skills and content-based teacher 
education (Mass.); the teacher as a behavioural 
scientist (Michigan State); the teacher as a pro- 
ducer of learnign (Northwest Regional Labora- 
tory); individualised instruction (Pittsburgh); in- 
tent, action, feed-back and modification in the 
teaching cycle (Syracuse); the teacher as in- 
novater (Teachers College, Columbia); and the 
teacher as a team member (Toledo). 

Houston and Newman (1982 p 1187) suggest 
that there were several common elements in 
these models: 

'Teachers were viewd as clinicians (in the 
medical sense), applied behavioural scien- 
tists, and members of a co-operative team. 
The models assumed that teacher com- 
petencies and behaviours could be de- 
fined, and programmes were proposed to 
teach mastery of the objectives largely 
through modularised instruction. All relied 
on the use of simulation laboratories and 
proposed long periods of training on an 
pre-service - in-service continuum' 

It seems likely that the distinctiveness of these 
models has been diluted by time, staff mobility, 



and experience. The popularity of some of the 
methods of instruction used by these pro- 
grammes waxed and waned over a relatively 
short period in the late 'sixties and 'seventies. In 
the early part of the dezade, it was estimated that 
77 per cent of teacher education programmes in 
the United States included a component of micro 
teaching, invented by Allen and Ryan at Stanford 
ten years earlier. Competency and performance 
based teacher education (C/PBTE) caught on 
fast and were mandated in a number of States. By 
1977 only just over a quarter of all teacher 
preparing institutions were not involved in some 
way in the implementation or exploration of 
CBTE programmes. This uninvolved proportion 
had grown to 41 per cent four years later. 
Projects were funded to develop 'protocol 
materials', whereby classroom situations were 
represented on tape, film, in print and by other 
means as a way of focussing student attention on 
actual classroom problems and providing oppor- 
tunities for tutor and students to apply analysis 
and interpretation in accordance with their other 
work in foundations, curriculum studies and 
pedagogy. Many institutions made widespread 
use of simulation and 'critical incident' tech- 
niques, presenting open-ended problems, 
derived from practice, in case form. Here again, 
whereas more than 60 per cent of teacher educa- 
tion programmes were using simulation in the 
early 'seventies, by the middle of the decade the 
proportion had fallen by nearly half. 

These models and techniques gained their 
rapid penetration from four main sources. 

First, generous funding was available, usually 
from Government sources, based upon re- 
cognition of the need to up-grade teacher pre- - paration and development in line with expansion 
of educational provision, a thrust to achieve 
greater educational equality, especially for 
hitherto under-privileged groups, and curri- 
culum change. 

Second. great hopes were invested in the 
possibilities of instructional technologies based 
upon behavioural psychology, free of long- 
standing and inhibiting disputes about values 
and purposes. 

Third, education authorities found themselves 
under pressure to be more accountable to their 
publics, and tended to respond favourably to 
approaches that offered measurable and 
quantifiable 'results'. 

Fourth, the availability of cheap audio re- 
production and the video camera, plus the 
greater portability of equipment, and cheaper 
reprographics, permitted and encouraged the 
development of such techniques as micro- 
teaching, simulation and protocol materials in 
ways that hardly would have been possible a 
generation earlier. 

Even if the number of institutions that 
consciously base their work on one or more 
teacher education 'models', or make systematic 
use of particular techniques is probably smaller 
than in the middle 'seventies, all of these develop- 
ments have left their mark on the teacher educa- 
tion scene. What were formerly seen and claimed 
by some as major break throughs have been re- 
evaluated as partial, but nonetheless useful, 
methods. Programmes have become more 
eclectic, but many stiil show'signs of the systema- 
tic development work that went on from the mid 
'sixties to mid 'seventies. Much of this work must 
be seen for what it was - development, rather 
than research. In a recent article on what has 
survived of C/PBTE in New York, Wendel (1982) 
has argued that six specific facets remain. 

"(l) Criterion-referenced assessment with 
extensive use of behavioural objectives 
remains. (2) The assessment of student 
learnings in the "methods" courses is 
accomplished more frequently with per- 
formance measures than with paper and 
pencil tests. (3) Student rewards of 
'passed" competencies are maintained in 
an appropriate office. (4) Professors of 
education are working closely with class- 
room teachers during field experiences. 
(5) Competencies in the affective domain 
are not ignored by education faculty 
members. (6) Education faculty members 
are in regular communication with each 
other for planning, conducting, and 
evaluating student experiences." (p30) 

Apparently the concept of student self pacing 
utilizing modular approaches has not been 
widely adopted; there is less individualized 
instruction than had been hoped, and schools 
have not adopted C/PBTE on the basis of college 
student field experiences. 

Evaluation was always recognised as one of 
the greatest problems of innovations of this kind, 
and was seldom attempted on a scale and with 
adequate thoroughness to validate one approach 
or method against another. In particular, the 
impact of much of this development work was 
blunted by the absence of generalisable criteria 
of teacher effectiveness, a subject on which a 
great deal of research effort has been expended. 

Teaching effectiveness research is really a 
sub-set of the larger category of 'research on 
teaching'. Dunkin and Biddle (1974 p 3) are 
rigorous in their definition of what research on 
teaching comprises. 

For them, no study is included that does not 
involve 'systematic observation of teaching in 
classrooms'. This excludes: 

'Investigations conducted with white rats, 
planaria, or pre-school children, observa- 



tions of teacher and pupil behaviour in non- 
classroom contexts, studies of the back- 
grounds and characteristics of teachers, 
pupils or others concerned with education 
except as that have been related to class- 
room behaviour; field surveys of school 
characteristics such as size of classrooms 
or per pupil expenditures unless they have 
included observations of classroom be- 
haviour; experiments in which an innova- 
tion is introduced into the classroom (such 
as a new curriculum or teaching device) 
and evaluated against the criterion of pupil 
achievement without study of the actual 
teaching process with which it was 
mediated; investigations in which teachers, 
pupils, school principals, or others are 
asked to report or rate classroom events 
which they saw - but the investigators did 
not '. 

Earlier work on teacher effectiveness was 
heavily biased in the direction of listing personal 
characteristics deemed by large numbers of 
observers to be associated with 'effectiveness', 
such as the qualities of adaptability, considerate- 
ness, enthusiasm, good judgement, honesty and 
magnetism that emerged as the top six charac- 
teristics from the Commonwealth Teacher Train- 
ing Study (Charters and Waples, 1929), or were 
based upon rating scales applied by different 
observers in large numbers of classrooms. 

The unreliability and lack of validity of such 
procedures was increasingly recognised. In the 
late 'fifties and early 'sixties efforts were made to 
refine the categories employed and to use what 
Gage (1972) and others have called 'low in- 
ference' observation schedules, relying upon 
clear instances of specific teaching behaviours, 
capable of being recorded with a high degree of 
reliability. 

A great number of studies pubfished in the 
'seventies used these schedules as part of what 
has come to be known as 'process-product' 
research and which classified the elements of 
teaching and learning in a much less ambiguous 
and more objective fashion than had hitherto 
been the case. Medley (1982 p 1899) has 
suggested that the definition of teacher effective- 
ness requires systematic attention to be given to 
nine important types of variables, and the re- 
lations between them. The five that are labelled 
'pre-existing teacher characteristics', 'teacher 
competencies', 'teacher performance', 'pupil 
learning experiences', and 'pupil learning out- 
comes' are influenced at particular stages by the 
processes of teacher training, the nature of the 
external context of performance, the internal 
classroom situation and the characteristics of 
individual pupils. 

Medley (1982 p 1900-1901) has summarised 
the way in which research designs employing the 
concepts might be applied in the following terms: 
(See Appendix 2) 

'The principal aim of research in teacher 
effectiveness is to add to knowledge of 
inter-relationships along the upper line of 
the diagram . . . so that information about 
variables in each cell can be used by 
decision makers to maximise the pupil 
learning outcomes each teacher produces. 
The general strategy for the research is to 
inter-relate variables in adjacent cells, 
taking into account variables in the off-line 
cell that directly affect the relationship. 
Thus teacher competencies and teacher 
performance variables might be inter-re- 
lated, making due allowance for external 
context variables'. 

Teacher effectiveness is obviously of signi- 
ficance for teacher education. So is the develop- 
ment work on models of teaching that went on in 
the US during the early 'seventies. Both can make 
a contribution to, neither defines the field of, 
research on teacher education. 

Audience and Impact 
What impact does research on teacher educa- 

tion have? What is the audience for such re- 
search? 

In principle, research on teacher education 
should enable those who plan and administer 
institutions, organise programmes, write sylla- 
buses and teach and assess students, to inform 
their judgments and decisions with adequate 
bodies of relevant fact, employ more highly 
refined concepts in their discourse about Educa- 
tion, and order their perceptions, analyses, inter- 
pretations and actions in terms of theories with 
high explanatory power, and appropriate con- 
sistency and coherence. 

In practice, one suspects that life is not quite 
like this. Research does not simply yield 'find- 
ings' which can be 'applied'. T o  think that it does 
is to adopt a simplistic, scientistic, over-rational 
model of decision making and change that bears 
little relation to social, political and organisa- 
tional reality. If we are wise, we do not look to 
research simply for its results. The existence of 
research projects relevant to the problems of 
teacher education, conducted by competent 
workers, subject to appropriate forms of 
accountability and with adequate means for 
dissemination, does much more than simply 
yield 'results'. There are several additional 
benefits. 

First, the willingness of a system to devote 
resources to research, and to trust those con- 



cerned to be rigorous, discriminating, frank and 
truthful in undertaking and reporting upon their 
work, even if the overall scale of this enterprise 
remains modest, is an important earnest of 
intention. It signifies a willingness to be open to 
new ideas, to modify practices and procedures in 
the light of new knowledge, a desire to benefit 
from the work that has been done and is being 
done by others with similar interests and com- 
mitments.Only a fool believes that all educational 
judgments and decisions can be determined, 
eventually, by research-based knowledge. 
Manifestly they cannot. But there are many 
arenas in which costly mistakes could be avoided 
and useful gains made by taking into account the 
outcomes of educational research, especially 
when these are of a counter-intuitive nature. 

Second, the existence of research effort in 
particular subjects helps to sensitize planners 
and practitioners to the existence of phenomena 
and variables of which they might otherwise have 
remained ignorant or unsuspecting. Attitudes to 
secondary school organisation and student 
support in the United States and Europe have 
undoubtedly been influenced by the results of 
studies of the family origins of students, their 
regional distribution, the relation of their social 
backgrounds to the kinds of job they attain, and 
the relative success in the earnings league of 
people with various levels of qualification. 

Third, the existence of research in a given field 
creates or contributes to a network of men and 
women with related interests and concern. Given 
an appropriate institutional setting, researchers 
themselves are able to try out their ideas on 
colleagues and to benefit from interdisciplinary 
discussion and exchange, both formal and in- 
formal. Problems are shared, interim reports 
discussed and findings dissected at seminars, 
workshops, meetings and conferences, each 
expanding the number of those familiar with the 
existence of the work. 

Fourth, the experience that an individual or 
research team has in using particular techniques, 
of designing research instruments, collecting 
and classifying data, and interpreting the results 
of their analyses in terms of earlier and other on- 
going work, makes its contribution to the refine- 
ment and improvement of methodology, to the 
avoidance of error, and to the likelihood that 
further work will yield useful outcomes. 

Fifth, small-scale studies, which appear to add 
little to the sum of our knowledge about educa- 
tional process and practice, and to be of interest 
only to other researchers working in a very 
narrowly defined field - provided that they 
satisfy appropriate methodological criteria - 
add another small brick to the edifice of know- 
ledge. By means of what Glass and McGaw et a1 
(1981) call 'meta-analysis', it is possible to draw 

together large numbers of studies on cognate 
themes, with a view to determining whether the 
data indicates the presence of a regularity or 
tendency, the existence of which could certainly 
not be sustained on the basis of any one of the 
studies, but which taken together they may be 
seen to support. It is Simply not possible for 
every piece of work that is done, whether by an 
individual or by a team, to be targeted to a 
specific outcome or improvement. Take for 
example my own card systems, which I use as the 
basis for all that I write - including this lecture! 
For many years I have used 8" X 5" cards to write 
down notes on all that I read, to provide a record 
of quotations and references, and to list thoughts 
and' queries that arise and which require further 
egploration. A good deal of this note taking is 
done for specific projects - preparing a chapter 
for a book, writing an address, searching litera- 
ture in connection with a particular piece of 
small-scale research. But when I come actually 
to write the chapter, or prepare the lecture, or 
write up the literature review, I find that my 
collection of cards yields much more valuable 
material than those notes prepared for this 
specific purpose. There is a need for seren- 
dipidous reading and note taking, without any 
specific purpose in mind, of a kind that yields a 
back-up store of material, the relevance of which 
can only be perceived and drawn upon in relation 
to a later, more specific, project or undertaking. 

It is impossible to say, at the time of reading a 
particular book or filling in a particular card, what 
use might subsequently be made of it. That does 
not mean that it is useless. Only by maintaining a 
wide and catholic range of reading in the litera- 
ture of Education can one be in a position to 
place specific issues and incidents in an appro- 
priate context, and to see their potentiality in 
research terms. 

The academic needs 'leisure', and freedom 
from too many explicit commitments, not in 
order to cultivate his garden, or amuse himself 
with the sheer enjoyment of books, (though there 
is nothing wrong with either of those) but to 
undertake the reading, thinking and testing out 
of ideas with colleagues that constitutes the 
essential condition for subsequently under- 
taking successful research on topics and pro- 
blems yet to be defined. 

What, then, is the audience for educational 
research in general and teacher education re- 
search in particular? A common colloquial 
criticism suggests that the most frequently en- 
countered of all research findings is that more 
research on the topic at issue is necessary. The 
audience for the work of one education re- 
searcher is thus other persons with similar in- 
terests and involvement. Like all such criticisms, 
this one contains elements of both truth and 



over-simplification. Truth, because there are 
serious weaknesses in much research in our 
field, less today in methodology and the manipu- 
lation of data (both of which have been much 
helped by the availability of low cost computing 
facilities), more in the original statement of 
problems and the taxonomising of variables. To 
criticise research on the grounds that too many 
researchers write only for others of their same 
calling is, however, an over-simplification. It too 
readily assumes that the 'results' of a research 
project should in some way be available for 'use' 
by practitioners. It also neglects the vital func- 
tions of clarification and replication. 

In planning a programme of work individuals 
or research teams obtain from their literature 
searches and from close study of earlier related 
efforts a much clearer picture than would other- 
wise be available to them of the direction their 
efforts might take if useful results are to be 
generated, of pitfalls to be avoided and possibi- 
lities to be explored. In these senses, very little 
research, even bad research, is sheer 'waste'. The 
biggest danger from bad research is not its 
existence, but lack of systematic evaluation to 
enable us to judge the way in which it is bad. 
Another weakness of research efforts in Educa- 
tion is the lack of systematic replication. There 
are simply too many instruments, designs, 
models, frameworks, - the terms seem almost 
interchangeable - and too few are subjected to 
the rigorous evaluation and replication needed to 
establish validity and usefulness. Unfortunately, 
when such evaluation does take place, specially 
in respect of research that has obtained some 
measure of public attention, it is often then 
implied that the results are so flawed that they 
can be disregarded. The likelihood of a sensible 
appreciation of the strengths and weaknesses of 
particular findings is not enhanced when public 
interest establishes a wholly inappropriate con- 
text for the reception of the findings. Professor 
Entwistle (1976) has commented in relation to 
Neville Bennett's Teaching Styles and Pupil Pro- 
gress, the publication of which in the mid 'seven- 
ties attracted a good deal of press comment: 

'It came . . . as something of a shock that 
after one of the first popular reports of the 
early findings, newspapers proclaimed the 
message that primary teachers were 
moving back to traditional methods. The 
dangers in moving from research evidence 
to unfounded conjectures are clearly illus- 
trated here.Our findings suggest that no 
more than 17 per cent of teachers in our 
sample were using the progressive 
methods so enthusiastically endorsed by 
the Plowden Committee. Our results said 
nothing about changes in methods, but the 
newspaper reports had assumed that after 

Plowden in 1967 there had been a strong 
move in the direction of progressive 
methods. There is, in fact, little evidence to 
support this view'. (p viii) 

There is a prevalent belief in our field that 
anyone contemplating a PhD or other research 
project should start from scratch, rather than 
attempt through replication to confirm or dis- 
confirm earlier studies. Very little of the educa- 
tional research published in the journals and 
elsewhere is subject to any form of rigorous 
systematic appraisal. Its 'findings' tend in varying 
degree to find their way into the thinking and 
beliefs of the research and education com- 
munity, often to the detriment of high quality 
future work, and, when the Emperor is eventually 
seen to have no clothes, to the status of educa- 
tional research as an activity. 

If the hopes that I have expressed earlier in 
this lecture that research on teacher education 
will eventually lead to an improvement in the 
quality of both pre-service and in-service teacher 
education are to be fulfilled, effective links have 
somehow to be established between the work 
done by researchers and the decisions of class- 
room practitioners. To believe that this is secured 
by persuading students in colleges and Institutes 
of Education to read the Education journals and 
to 'apply' what they read to their practice is not 
simply naive, it is positively dangerous. If the 
research community itself is not sufficiently 
critical about its own products, teacher educa- 
tion students can hardly be expected to apply 
adequate criteria of their own to assess the 
reliability and validity of what they read or hear 
about. They pick up, as do we all, particular 
findings and outcomes that appear to justify 
existing or emergent practices, which are then 
quoted as a scientific justification for pre- 
existing judgments, for prejudices or for 
established habitual imitations of other prac- 
titioners. Many teachers also keep in memory, for 
use as appropriate, examples of what because it 
sharply cc nflicts with their own beliefs or 
habitual procedures they regard as 'useless' 
research. This hardly constitutes a considered 
application of research to practice, of a kind that 
we might wish to encourage and make more 
general. 

Clearly, students in initial training are not 
going to have'time, quite apart from anything 
else, to devote to reading research reports over 
the wide range of problems that fall within their 
sphere of practice. For the most part, they make 
no attempt to do so. What does happen is that 
authors of monographs and textbooks make 
themselves familiar with the literature on a par- 
ticular topic, and incorporate this in either raw or 
processed - sometimes, alas, rather half baked 
- form into their writings. Staff draw upon these 



sources in writing lectures, in responding to 
problems which emerge from field experience, 
and in seminars. Specialised agencies such as 
the National Foundation for Higher Education in 
England, the Australian Council and the New 
Zealand Council for Educational Research facili- 
tate this process by publishing, in popular form, 
research digests and summaries which bear 
upon problems of a kind that students and 
teachers are likely to encounter. I was very 
pleased to see that such a publication is now 
available in Singapore. It is an essential condition 
of educators being aware of relevant work, that 
appropriate means of disseminating research 
findings should exist, in a form likely to appeal to 
teachers and others who serve Education. 

But in all this, am I not beginning to move 
away from my original intention of speaking 
about research on teacher education, and mov- 
ing into the territory of 'research and teacher 
education'? Yes, to some extent, but with con- 
scious purpose. For what applies to the deter- 
mination of the audience for education research 
in general, and the means to ensure that it is duly 
served by appropriate publications and other 
forms of dissemination, applies pari passu to 
research on teacher education. Here, the au- 
dience is necessarily smaller, its interests more 
narrowly focussed. The people concerned in- 
clude those in Ministries and planning Depart- 
ments who make judgments and decisions about 
the structure and organisation of teacher educa- 
tion; the staff of the colleges, departments and 
institutes in which it is carried on; and those 
others, such as inspectors, advisers, curriculum 
development specialists and, to the extent that 
they are responsible for field experience, heads 
of schools who are engaged in the induction, 
INSET and other post-experience study under- 
taken by teachers. Here again, it is not simply a 
matter of some individual or group reading 
research reports and 'applying' them to practice. 
Given the wide range of subject matter and 
disciplines that are necessary if research on 
teacher education is to be conceived as some- 
thing more than a narrow behaviourally- 
oriented study of teacher performance and 
student outcome in terms of the acquisition of 
very limited kinds of knowledge and skill, then 
ways have to be found of evaluating and absorb- 
ing the requisite volume of relevant research 
effort. 

Using the Findings of Teacher Education 
Research 

A statement by Mclntyre (1980), who has 
himself made some significant contributions to 
research in our field, indicates the doubts that 
many now have about the manner in which 

findings from research on teaching can be 
employed for the improvement of teacher 
education. 

'As recently as 1970 some of us, for 
example those associated with micro 
teaching, thought that the findings of re- 
search on teaching could form the basis of 
a body of theoretical knowledge which 
would, more adequately than general 
social science theories, generate prescrip- 
tive principles which could form the core of 
a theoretical/practicaI teacher education 
programme. We were wrong. Not only has 
research on teaching so far failed to pro- 
duce any such body of knowledge; but 
further reflection on this research . . . leads 
to the conclusion that it will not be possible 
to produce such a .body of knowledge. My 
conclusion, therefore, is that there is not, 
nor could there be, any systematic corpus 
of theoretical knowledge from which 
prescriptions for teaching can be 
generated'. 

In common with other workers in these fields, 
Mclntyre comes to the conclusion that re- 
searchers need to move much closer towards 
teachers' own perspectives and definitions of 
their situation. Teacher education research here 
reflects the tensions that developed in the 'seven- 
ties between, on the one hand, the positivist 
tradition of empirical studies of teacher be- 
haviour, and on -the other, phenomenologically- 
inspired efforts to see problems as teachers saw 
them, and from this to generate research 
directed towards interpretation and action. 

As might perhaps be expected, these two 
approaches tend to yield rather different find- 
ings, even when directed towards the same 
subject matter. It has been argued, for example, 
(Brophy 1979) that classroom research indicates 
that effective teaching is characterised by d i r q  
instruction, high expectation, appropriate 
pacing, and the development of context specific 
relations. The 'direct instruction' referred to by 
Brophy is defined. by Rosenshine (1979) as 
'academically focussed, teacher directed class- 
rooms using sequence and structured material'. 
The classroom atmosphere is businesslike, task 
oriented, well controlled. Goals are clear, 
monitoring and assessment are much in 
evidence, the teacher is very much in charge. 
Children spend up to 70 per cent of their time 
working alone. As Rosenshine admits: 

'There is something grim about this picture 
of direct instruction: large groups, decision 
making by the teacher, limited choice of 
materials and activities by students, order- 
liness, factual questions, lirnited explora- 
tion of ideas, drill and high percentages of 



correct answers. . . Ths balance of the data 
until now does not show negative side 
effects' ( p  47). 

Such conclusions have not gone uncriticised. 
Peterson (1979) argues that 'effectiveness' can- 
not be assessed without reference to the goals of 
the teacher and the schools.. If these are strongly 
related to achievement, then direct instruction 
may indeed succeed. But if the school is con- 
cerned with 'creativity, independence, curiosity, 
and favourable attitudes towards school and 
learning . . . ' then a more open and indirect style 
of teaching seems most appropriate. 

It has been clear for some time, at least in the 
United States and t.he United Kingdom, that the 
practice and beliefs of large numbers of teachers 
do not coincide with those of the advocates of 
direct instruction. A decade ago, Resnick (1972) 
identified the difficulties that many young 
children experience in coping with the environ- 
mental complexities of the informal classroom. 
Studies such as those by Jackson and Belford 
(1965) had shown that teachers obtained their 
satisfaction more from short-term classroom 
feed-back than from tthe subsequent achieve- 
ments of their pupils: 

'. . . the outstanding elementary teacher 
does not often turn to objective measures 
of school achievement for evidence of her 
effectiveness and as a source of pro- 
fessional satisfaction. The question of how 
well she is doing seems to be answered for 
most of these teachers by the continual 
flow of information from the students 
during the teaching session. Spontaneous 
expressions of interest and enthusiasm are 
among most highly valued indicators of 
good teaching, although the quality of the 
students' contribution to daily sessions is 
also mentioned frequently' (p  276). 

A more recent study by Zahorik (1980) found 
that the teachers studied did not express much 
interest in student achievement. As the author 
noted, although the kind of teaching most 
directly related to  student achievement seems t o  
be 'direct instruction', the approach that teachers 
themselves recommend is in many ways con- 
trary, showing a preference for indirect instruc- 
tional techniques. 

Contasts between the outcomes of research in 
one tradition and that in another must not be 
exaggerated for effect. Studies that initially 
appear to fall into one or other category are 
revealed, on closer inspection, to  have many 
common elements. Broad, high inference 
categories such as 'clarity' in teaching, long 
regarded both in commonsense and research 
terms as associated with subsequent student 

achievement, turn out when analysed in depth to 
be composed of several significantly different 
elements. Nonetheless during the 'seventies the 
ascendency of the positivist, empirical, number- 
crunching model of research was strongly 
challenged by the growth of phenomenological, 
interpretive, action-oriented, ethnographic and 
case study approach many examples of which 
quickly assumed a place in the research citations 
and in the consciousness of lecturers and 
teachers. Erikson and Ellett (1982) suggest that 
there are four main lines of criticism directed at 
the plausibility of empirical educational re- 
search. 

The first criticism is methodological, having to 
do with the lack of opportunities for direct 
experimentation, the ambiguities of the correla- 
tion/causation relationship, and the inability of 
research in education to  yield firmly established 
causal generalistions. 

A second line of criticism relates to the com- 
plexity of educational and social phenomena. 
There are simply too many uncontrolled - and 
often unperceived - variables in real life situa- 
tions. This leaves us with the options of research 
designs in which the number of variables, in 
order to  be manageable, is so reduced that 
results are trivialised, or of retaining meaning 
and significance at the cost of imprecision, 
looseness and sometimes even conceptual con- 
fusion. 

A third weakness has t o  do with the dangers of 
reductionism, in which behaviour is analysed in 
relation to  sociobiological imperatives, and 
learning becomes in the last analysis a matter of 
physics and chemistry. 

Finally, the requirement that empirical re- 
search should be free of theory and interpreta- 
tion cannot be met. The very selection of re- 
search problems is determined by theories of one 
kind or another - of society, of human nature, of 
the possibilities and potentialities of learning. 
Erikson and Ellett conclude: 

'We hope to have altered the image of 
educational research as providing the firm 
generalisations on which we shouM base 
educational policy. Such an image is both 
untrue and damaging to educational re- 
search. It builds up  expectations that no 
fruitful educational research could satisfy. 
On the other hand, our interpretations, 
analyses, inquiries, and theories of educa- 
tion are a rich source of clues and hints that 
may prove useful to policy formulation. 
And, in that, educational research may 
serve educational practice in a far more 
important and profound way than the at-. 
tempt to translate research findings into 
educational policy directives' ( p  512). 



Agendas for Teacher Educational Re- 
search 

Having argued that teacher education re- 
search embraces much more than the 'applica- 
tion' to the training of teachers of findings on 
classroom research and studies of teaching 
effectiveness, it may be helpful in conclusion to 
look at one or two attempts to define and map the 
field that are consistent with this approach. 

Lilian Katz (1980, 1981) has defined teacher 
education itself in the following terms: 

'Teacher education consists of sets of 
events and activities which are deliberately 
intended to help candidates to acquire the 
skills, dispositions, knowledge, habits, at- 
titudes, values, norms, etc., which enable 
them to enter the occupation of teaching'. 

Research is thus an effort to understand these 
events, activities and processes in a systematic 
manner. 

Katz goes on to propose a matrix of research 
themes in teacher education, which contains 
cells defined by horizontal and vertical matrixes 
sub-divided into nine 'parameters' - goals, can- 
didates, staff, content, time, ethos, location, re- 
gulations and finances. As Katz notes, an almost 
limitless number of potential variables can be 
generated in relation to each parameter. The task 
of assigning priorities to research tasks would be 
necessarily dependent upon 'persuasive theo- 
ries' as to possible relationships between 
variables. Much of this work remains to be done. 

In a recent United Kingdom review of research 
in teacher education, Wragg (1982) has classified 
the fields of completed and published studies 
under six headings - general and specific re- 
views, research into student teachers and their 
backgrounds, the content of courses and 
structure of training institutions, teaching prac- 
tice and school experience, experiments in train- 
ing and research into in-service and post-ex- 
perience education. His introduction underlines 
a difficulty encountered by others who have 
previously sought to review research in this field 
(Taylor 1969). 

'A computer search of ERlC data basis 
perming descriptors such as 'Teacher 
Education' and 'Research' produced well 
over 500 references. With the inevitable 
redundancies expected in the computer 

retrieval of research data, which yields 
indiscriminately five year, five-volume 
nationally funded projects, and one-pagers 
from the Iowa Journal of Bright Ideas whilst 
Shaving, it was possible to reduce this by a 
half' (p  5). 

A comparison between the potential contents 
of Katz's matrix, and Wragg's list of completed 
work makes clear just how limited is the volume 
of research findings in teacher education. In 
comparison with many fields of scientific en- 
deavour, a few hundred reasonably up-tckdate 
studies, spread across a range of problems as 
large as those which feature in teacher educa- 
tion, is hardly such as to yield a substantial body 
of attested knowledge. 

The rationale for my own categorisation of 
completed and on-going work in this field, 
derives from the structuring of teacher education 
activity that 1 used in my Research and Reform in 
Teacher Education (1978). It is attached as an 
Appendix to this paper. 

Conclusion 
It would be foolhardy to argue that the views 

on research on teacher education offered in this 
lecture constitute 'British perspectives'. Any 
such claim would swiftly be contested by those of 
my countrymen who do not share my opinions 
about the wide scope of the subject, its lack of co- 
terminousity with teacher effectiveness and 
classroom research, the value of retaining an 
electric methodological base which has room 
for both positivistic and phenomenological 
approaches, the need to respect the sensitising, 
agenda-shaping functions of research and to be 
cautious about attempts to 'use' research find- 
ings as the basis of an instructional technology. It 
is these opinions that constitute the message of 
this lecture, and which reflect my own con- 
clusions about the kinds of problems that come 
within the rubric of research on teacher educa- 
tion. Others in Britain might come to very 
different conclusions. So might those from 
Malaysia, the Philippines, Australia and 
Singapore who are contributing to your con- 
tinuing consideration of the theme. Like you, I 
look forward to hearing what they have to say, 
and engaging in discussion about the future of 
work in this important field of research. 



APPENDIX I - Field experience: supervision, theory/practice 
integration, school involvement 

Fields of Teacher Education Research 
Certification 

Teacher Demand and Supply - Criteria 

- Demographic Forecasting - Phase/subject specificity 

- Phase and subject needs - Portability 

- Wastage - First appointment 

Recruitment and Selection 
- Trends in applications and acceptances 
- Qualifications of candidates 
- Comparisons with other occupations 
- Personality characteristics 
- Procedures for screening and selection 
- Validation of procedures against performance 

Personnel 
- Staff qualifications, social and personal 

characteristics 
- Students: social and educational background, 

attitudes, motivations, development, aspira- 
tions, placement 

- Supervising staff in schools 

Institutions 
- History and development 
- Structural location 
- Finance and administration 
- Control and accountability 
- Culture. climate and values 

Curriculum (Pre-service) 
- Structure and organisation 
- Pedagogy and assessment 
- Epistemology 

Introduction 
- Procedures and requirements 
- Assessment 
- Response 
- Monitoring 

In-service education and training 
- Provision: organisation, cover 
- Participation 
- Economic considerations 
- Outcomes 

Evaluation 
- Relations with other stages 

Advanced courses 
- Type and distribution 
- Participation 
- Impact upon practitioner and system 
- Credentialling 

Research 
- and/in/on teacher education 
- Organisation and finance 
- Agenda 
- Dissemination and impact 
- Trends 

Appendix 2 
- 

Preexisting Pupil Pupil 
Teacher Teacher 

teacher learning U learning 
Competencies Performance 

characteristics experiences outcomes 

Individual 
Teacher 
training context context characteristics 

(Medley, 1982 p 1899) 
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Introduction 
This paper is concerned with a review of the 

available literature and the issues and problems 
concerned with research on teacher education in 
Malaysia. 'Three reference appendices provide 
the basis for the discussion and represent a 
serious attempt in outlining the scope of the field. 
It should be noted at the outset that these 
reference appendices are not comprehensive nor 
exhaustive but represent a personal effort with 
the assistance of the Faculty's bibliographical 
and documentation assistant who was able to 
obtain a miscellaneous collection of documents 
from various sources. 

The Bibliography on Teaching and Teacher 
Training in Malaysia (Universiti Kebangsaan 
Malaysia Library, 1980) contains 227 citations 
under the heading of Teacher Training but 
makes no distinction between journal and news- 
paper articles, Ministry and conference reports, 
research papers and books. A total of 28 entries 
in Appendix C (Research Studies Relevant to 
Teacher Education in Malaysia) are not cited in 
the bibliography. The absence of any proper and 
thorough documen'tation on research on teacher 
education in Malaysia is a silent testimony to the 
amount of scholarly interest in and attention to' 
the field. 

Conferences on Teacher Education in 
Malaysia 

Appendix A lists the major conferences and 
seminars on teacher education in Malaysia from 
1970. This list excludes workshops and in- 
service courses on teacher education. From the 
point of view of research, the report on the 
National Seminar on Curriculum Development in 
Teacher Education, 1970 contains only one re- 
search paper entitled Teacher education sunfey 
- findings and implications (Sim Wong Kooi, 
1970, p. 40-81). This paper presented empirical 
information gathered through a questionnaire 
survey on the reactions of teacher educators, 
teachers and teacher-trainees to certain pro- 
posed patterns of teacher education. The survey 
was prompted by the deliberations of a Teacher 
Training Policy Review Committee of the 
Ministry of Education which had as its terms of 
reference '(a) to define the aims in the teacher 
training programmes . . . , (b) to review the 

courses of studies and syllabuses in relation to 
the proclaimed aims . . . ; and (c) to consider the 
desirability and feasibility of coordinating and 
integrating the teacher training programmes in 
the secondary and primary training colleges 
which hitherto have been separate . . . '. 

The major finding of the survey was that the 32 
suggested changes did not encounter any 

~ ~ 

serious opposition whatsoever, even though 
there were slight variations of support among the 
various groups of respondents. Under the head- 
ing 'Organization and Policy', it reports 
that 'it does appear that the mandate has been 
received to coordinate the primary and 
secondary teacher education programmes'. 
Under the heading 'Curriculum and Manifest 
Aims', it states that virtually 90 per cent of the res- 
pondents indicated that it was desirable to bring 
about a closer integration of teacher curriculum 
with the school curriculum (Al). Under the heading 
'Methods of Teaching and Supervision', it reports 
that the suggestion to focus on the art and science 
of teaching teachers to teach received considerable 
support. Specifically, the questionnaire item read 
as follows: 'there should be frequent academic 
discussions among lecturing staff on the art and 
science of teaching teachers how to teach, 
arising from comparisons of experience' (C5). 
Finally, under the fourth heading 'Examina- 
tions and Other Evaluation Procedures', there 
was support for the suggestion that 'subjects, 
other than basic ones, should be assessed 
internally, on a less formal basis, in terms of 
students' ability to adapt to new situations, such 
as their involvement in projects under the super- 
vision of lecturing staff' (D5). 

One of the major recommendations of the 
National Seminar in 1970 was that the integra- 
tion of primary and secondary training colleges 
was desirable in principle and that a select 
committee be formed to make a close study of the 
implications and problems involved. As a matter 
of fact, an Integrated Teacher Training Pro- 
gramme (ITTP) was implemented in 1973. (Re- 
ference: Appendix B No. 12 - Plan to integrate 
primary and secondary two year basic teacher 
training, Ministry of Education, 1972). Under this 
programme, students were trained either to 
teach from standard one through form one 
(Group A) or to teach from standard four 
through form three (Group B). During the first 
year of training, a common programme covered 



teaching from standard four to standard six, the 
middle childhood education. In the second year, 
Group A students elected to specialize in early 
childhood education while Group B students 
studied early adolescence education. 

Of major importance to the ITTP was the 
decision to restore the minimum entry qualifica- 
tion to teacher training colleges at the academic 
level of a school leaving certificate at the end of 
form five - the Malaysian Certificate of Educa- 
tion (or SPM) equivalent to GCE 0-level. 
Hitherto, the minimum entry qualification was set 
at the Lower Certificate of Education (or SRP) 
which was obtained at the end of form three of 
secondary school. The ITTP also abolished the 
classification of colleges into Day Training 
Colleges or Centres that trained teachers for 
primary schools and Malayan Teachers' 
Colleges that prepared teachers for lower 
secondary schools. 

Attention is now turned to the items marked 
Al, C5 and D5. As questionnaire items in the 
teacher education survey of 1970, they are repre- 
sentative of the majority of the 32 items on which 
the perceptions of various groups of respondents 
were sought. Examples of other items of interest 
are the following: 

A6 For other main or teaching subjects, give only 
a few lectures, for which the specialist 
lecturers could provide guidelines or 
crucial points to observe in teaching the 
subjects, additional notes and references 
etc. in order to enable the student to seek 
further information and materials on his 
own, if and when required to teach these 
subjects. 

C6 Interesting papers/articles on how to teach 
teachers to teach should be centrally and 
systematically collected and collated with a 
view to organising a special course for 
future teacher educators. 

D8 Systematic selfevaluation by lecturing 
staff should also be conducted perio- 
dically. 

Attention is focussed on such items since they 
represent important, perhaps crucial ideals in the 
development and practice of teacher education. 
What are the actual situations and what are the 
constraints, administrative or personal which limit 
the attainment of these ideals? These questions 
could become topics for research. For instance 
with respect to C5 - there should be frequent 
academic discussions among lecturing staff on 
the art and science of teaching teachers how 
to teach, arising from the comparisons of 
experience - this is a matter of concern, not 
only for the teacher training colleges which come 
under the aegis of the Ministry of Education but 
also for the departments of faculties of education 

which deal with the training of teachers for upper 
secondary education. The point of concern 
is not , only the infrequency of such 
academic discussions but with the relative 
paucity of published articles dealing with the 
subject. 

While the National Seminar of 1970 marked a 
turning point in the development of teacher 
education as carried out by the teacher training 
colleges, the Seminar on Evaluation of Teacher 
Education Curriculum in the Malaysian 
Teachers' Colleges, 1979 recommended that 
teacher education in the colleges be extended by 
one year to a three year programme. This recom- 
mendation was in fact implemented in May, 1981 
and coherent information concerning the new 
three year teacher training programme can be 
obtained in Pendidikan Guru - Terbitan Khas 
(Reference: Appendix B No. 2 - Teacher educa- 
tion, a special publication in connection with the 
Diamond Jubilee Celebration of the Teacher 
T~aining Division, Ministry of Education, 1982, p. 
7485). The official justification for the extension 
to a three year training programme, in addition to 
maintaining the present minimum entry qualifi- 
cations or even raising it to include Form Six 
qualifications, was that more time was needed 
in order to achieve the aims related to academic, 
professional and individual self development. 
This justification represented the expert opinion 
of those involved in the Seminar and was sup- 
ported by the findings of a survey report on 
the effects of the ITTP (Proceedings of the 
Seminar, 1979, p. 214-220: Laporan Soalsel~dik 
Kesan-Kesan Latihan Perguruan Bersepadu by 
Mohd. Yaacob b. Haji Mat Nong, Deputy Director 
of the Malaysian Education Staff Training Instl- 
tute (MESTI). 

Here again as in 1970 proposed changes in the 
pattern of teacher education in the training 
colleges was accompanied by a questionnaire 
survey which determined the perceptions of 
relevant respondents to fundamental changes 
and in the process served to give notice of 
impending changes. The use of a National 
Seminar to provide a wide forum for participation 
is equivalent to the use of Boards of Studies in the 
universities where structural changes in teacher 
education for graduate teachers are deliberated. 
For example, recently the Universiti Sains 
Malaysia proposed implementing a programme 
of studies leading to a Bachelor of Education 
degree (Reference: Appendix B, No. 17, 1982). 
This B. Ed. programme is additional to the 
current B.Sc. (Education)/B.A. (Education) 
degree programme where the intake of students 
is confined to school graduates with a Form Six 
qualification. The new B.Ed. programme will be 
open to trained teachers who are currently in 
service and who possess Form Six or 



equivalent qualifications together with at least' 3 
years of teaching experience, but those with 
Form Five qualifications and at least 5 years 
.teaching experience may be considered. The 
institution of the B. Ed. programme will provide 
an avenue for teachers in primary and secondary 
schools as well as education officers in the 
Ministry to obtain a first degree qualification. 

Seen in another context, the institution of the 
B. Ed. programme leads one to wonder whether 
in the future 'the current dichotomy between 
college training and university training of 
teachers will be linked-up. One possibility is that 
teachers' colleges will be annexed to Faculties of 
Education of Universities, thus providing 
mobility for graduates of teachers' colleges to 
continue their degree-level courses at univer- 
sities. As mentioned earlier on, another 
possibility is that one of the existing teachers' 
colleges may be granted degree-granting status 
and Faculties of Eduation at universities will then 
concentrate on post-graduate studies in educa- 
tion'. (Reference: Appendix B, No. 1: A study of 
the probable futures of Malaysian society in the 
year 2000 and their implications for education, 
1982). 

Going back to the report of the 1979 National 
Seminar, it also suggested that 'all college 
lecturers should be encouraged, if not required, 
to plan, study, experiment and generally to carry. 
out research concerning educational issues in 
general and teacher education in particular'. 
Further, it was recommended that 'when a 
lecturer has been successful in planning a re- 
search project that is considered useful to the 
college and to teacher education in general, the 
teaching load of the lecturer should be reduced 
. . . A short course should be held to expose 
college lecturers to the concept and practice of 
action research . . .'. And, 'the Teacher Training 
Division should set up a small unit to process, 
arrange and distribute relevant research 
materials . . .'. 

Such practical ideals to encourage college 
lecturers to conduct small-scale research re- 
inforce the ideals on teacher education practices 
mentioned earlier on. The mention of action 
research recalls the paper entitled Use of action 
research to improve teacher education curri- 
culum by Chai Hon Chan (Report of the National 
Seminar. 1970, p. 23-26) where it was argued that 

'Action research provides a viable answer 
to the solution of problems in curricular 
innovation in teacher education, for the 
strength of action research as an approach 
to supporting curricular improvement is 
related to its emphasis on a continuous 
integrat~on of theory and experience. 

The pl.actica1 utility of action research is 

sustained by the belief that curriculum 
improvement is determined by the extent to 
which the teacher-trainer approaches the 
new practices with an experimental, 
empirical outlook . . . . 

Perhaps the best argument of action re- 
search is that student teachers themselves 
rvould be involved in it; and exposure to and 
hopefully training in methods of action 
research are a long-term insurance for a 
continuing process of interaction between 
educational theory and classroom ex- 
perience'. (Ibid., p. 25-6). 

So far the National Seminar of 1970 and that of 
1979 have been singled out for comment as they 
mark the turning points in the development of 
teacher education in Malaysia. More particularly, 
they have been mentioned since some research 
was conducted in connection with the proposed 
changes. The other conferences or workshops 
listed in Appendix A will not be discussed since 
there were no reports of any local research. The 
exceptional case is the series of workshops that 
are related to the ASEAN Development Educa- 
'tion Project, for arising from these workshops at 
least three Malaysian research studies have been 
reported, This matter will be taken up in the next 
section. 

Research Studies Relevant to Teacher 
Education in Malaysia 

As shown in Appendix C (Research studies 
relevant to teacher education in Malaysia) there 
are at least 43 studies which, if not directly 
.related, are relevant to teacher education in 
Malaysia. It is not the intention here to discuss all 
the studies for the large majority of the studies 
are those that have been conducted in the pursuit 
of a higher degree in education. It is also not 
possible to discuss some of the higher degree 
studies as copies of their dissertation are cur- 
rently not available. 

Appendix D shows a summary of the research 
studies. The classification into categories such 
as A: Studies on teacher education programmes 
or B: Studies on teacher educators is entirely 
arbitrary. It is to be noted that 32 out of the 43 
studies are studies performed for a higher degree 
in education either at the M.Ed. or Ph.D. level, 
and there are three on-going studies which are 
expected to be completed in 1983. 

Two of the studies in category D: Characteris- 
tics and perceptions of teachers will be dis- 
cussed as they are of recent vintage. The study 
D.l entitled Report on the survey of philosophy 
of teacher education in Malaysia is a response to 
the decision made at the first ASEAN Regional 
Workshop on Teacher Education held in Manila 



(1980) and the National Workshop on the Philo- 
sophy of Teacher Education in Malaysia held in 
Kuala Lumpur (1981) to identify the rationale and 
philosophy of teacher education. This study is 
not so much a study on the philosophy of teacher 

1 education per se. rather it is an empirical investi- , gation into the perceptions of a representative 
, national sample of 1368 respondents consisting 

1 of students, school personnel, government offi- 
cials, youths, parents and other adults in various 

I 
I occupational groups. Total returns based on 

actual questionnaire interviews carried out was 
about 50% (Ibid., Table 2, p. 10). 

The main purpose of the study which is 
implied in the report on page 12 is to compare the 
perceptions between the actual and the ideal 
teacher. 
Examples of questionnaire items are the 
following: 

(Actual) : To what age range do most of the 
teachers at the following educa- 
tional levels (primary, secondary, 
tertiary) belong? 

(Ideal) : What, in your opinion. should be 
the ideal age range of teachers at 
the following educational levels? 

(Actual) : To what extent do teachers at the 
following educational levels serve 
as models of proper behaviour? 

(Ideal) : In your opinion, to what extent 
should teachers at the following 
educational levels serve as models 
of behaviour? 

However, there were only 9 paired items 
(actual vs ideal) in the questionnaire which 
contained l l items concerned with knowledge 
and observation of the characteristics ofa 
teachers (Part Two A) and 16 items concerned 
with ideas, concepts and views of an 
ideal teacher or what a teacher ought to be (Part 
Two B). 

It is not possible to do justice to the massive 
report which displayed 52 major tables of results. 
Some of the more interesting findings are as 
follows: 
1. At the primary level, the perceptions of the 

respondents differ significantly from the real 
situation. Their perception of actual (and 
ideal) ratio of female to male teachers is about 
3:l (and 2:l) compared with the actual ratio of 
0.86:l. (However, no statistics or references 
were given to justify this actual ratio). (Ibid, 
p. 99). 

2. In relation to other professions, the teaching 
profession is ranked bery high' by the respon- 
dents. Teachers as a group are regarded as 
the most important to society after doctors. 
(Ibid.. p. 101). 

3. At all three levels of education, the majority of 
respondents expressed their agreement with the 

following statements about teachers. 
3.1 Most beginning teachers find it difficult to 

cope with the reality of the teaching- 
learning situation. 

3.2 Teachers' salary is generally commen- 
surate with their work. 

3.3 Upward mobility in the teaching profes- 
sion is limited. (Ibid.. p. 102-3). 

4. At all three levels of education, a majority of 
the respondents expressed disagreement with 
the following statements about teachers. 

4.1 Only the 'rejects' of other professions 
go into teaching. 

4.2 Generally, those who go into teaching 
have lower intellectual ability than those 
who go into other fields. (Ibid., p. 103). 

5. At all levels of education, the qualities re- 
garded as most important for teachers to 
possess are warmth, fairness and leadership. 
(Ibid., p. 103-4). 

6. Communication skills were considered most 
important. At the school level, class manage- 
ment skills and skills in using teaching aids 
and devices were perceived to be most impor- 
tant. (Ibid., p. 104). 
Considered as a whole, this piece of research 

represents an important national survey of per- 
ceptions about various aspects of teachers and 
the teaching profession in Malaysia. A great deal 
of time and resources have been necessary to 
support a macro-study as large as this. In another 
respect, it should be noted that 'in the light of the 
problems, needs and demands in education, the 
teacher in Malaysia should play the following 
roles: (a) manager and facilitator of learning, (b) 
psychologist, counsellor and consultant, (c) 
curriculum planner, (d) professional and lifelong 
learner, (e) innovator, researcher and evaluator, 
(f) agent of social change, and (g) leader in his 
professional and social capacities'. (Ibid., p. 5-6). 
The enunciation of these roles taken in conjunc- 
tion with the New Economic Policy, the national 
education policy, and the Rukunegara (National 
ideology) constitutes a framework. for a philo- 
sophy of teacher education in Malaysia. What 
seems needed is a series of studies that seek to 
elucidate how these roles are perceived and 
performed in relation to the socio-political 
context. 

The report on the philosophy of teacher 
education in Malaysia represents Phase I of the 
ASEAN Development Education Project. Phase 
II is an indepth study of teaching-learning 
situations, practices and interactions in various 
classroom settings and is reflected in the study 
D. 8 entitled ASEAN research on classroom 
observation - Malaysia. Specifically, the objec- 
tives of the study are: 

(a) in a particular language and/or mathe- 
matics class. how and to what extent do. 



certain teacher qualities and skills relate 
to pupil behaviour? 

(b) In a particular language and/or mathe- 
matics class, given certain components of 
the physical environment of the class- 
room, how and to what extent do teacher 
qualities/attributes and skills relate to 
student behaviour? (Ibid., p. 2-3). 

For the purpose of observing classroom inter- 
actions, three indigenous ASEAN instruments 
were developed, namely: 

ATRS : ASEAN ~ e a c h i n ~  Rating Scale con- 
cerned with moral qualities, social 
relationship traits, personality 
traits, teaching skills, and evalua- 
'tion skills. 

ASRS : ASEAN Student Rating Scale with 
10 items on semantic differential 
scales. 

ACCRS : ASEAN Classroom Context Rating 
Scales concerned with overall envi- 
ronment in the classroom, specific 
elements in the classroom, and 
other contextual factors. 

The study was confined to Standard Three 
pupils, and altogether 91 schools distributed 
throughout Malaysia were involved. Research 
assistants, working in pairs, observed each 
selected teacher in the classroom on three 
occasions. Each of the three observations in- 
volved the same teacher teaching the same 
subject in the same class. 

For the present, it will be sufficient to present 
some of the major findings. In respect of the five 
most important qualities or attributes of a 
primary school teacher, one of the findings is 
shown below: 

Five Most lmportant Qualities of 
Primary School Teachers 

Qualities 
Phase l Phase II 
Rank Rank 

Pleasing appearance 5 1 

Able to read 4 4 

Warm and friendly 1 7 

Fair 2 9 

Flexible 3 13 

The attribute of 'Pleasing appearance' to- 
gether with the attributes of 'Pleasant voice', 
"Able to read' and 'Responsible' and other at- 
tributes constitute what is labelled as 'Per- 
sonality Traits'. Of the 15 attributes observed, 
Personality traits was ranked higher than Moral 
'Qualities (such as model of good behaviour, 
ethical, fair and honest), followed by Social 
Relationship Traits (such as warm and friendly, 
concerned for the learner, understanding and 

approachable). 
Another major finding concerns the skills of a 

teacher. The overall results are as follows: 

Five Most lmportant Skills of 
Primary School Teachers 

Skills 
Phase. I Phase II 
Rank Rank* 

Maintaining order and 
discipline 

1 2 

Communication skills 2 1 

Skill in the use of 
appropriate teaching 3 3 
methods 

Adapting and 
identifying curriculum 5 7 
materials 

Skill in asking 
questions 

4 8 

('There were altogether 9 skills in Phase II of the 
study). 

Computing the rank correlation coefficients 
(after transforming the Phase II data into a scale 
of 5), one obtains the value of 0.73 for lmportant 
Qualities and a value of 0.95 for lmportant Skills. 
Thus, perceptions obtained in Phase I do not 
differ significantly from the (observed) percep- 
tions in Phase II. Perhaps, pleasing appearance 
in actual classroom situations may have been 
more noticeable than incidents where a teacher 
exhibits the qualities of being warm, fair and 
flexible. 

Overall Impression 
The paper has highlighted four research 

studies and has unfortunately excluded a dis- 
cussion of other research studies as listed in 
Appendix C. In the available space or time, it will 
be sufficient to conclude with an overall general 
impression of the state of research on teacher 
education in Malaysia. 

Firstly, while there appears to be an increasing 
number of research studies, the direction of 
research effort is diffused and ad hoc, mostly in 
the form of higher degree studies or when funds 
from special commission are available. The lack 
of interest even in making a comprehensive 
documentation of available research is evidence 
of the absence of a national agenda for research 
on teacher education. This is perhaps not 
surprising when one notes that the call for a 
national agenda for research on teacher educa- 
tion in the United States (a co~~ntry  in the 
forefront of educational research) has been 
made explicitly only as recently as 1981 (Hall and 



Hord, 1981). As noted in a previous study on 
teacher effectiveness in Malaysia (Reference: 
Appendix C - K1 -A  critical review of research 
in Malaysia on effectiveness of teachers, 1978), 
'until and unless the complexity of factors which 
educational research attempt to explicate is 
matched by a purposeful and whole-hearted 
attempt to provide a sustained and coherent 
support for research, the present situation will 
most likly continue to be ad hoc and sporadic'. 
(Ibid., p. 36). 

Secondly, it is not necessary here to indicate 
the substantive areas for research on teacher 
education as there are sufficient ideas presented 
in the literature (Taylor. 1978; Turner, 1975; 
Schalock, 1979). A close examination of 
Appendix D showing a summary of research 
cited will reveal several research areas that need 
greater attention. Suffice it to say that the call for 
more action research to be conducted by college 
lecturers applies equally well to university 
education lecturers. The distinction between 
action research and fundamental research is that 
the former is carried out to improve current 
educational practices, is conducted by teachers 
on-the-job (including education lecturers) to 
sharpen their professional competence by 
constantly evaluating their own teaching 
methods and applying the research findings to 
their own working conditions, and proceeds on 
the belief that practising teachers are more likely 

to learn from own experimentation and evalua- 
tion than if research findings, no matter how 
valid, are proferred them by 'outsiders' (Corey, 
1953). Engagement in action research if followed 
by systematic and sympathetic review will, hope- 
fully, sharpen insight into the research process 
and, by gradual stages improve the quality of 
research especially in respect of valid and 
reliable methodology and analysis. 

Finally, while research may be undertaken for 
a variety of extrinsic reasons, it must be re- 
membered that 'research-based knowledge is 
seldom in itself the chief influence on the speed 
and direction of particular changes' (Taylor, ibid, 
p. 212). Moreover, 'according to previous ex- 
perience, educational reform research and 
development represent only one factor deter- 
mining changes in contents, methods and forms 
of organization of the educational system, and in 
view of the influences of educational politics and 
administration it is hardly the decisive one' (Mies, 
et al., 1975, p. 107). However, a more optimistic 
attitude to research on teacher education lies in 
the belief that the greater the number of teacher 
educators actively involved in research (Taylor's, 
volume factor) and the wider that research know- 
ledge is diffused and disseminated (Taylor's 
dissemination factor on the impact of research, 
ibid., p. 19) the more likely will there be a positive 
influence on decision-makers. 
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Appendix A 
CONFERENCES AND SEMINARS ON 
TEACHER EDUCATION IN MALAYSIA 

1. National Workshop on the Philosophy of 
Teacher Education in Malaysia, Kuala 
Lumpur, August 24-29, 1981 (organized by 
the Teacher Training Division, Ministry of 
Education in cooperation with the Govern- 
ment of Australia), (ASEAN Development 
Education Project (ADEP): Sub-project on 
Teacher Education Reform). 

2. Research Planning Workshop on Teacher 
Education Reform. ASEAN Development 
Education Project, Manila, January 16-30, 
1981. 

3. First ASEA N Regional Workshop on Teacher 
Education Reform, Manila, November 25- 
December 5, 1980. (Organized by the 
ASEAN National Coordinating Agency of 
the Philippines, Ministry of Foreign Affairs, 
National Development Education Center, 
College of Education, University of the 
Philippines in cooperation with the Govern- 
ment of Australia). 

4. Seminar on Evaluation of Teacher Education 
Curriculum in Malaysian Teachers' 
Colleges, Penang. March 12-22, 1979. (Or- 
ganized by the Teacher Training Division, 
Ministry of Education). 

5. Laporan Bengkel mengenai Pengelolaan 
dan Penilaian Latihan Mengajar bagi 
Pensyarah-pensyarah Maktab Perguruan 
Malaysia, Universiti Sains Malaysia, June 20- 
30, 1977. (Reference: K.P. 9561/1). Work- 
shop Report on Organization and Evaluation 
of Teaching Practice for Lecturers in Malay- 
sian Training Colleges. (Workshop tutors: 
Prof. E. Stones, University of Liverpool and 
Mrs. B. Nagel. West Midlands College of 
Education, Staffordshire). 

6. Conference on Early Childhood Teacher 
Education, Kuala Lumpur, March 24-26, 1975 
(Organized by the Faculty of Education, 
University of Malaya and sponsored by the 
Ford Foundation). 

7. National Seminar on Curriculum Develop- 
ment in Teacher Education, Penang, 
December 3-6, 1970. (Sponsored jointly by 
UNESCO and The Teacher Training 
Division, Ministry of Education). 

8. Curriculum Evaluation in Teacher Educa- 
tion in S.E. Asia, August 3-7, 1970, (Con- 
ference organized by the lnternational 
Council on Education for Teaching (ICET) 
and the Faculty of Education, University of 
Malaya). 
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1 Professor AIM. Ross, Professor of Educa- 
tional Research and Director of the School of 
Education, University of Lancaster, United 
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1972. 

12. Bahagian Latihan Guru: Rancangan mem- 
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course for graduate science and mathe- 
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Training). 
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lifelong education - the Malaysian study, 
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Sciences (undated). 
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teacher training system in Malaya 
(Malaysia). Asian lnstitute for Teacher Edu- 
cators, Quezon City, 1965. 

Studies on Teacher Educators 

Chin Team Pok, The preparation needs of 
lecturers in Malaysian Teachers' Training 
Colleges. M.Ed. dissertation, University of 
Malaya, 1982. 
Zahara Aziz, A study of the perceptions of 
Malaysian teacher educators regarding their 
graduate degree education. Ph.D. thesis, 
Iowa University, 1981. 
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Malaysia, M. Ed. dissertation, University of 
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thesis, University of Malaya, 1982. 
McGregor, A.L., A comparative study of the 
effects of two methods of training student 
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thesis, University of Malaya, 1974. 
Sim Wong Kooi et al., Studies in micro- 
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didikan, 3, 1972, p. 11-41. 
Rohana bt Zubir, Teaching method in a 
teacher training institution: an exploration 
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going Ph. D. study, University of Surrey). 

Characteristics and Perceptions of Teachers 

Mohd Yunus b Mohd Noor et al., Report 
on the survey of the philosophy of teacher 
education in Malaysia. Teachers Training 
Division, Ministry of Education, 1982. 
Cheah Beng Huat, Stephen, A study of the 
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2. Velappan, P., A study of primary school 
teachers' attitude changes through in- 
service training in physical education, M. Ed. 
dissertation, University of Malaya, 1977. 
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APPENDIX D 

SUMMARY OF RESEARCH STUDIES RELEVANT T O  TEACHER EDUCATION IN MALAYSIA 

Higher 
degree 

studies or Funded 
academic research Total 
exercises projects Other Number 

A. Studies on Teacher Education Programmes 6 4 1 11 

B. Studies on Teacher Educators 3 - 3 

Training Methods in Teacher Education 

Characteristics and Perceptions of Teachers 

Attitudes Towards Teaching 

Language Problems in Teacher Education 

Selection of Teachers 

Follow-up Studies on Graduate Teachers 

Studies on In-Service Education 

Pre-school Teacher Education 

Studies on Teacher Effectiveness 

TOTAL 32 9 2 43 



Research and Teacher 
Education: A philippines 

Paz G. Ramos 
College of Education 
University of the Philippines 

Perspective 

History 
The foundations of teacher education in the 

Philippines were laid by the Spanish government 
during the mid-eighteenth century. It is said to 
have begun on August 4, 1765, when King 
Charles of Spain issued a Royal Decree requiring 
each village to have a "maestro." On November 
28, 1772, another Royal Decree specified the 
qualifications of teachers. However, it was not 
until 1863 that there was a specific attempt to 
systematize and update the education of Filipino 
teachers. That year, another Royal Decree was 
passed to modernize different aspects of 
Philippine education. 

With the coming of the Americans, a more 
systematic and organized teacher education 
movement developed and the public school 
system was established in 1901. That year, the 
legal basis of the public school system was laid 
and the first American teachers subsequently 
referred to as "Thomasites" were brought into 
the country to teach English. In addition to other 
duties, they taught the Filipino teachers who 
were chosen from among the brightest graduates 
of Grade VII and who could speak English rather 
well. They were oriented to help the American 
teachers teach other pupils. However, this was 
just a stop-gap measure, since 'the Philippine 
Commission had already formulated a definite 
policy for the education of Filipino teachers 
through the establishment of normal schools. 

The Philippine Normal School was estab- 
lished on September 1, 1901, under Act No. 74 of 
the Philippine Commission. Simultaneously; the 
Philippine School of Arts and Trades was estab- 
lished to prepare teachers of vocational courses. 
The Philippine Normal School offered a four- 
year curriculum in the "science of teaching" for 
graduates of the elementary school leading to 
the Elementary School Certificate. 

The educational programme emphasized: 

1. the common branches of knowledge 
which are the foundation of learning and 
scholarship including elementary school 
subjects; 

2. specialization in a particular phase of 
professional education in academic sub- 
jects, arts and handicrafts, domestic 
science and physical education; and 

3. advanced courses of study that would 
"best reinforce the knowledge of the 
common branches and, at the same time, 
prepare them to interpret intelligently the 

more ordinary and common phenomena 
of life." 

From 1917 to 1929, seven regional normal 
schools were established under the Bureau of 
Education to prepare teachers for the provinces, 
a task that was then being undertaken by the 
provincial high schools. A number of private 
universities were authorized to offer teacher 
education programmes. 

In 1918, a two-year collegiate course was 
offered at the Philippine Normal School. Normal 
institutes and assemblies were set up during the 
summer vacation to raise the educational quali- 
fications of Filipino teachers. 

Along with the plan to develop a body of 
qualified Filipino teachers for the primary 
.schools, the government also instituted a pro- 
gramme for the preparation of high school 
teachers. 

With the establishment of the University of the 
Philippines in 1908, the training of teachers of the 
.public high schools was initiated at the College 
of Liberal Arts, through its senior college division 
which offered one additional year of courses in 
the departments of animal biology, botany and 
mathematics for those preparing to teach in high 
school. Unfortunately this programme did not 
attract many students. 

The School of Education as a part of the 
College of Liberal Arts was established in 1913 
"for the purpose of preparing well-qualified 
teachers for the Government High Schools of the 
Philippine Islands." It took care of the third or 
final year in the professional preparation of 
teachers leading to the High School Teacher's 
~ehf icate.  The programme became a four-year 
programme in 1915 leading to the degree of 
Bachelor of Science in Education. It included a 
broad and liberal education, a field of speciali- 
zation and professional education. Practice 
teaching was provided at the University High 
School which was established that same year. 

On July 1, 1918, the administration of the 
programme was transferred to the newly 
established College of Education under the 
leadership of Dean Francisco Benitez up to his 
death in 1951. This development made teacher 
education a distinct function of the University of 
the Philippines. Through the leadership of Dean 
Benitez for almost four decades, the College of 
'Education set the pace for high standards in 
professional teacher education in the country. 
The impact on the preparation of elementary 
school teachers was felt at the Philippine Normal 



I School when under Republic Act 416 it became a 
degree granting college in 1949 and started 
offering a four-year curriculum. Other regional 
normal schools followed a parallel course in view 

! of a new policy in 1955 which required elemen- 
i 

tary school teachers to'finish a four-year teacher 
education programme leading to a Bachelor of 
Science in Elementary Education (B.S.E.M.). In 
the meantime, private and vocational teacher 
education institutions instituted similar degree 
programmes including the Bachelor of Science 
in Education (B.S.E.) for high school teachers. 
Applicants for teaching positions with a standard 
Bachelor of Arts or Bachelor of Science degree in 
some other disciplines were required to take at 
least eighteen units of professional education 
courses to qualify for teaching. Teachers already 
in the service who were graduates of.the old two- 
or three-year teacher education programmes 
had to meet similar requirements as stipulated by 
the Department of Education. Other degree pro- 
grammes for industrial, agricultural or business 
education were subsequently developed. 

Graduate courses in education leading to 
master's and doctoral degree were set up in the 
College of Education, University of the 
Philippines, the Philippine Normal College, and 
other public and private teacher education 
colleges. 

Organization of the Education System 
The Philippine education system is ad- 

ministered by the Ministry of Education, Culture 
and Sports headed by the Ministry of Education. 

With the integrated reorganization of the 
Ministry of Education, Culture, and Sports, there 
are three staff bureaus: the Bureau of Elementary 
Education, Bureau of Secondary Education aild 
the Bureau of Higher Education. These staff 
bureaus "perform primarily policy and pro- 
gramme development functions for the Ministry 
The implementation of programmes and projects 
is assumed by 13 regional offices organized on a 
department-wide basis and directly supervised 
by the Office of the Minister." 

Teacher education in the Philippines is 
administered either as an independent unit with 
the status of a college as in the case of the 
Philippine Normal College and other regional 
state colleges; as regional normal schools of 
which we still have four left which are 
administered by the Office of the Regional 
Directors and coordinated by the Coordinator of 
State Colleges and Universities; or as an integral 
part of a University, as in the College of Educa- 
tion, University of the Philippines, and other 
private teachers colleges and universities. 

The University of the Philippines is an auto- 
nomous unit whose governance is vested in the 

Board of Regents as constituted by law. Private 
teachers colleges/universities are considered 
autonomous organizations under the. super- 
vision and regulation of the Minister of Educa- 
tion, Culture, and Sports. The Bureau of Higher 
Education is responsible for formulating policies 
and standards of courses of this level, consistent 
with the general policies in Education. The Office 
of the. Regional Directors of Education is 
responsible for implementing policies and 
standards for higher education and teacher 
education set by the Minister of Education, 
Culture, and Sports, with flexibility and 
autonomy. 

Records show that there are 370 colleges of 
education. Ninety percent of these are privately 
supported and the rest are state supported. 
There is an undersupply of teachers in certain 
subjects such as science, mathematics, arts, 
music, and social studies. There is still a dearth of 
highquality teachers. 

The basic source for a philosophy of teacher 
education in the Philippines is provided for in the 
fundamental law of the land. 

The Constitution of the Philippines '(1971) 
provides that future teachers be "trained in an 
integrated system of education relevant to the 
goals of national development in the spirit of 
academic freedom," so that before said teachers 
are sent out to the field, they shall have 
developed: "love of country, duties of citizenship, 
moral character, personal discipline, and 
scientific, technological, and vocational ef- 
ficiency." 

Objectives of Teacher Education 
Teacher education institutions recognize that 

this distinct and significant contribution to 
nation building can be measured by the per- 
formance of graduates, the quality of research 
and development activities of their faculty and 
students, and the extent of leadership that they 
provide in the country's major areas of concern. 

Teacher education institutions are thus 
guided by the General Education Policies of the 
National Board of Education. In 1958, the 
policies provided that teacher education pro- 
grammes should equip prospective teachers with 
the following: 

1. A broad general education. 

2. Intimate knowledge and deep under- 
standing of children and of the most 
effective means of helping young people 
develop and learn to the fullest. 

3. Resourcefulness and proficiency in the 
preparation of curriculum materials and 
in the use of local community resources 
for vitalizing and enriching the education 



of children. 

4. Knowledge and understanding of the 
needs, materials, methods and psycho- 
logy of fundamental and adult education, 
including arrangements and procedures 
for the continuing education of dropouts. 

5. Understanding and knowledge of the 
dynamics of the democratic group pro- 
cess and skill for their utilization in group 
thinking, decision and action. 

6. Adequate professional laboratory ex- 
periences in school and community in- 
cluding off-campus student teaching in 
typical community schools. 

The emphasis of the aforementioned objec- 
tives was more on the competencies of teachers 
as they relate to educational theory and practice 
and less on the socio-political ecology of Filipino 
society, its ideals, values and aspirations. In view 
of this, the Board of National Education re- 
commended the following principles as a basis 
for the 1970 Revised Teacher Education Pro- 
gramme: 

1. The education of the Filipino teacher 
must be strongly oriented to Philippine 
needs, conditions, and aspirations even 
as it seeks enrichment from acceptable 
ideas and practices of other peoples in all 
parts of the world. The writing, publica- 
tion, and propagation of professional 
materials based on Philippine experience 
and culture must be given all possible 
encouragement and incentive. 

2. Teacher education institutions should be 
encouraged to partcipate in a system of 
educational consortium through which 
available resources, talents, expertise, 
and facilities could be shared for the 
common benefit of all. 

Capable young people from all walks of 
life should be recruited into the teaching 
profession. To this end, the adoption of an 
adequate programme of scholarshiw 
should be encouraged in all teacher 
education institutions. Steps should be 
taken to draw more men into the teaching 
profession. 

The Teacher Education Curricula 
The specific curricular objectives of teacher 

education programmes for elementary and 
secondary school teachers are based on the 
objectives of education and teacher education as 
discussed in the previous section. In addition, the 
following guidelines were suggested by the 
Board of National Education in the development 
of teacher education curricula, to make them 

more responsive to the changing needs of 
Philippine society: 

1. The education of the Filipino teacher 
must be strongly oriented to Philippine 
needs, conditions, and aspirations even 
as it seeks enrichment from acceptable 
ideas and practices of other peoples in all 
parts of the world. 

2. The national programme of teacher 
education must be unified, coordinated, 
integrated, and progressive to safeguard 
against proliferation both in content and 
procedure. 

Teacher education institutions may have in 
their curricular offerings any of the following 
degrees in education: 

1. B.S.E. Ed. (Bachelor of Science in 
Elementary Education - for elementary 
school teachers). 

2. B.S.E. (Bachelor of Science in Education 
- for secondary school teachers). 

3. B.S.A.E. (Bachelor of Science in Agri- 
cultural Education - for teachers in 
colleges of arts and trades, elementary 
(B.S.I.A.) and high schools where in- 
dustrial/vocational courses are taught). 

However, in view of the new Ministry of 
Education, Culture and Sports, educational 
improvement programmes and curricular con- 
siderations, Ministry of Education and Culture 
(MEC) Order No. 20, S. 1982 announced that 
effective school year 1982-83, the teacher educa- 
tion programmes shall be as follows: 

1. Bachelor of Elementpry Education 
(B.E.Ed.). 

2. Bachelor of Secondary Education 
(B.S.Ed.). 

3. Bachelor of Pedagogy (B. Ped.). 

The B.E.Ed. is designed for students who plan 
to teach in the elementary schools; the B.S. Ed. is 
for students who wish to teach in secondary 
schools, and the B. Ped. is for those who will go to 
scholarly work or research and other related non- 
teaching educational activities. 

In the light of the new orientation in Philippine 
elementary education, the need to reexamine and 
redirect the teacher education programme has 
become imperative. It is for this reason that the 
Philippine Association for Teacher Education in 
cooperation with Bureau of Higher Education, 
Ministry of Education, Culture and Sports and 
Funds for Assistance to Private Education, has 
embarked on the task of developing a revised 
teacher education curriculum that would meet the 
kind and quality of teachers needed by the new 
elementary school curriculum. This proposed 
Teacher Education curriculum has been pre- 



sented to various sectors of society in several 
consultative meetings and conferences. The pro- 
posed teacher education programme has been 
developed to meet the quality of teachers needed 
by the new elementary school curriculum. 

The curriculum has been designed to produce 
teachers who can assume the major roles called 
for by this new elementary curriculum, namely: 

1. an effective conveyor of organized know- 
ledge which has developed from human 
experience through the ages, such as 
language, mathematics and natural 
science, history, geography, literature 
and the fine arts, civics and culture; 

2. an efficient promoter and facilitator of 
skills that will enable the pupils to develop 
to the fullest the attitudes and skills 
necessary for a continuing pursuit of self- 
education; 

3. a true humanist who possesses a clear 
grasp of the genuine human ideas and 
values that have elevated the human 
spirit, refined human nature, and those 
that contribute to the human being's 
ceaseless and unending quest for ful- 
filment and who is an effective member of 
the National and International Com- 
munity. 

Among the salient features of this proposed 
teacher education curriculum are the following: 

1. a provision for the mastery of the basic 
subjects such as communication arts, 
mathematics, civics and culture, and 
science as called for by the new elemen- 
,tary school curriculum; 

2. inclusion of new courses such as social 
philosophy designed to develop the sense 
of humanism and Filipinism and the de- 
sired Filipino values; 

3. more integration of theory and practice in 
the professional courses; 

4. provision for more field-based ex- 
periences; 

5. emphasis on the mastery of targeted com- 
petencies. 

Research and Teacher Education 
Today various sectors of society pin their 

hopes on education as a key factor in the overall 
plan of development, be it for economic growth, 
for socio-cultural progress or for peace. They 
sense that what we do in our schools today 
determines to a large extent the world of 
tomorrow. This refers not only to the utilitarian 
skills and knowledge essential to survival within 
the economy but also and perhaps more 

importantly, to those primary values and general 
attitudes that underlie the world view of a people 
and their patterns of behaviour. 

It is not necessary to postulate a necessary 
dichotomy between these two functions of 
education, although it is a continuing issue of 
debate. It is the fact that the task of relating these 
functions to national development has been 
assigned to education and frequently to the 
schools with which this paper is concerned. 

The reasons for this assignment are quite 
obvious: first, our classrooms produce future. 
leaders; second,our classrooms also produce the 
larger groups of followers; third, the informal and 
nonformal educational subsystems also figure 
importantly in the second process. 

Natural, socially committed leaders are rare, 
and the process of producing them has not been 
reduced to a neat formula. On the other hand, for 
development to occur at a desirable rate the 
followers must be able to participate intelligently 
in those societal decisions which affect their lives 
and maintain an existence devoid of oppressive 
conditions. Thus the two functions of education 
are inextricably interwined. We cannot dispense 
with either without doing disservice to our 
people. Trained, intelligent people are the most 
valuable resource for development - they are 
also its end. This point can hardly be over- 
emphasized in view of the increasingly 
instrumental view of people as a resource and the 
relatively lesser attention to their being ends. It is 
possible to have economic growth without social 
justice and equity; but it would be very difficult to 
maintain this state without inviting crisis. 

The critics of the school claim that education 
has not contributed to development; on the 
contrary, it has tended to reproduce an in- 
equitable social order by its discriminatory 
curricular content, procedures and tests. At the 
same time, the schools are asked, even com- 
manded, to do what the critics claim they have 
not done. Despite this inconsistency, educators 
and teachers should not reject the responsibility 
of helping accelerate education for after all, it 
seems that is exactly what education is intended 
for. 

Teacher education programmes fop educa- 
tional personnel could contribute more effec- 
tively to human resource development if (1) the 
concept of development is clear; (2) such pro- 
grammes are planned well in relation to develop- 
menf goals. 

If teacher education is the focus of critical 
attention today, perhaps, it is because of a widely 
held view that teachers and other educational 
personnel should be on the frontier of preparing 
the youth and children for specific leadership 
roles and employable skills. They are also asked 
to teach their students how to cope with the 



problems of national existence. .Such problems. 
are certainly familiar to us; oppressive poverty, 
specially among our rural majority and the con- 
sequences that follow it; ill-health and malnutri- 
tion, unemployment, runaway population 
growth, ignorance that induces ecological 
disasters and technological and scientific 
illiteracy. These expectations require additional 
responsibilities for the teacher and other educa- 
tional personnel. 

The teacher of the present has found himself 
willy nilly performing roles not associated with 
transitional teaching. It seems that this role mul- 
tiplication has happened ad hoc, in response to 
multifarious and changing demands on the 
school - it was not the result of extended 
deliberation and analysis. The teacher deals with 
diverse types of learners in formal and nonformal 
settings, teaching content that transcends the 
scope of his 'formal training. This has widened 
the scope of his professional activity beyond the 
classroom through nonformal education. 

Such rote multiplication need not be inimical 
to the profession; in fact it can energize changes 
in teacher education programmes which can 
have positive consequences, increased effective- 
ness and a wider impact on the community. With 
respect to the preparation of educational per- 
sonnel for new development roles, it is essential 
to conceptualize certain basic problems and 
issues more clearly. The reduction of ambiguity 
is an antecedent condition of rational planning. 

What is development? education? develop- 
ment education? 

As we know, development is a complex 
process involving the interplay of economic, 
social, political and human factors. It is multi- 
dimensional and multi-causal. Man is the 
common thread in the development process. He 
is the means as well as the ultimate goal of 
development. Therefore, he needs to be brought 
to the point where he can begin to learn on his 
own and be self-propelling and self-reliant. 
Otherwise, he cannot cope with a changing 
world. 'There can be no development that does 
not lead to man's well-being. Unfortunately, 
many planners tend to be oriented primarily 
toward economic growth. Consequently, the 
goals of social development which focus on 
human beings as an end tend to decline into 
rhetoric. 

The areas of social concern which constitute 
indicators of development are health and 
nutrition, education and skills, employment, 
housing, utilities, environment, public safety and 
justice, social mobility and political values. If all 
these areas have been improved, then "develop- 
ment" has taker; place. If not, development has 
not occurred, even if the GNP or per capita 
income has increased. 

Education, on the other hand, is not to be 
equated with training. The latter deals with 
paraprofessional or professional skills and 
knowledge which are task specific. The former 
focuses, however imperfectly, by indirection 
rather than prescription, on the development of 
attitudes of scientific inquiry in the broad sense, 
of valuing human life and dignity, of setting a 
premium on patterns of behaviour that sustain 
and enhance human life, of thinking critically and 
deeply about important issues that afflict society 
at large. Certainly, it is not only students who 
need these; teachers and educators need 
them more urgently and in larger measure, 
because they are the mentors and models of the 
young. 

We have here a suggestion on what a teacher 
is or ought to be; it serves equally well to indicate 
what other kinds of educators should be. At this 
point, the competency-based teacher trainers 
would object to the lack of specificity in the 
foregoing description, but this is precisely the 
point of this somewhat hortatory degression: it 
stresses the distinction between education and 
training. Certainly, teachers, school adminis- 
trators and other school personnel need to be 
trained to a high level of professional com- 
petence, but it is far more urgent that they be 
educated well. 

Education is pat? of social system which is 
used by the community so that the community 
can add to the well-being of its members. It is a 
process of learning, a process of teaching and 
disseminating and a process of expanding know- 
ledge. It is a continuous process - a life-long 
process. It involves everybody, and nobody's 
education can be considered ever completed. 
The survival of society and the welfare of the 
members of that society depend largely on the 
quality of the members of that society. This 
quality, along with what that society is, what that 
society can be, and what that society ought to be 
is determined to some degree by the quality of its 
educational system. 

Society itself is often considered a huge 
educational system, within which is a large com- 
ponent called schooling, or formal education. 
Another component is nonformal education 
which we regard as a process of generating 
knowledge and skills outside the formal school 
system. As parts of the total educational system, 
formal and nonformal education should be com- 
plementary and mutually reinforcing. For 
example, in the initiation and implementation of 
developmental change or educational in- 
novation, considerable disappointment has been 
expressed about the inability of formal education 
to effect such change. This may be an instance of 
not using it well for it is suspected that initiating 
change and implementing change are two quite 



different needs and they call for the application 
of different means. Formal education may best fit 
the end of conceptualizing and planning change 
or innovation. Nonformal education may be 
better suited to implementing it. Again, here 
there is a suggestion on the role of the schools 
and of the teacher. 

Our task is to define such functions toward 
better coordination of the entire educational 
enterprise. Thus instead of locating students 
more or less permanently in one sector, perhaps 
the system should facilitate movement between 
the formal and nonformal component. This 
would be consistent with lifelong education in a 
rapidly changing world. This also suggests 
radical innovations in the preparation of teachers 
and other educational personnel which will con- 
sist of alternate periods of training and service 
throughout their careers. All of this requires a 
restructuring of the age grade lock-step school 
system, greater curricular flexibility, and sub- 
stantive changes in teacher education pro- 
grammes. 

This leads to the main thrust of this paper; 
Teacher Education in the Philippines. How do 
we prepare various types of educational per- 
sonnel - teachers, administrators, supervisors, 
counselors, researchers, teacher educators and 
others so that they will have a deep under- 
standing of the complementary processes of 
development and education, their implications 
for the individual and society, and so that they 
will acquire the competencies necessary to help 
people free themselves from oppressive social 
and economic conditions? 

Parenthetically, it may not be irrelevant to 
suggest that sometimes developers themselves 
need to be developed, i.e., reeducated toward the 
idea that the ljeople they are trying to deveiop 
may have something to offer in return. The latter 
can teach them significant lessons in communal 
values and folk Wisdom. Development, like 
education, is not a unilateral affair. 

It is significant to note that teacher education' 
institutions in the Philippines have undertaken a 
process of self-analysis and self-renewal in the 
light of problems and issues in education with the 
end in view of relating their programmes to 
development. This was initiated during the First 
National Advanced Level Workshop for Teacher 
Educators organized by the College of Educa- 
.$ion and Culture, and UNESCO National Com- 
mission of the Philippines, in collaboration with 
the Asian Centre of Educational Innovations for 
Development (ACEID), the UNESCO Regional 
Office for Asia and Oceania. The Workshop was 
attended by 38 participants consisting of Vice- 
Presidents, Deans and Senior Professors of 
teacher education institutions representing 13 
regions of the country and resource persons 

from the College of Education, University of the 
Philippines, and the Ministry of Education and 
Culture (MEC). 

To choose the participants from the 13 
regions of the Philippines, each Regional 
Director was requested to select an innovative 
College of Education and nominate the Dean and 
a senior professor as participants. In some cases, 
the Vice-President was designated as one of the 
participants. 

The nominated participants in consultation 
with their respective faculties, responded to a 
survey form wherein they ranked in order of 
importance some basic problems in teacher 
education. Furthermore, they submitted insti- 
tutional reports and at least one innovative case 
study being done by the College. These case 
studies were classified according to the prolems 
dealt with in the Workshop. The following are the 
five major problem areas which are the main 
thrust of this paper: 

1. Recruitment and selection of quality 
students in teacher education.. 

2. Rethinking the teacher education curri- 
culum for greater relevance to national 
development goals 

3. Non-formal education for community 
deviopment 

4. Continuing education for teacher edu- 
cators 

5. Planning, implementation, research and 
evaluation of teacher education innova- 
tions 

Specifically, these institutions have looked 
more closely at the environment in which they 
are operating, identified opportunities where 
they believe they would be more useful, 
established priorities, appraised resources, 
targetted on specific projects and translated 
these ideas into action 'or innovations. The 
management and evaluation of these innovations 
we hope will lead to more self-analysis and more 
focal initial change. 

Recruitment and Selection of Quality 
Students in Teacher Education 

The Presidential Commission to Survey 
Philippine Education (PCSPE) states the follow- 
ing requirements for students seeking admission 
to teacher education institutions and which indi- 
cate desirable traits of teachers: 

Personal Characteristics: 
Love children 
Has a knack for handling children 
Belongs to the upper 50°/o of the graduating 
class in the secondary school 



Possesses: 

Pleasant personal appearance and voice 
Patience 
Long frustration tolerance 
Self-control 
Attitudes and interest towards teaching as a 
profession 

There were no case studies presented by the 
participants of the National Advanced Level 
Workshop on recruitment and selection of 
students. However, a discussion and analysis of 
this problem area revealed that "although enrol- 
ment figures have gone down since the 1970's, 
several colleges reported a levelling off since 
1976 and a few others had bigger freshmen 
enrolments for 1977-78." 

This quantitative decrease has somewhat 
affected the qualitative aspect. It was noted, 
however, that most colleges maintained a fairly 
reasonable standard for admission and that all of 
them observed selective retention to further 
screen out those unfit for teaching. One new 
practice presented is the offering of education 
courses starting from the first year for the 
purpose of exposing the students early enough 
to the classroom atmosphere and to give them a 
chance to discover if they have the aptitude for 
teaching. The effect of this practice on the 
general education component of the curriculum 
needs to be studied. 

Some recruitment procedures were reported. 
Aside from accepting students who need an 
alternative course due to rigid quota require- 
ments in other courses, other reported practices 
are giving career talks to the graduating classes 
of secondary schools and encouraging students 
who show love for children and diligence in work 
to go into teacher education. Surveys and feasi- 
bility studies and visits to feeder schools were 
also conducted by some colleges. Others re- 
ported house-to-house campaigns, personal 
letters to parents and students, and multi-media 
advertisements. 

There was consensus that the "social 
prestige" of the profession has suffered setbacks 
in recent years and the causes were dissected at 
some length. Teachers themselves perceive the:! 
calling to be low in acceptance value mainly 
because of remuneration scales that do not 
compare favourably with those of other 
professions. Other reasons' cited are the multiple, 
and sometimes conflicting, roles of teachers and 
the demand for rnore content and skills in 
specific lines which explains why Bachelor of 
Science and Bachelor of Arts graduates are 
sometimes given preference over education 
dggree holders. 

It was noted that in a few areas of the country 
ihe peace and order situation and certain 

business phenomena affected enrolments in all. 
colleges. Peace and order was the same factor' 
that created scarcity of teachers in one province) 
where high school graduates or students are 
,being recruited to teach in the absence of quali- 
fied teachers. In another college, the demand for 
teachers could not be met because there are not 
enough education graduates to fill the demand. 
In particular, the demand is for chemistry, 
physics, mathematics, physical education and 
practical arts teachers. 

An important consideration brought up was 
the fact that lowered enrolments was not the 
main issue, but rather the absorption rate of 
teachers, and the need to rationalize enrilment 
with the demand for teachers in the different 
regions. The consensus of the participants was 
to secure more precise data on the national and 
regional absorption rates of teachers, on the 
kinds of teachers needed, and on incentive 
schemes to attract students more especially 
males. Other possible reasons for the apparent 
lack of attractiveness of the profession to bright 
young people aside from remuneration should 
be looked into. 

The decrease in the quality and quantity of 
teacher candidates has been observed as a 
critical factor in the professional preparation of 
educational personnel. If the teaching profession 
is to attract more and better qualified people, it 
should enjoy a status like that of the other 
professions in the community. In this con- 
nection, the National College Entrance Examina- 
tion Board of the Ministry of Education and 
Culture has raised the NCEE cut-off score for 
students who would like to pursue a teaching 
career to 50 percentile rank. The general cut-off 
score for all other applicants to four-year degree 
program is 40 percentile rank. There is an 
imperative need for improving the image of the 
teachers in order to attract not only students who 
are intellectually capable but also those who 
have a genuine interest in and commitment to the 
teaching profession. Strategiedalternatives are 
now being developed to overcome the dwindling 
enrolment in the teacher education programme. 
Besides the conventional methods by which test 
results, high school grades, language and 
speech proficiency and academic references are 
employed to predict students' future success as 
students, other professional selection criteria 
particularly those predicting teaching success 
should be taken into account. Recruitment and 
selection policies that consider the various roles 
of the teachers before selection and retention 
can be of real and lasting value. Upon a know- 
ledge of these teacher roles hinges the judicious 
decision of the screening committee and the 
institutional head whose ultimate function is to 
assist in maintaining a high quality of student 



clientele. 
The remuneration scale for teachers and other 

educational personnel should be reviewed and if 
possible, revised making their salaries com- 
parable to that of other professions so that the 
economic factor will not be deterrent to a 
student's selection of the teaching profession. A 
carefully planned and coordinated information 
system for the public on the contributions and 
satisfactions derived from teaching in various 
fields that help promote development might at- 
tract more and better students. This programme 
would be effective to the extent that the mass 
media give it adequate and intelligent support. 

Rethinking Teacher Education Curricu- 
,turn for Greater Relevance to National 
Goals . 

Teacher education institutions recognize that 
their distinct and significant contribution to 
nation building can be measured by the perfor- 
mance of their graduates, the qual~ty of research 
and development activities of their faculty and 
students and the extent of leadership that they 
provide in the country's major areas of concern. 

These institutions have started to reassess 
their programmes in the light of their contribu- 
tions to development. They are to provide pre- 
service and in-service education for teachers 
who are competent in assisting the learners In 
achieving their individual potentials in the basic 
functions of society, train teacherdmanagers 
who are capable of being agents of change and 
facilitators of learning and provide high level 
training for teachers and other educational per- 
sonnel who are capable of undertaking leader- 
ship in community development through pro- 
fessional knowledge and research. We see more 
and more institutions evolving as development 
education oriented centres. Along side their 
redefined functions and objectives, they are 
concentrating their effoos in seeking, designing 
'and demonstrating approaches and strategies 
pertinent to the solution of some basic problems 
of education such as inequalities in access to 
quality bas~c education, educational wastage, 
irrelevant content and methodologies of educa-' 
tion resulting in the mis-education and al~ena- 
tion of the youth, integrating education with rural 
development and many others. - 

Examples of these alternative structures are 
the following: 

1. The Integrated Teacher Education Pro- 
gram (ITEP) Pilot Testing Project involv- 
ing 38 teacher education institutions 
which was launched in 1980 under the 
joint sponsorship of the Ministry of 
Education and Culture and the Philippine 

Association for Teacher Education.   he 
ITEP integrates all teacher education pro-' 
grammes so that its graduates can teach 
in either elementary and secondary 
schools. The Project was designed to 
systematically determine the relevance, 
validity and effectiveness of the ITEP 
through a four-year implementation in 
selected teacher education institutions. 
This Project is expected to terminate in 
1984. 

2. The One Stream Ladder Type Curriculum 
for Teacher Education is a type of curri- 
culum so designed that each academic 
year is self-sufficient and provides for 
definite competencies as follows: 

a. Teacher Aide - refers to an intend- 
ing teacher who leaves school after 
the first year of the BSE/BSEEd pro- 
gramme. 

b. Teacher Assistant - refers to the 
would be teacher who would have 
completed the second year of the 
teacher education programme. 

c. Teacher Associate - refers to the 
would be teacher who would have 
finished the third year of the teacher 
education curriculum. 

d. Professional Teacher - refers to a 
graduate of the four-year curriculum 
or the bachelors degree in education. 

3. Community-Based Teacher Education 
Programme and others 

It is to be noted that these alternative 
structures vary and are tailored in accordance 
with the country's educational goals and aspira- 
tions. The traditional teacher education pro- 
gramme has given way, and will continue to do 
so, to more flexible and viable programmes 
which are responsive not only to national man- 
power needs but also to local needs. While there 
are some universals on general requirements 
expected of teachers, there are other skills and 
types of knowledge required by the development 
needs of teachers of a particular region or cbm- 
munity. The curriculum is becoming more func- 
tional and geared towards specific purposes in 
the light of the needs of the community served by 
the institution, i.e., more stress on agriculture 
education if the main occupation of the popula- 
tion in the community is agriculture, fisheries if 
there is much untouched marine life, etc. These 
new demands make it imperative that teacher 
education programmes establish a close linkage 
with the programmes of medical, nutrition and 
health services, agriculture and community/rural 
development agencies, manpower and small 
industry units. 

In this connection, the apparent duality of 



objectives of curriculum development, that of 
meeting the needs of learners and national deve- 
lopment have been found to be mutually rein- 
forcing. It has been observed that an individual 
who learns something valuable and useful for 
himself becomes at the same time a useful 
member of his community. He is not only a skilled 
teacher but has the proper values and attitudes, a 
feel for culture and his people's desire for a better 
quality of life. 

Non-formal Education for Community 
Development 

The notion of lifelong education has broad- 
ened the sphere of activities of the teachers 
beyond the classroom through non-formal edu- 
cation. Teacher education institutions are now 
evaluating their programs to improve their capa- 
bilities in response to these demands for non- 
formal education. 

The need becomes more urgent considering 
that according to the Deputy Minister of the 
Ministry of Education and Culture for Non- 
Formal Education, in 1977 of the eighty per cent 
rural population of the Philippines, 5.7 million are 
out-of-school youth, and by the year 2000 this 
figure is projected to reach 30 million. If the 
ultimate goal of education is to promote equity in 
economic opportunities and the enhancement of 
the quality of life for all, the National Advanced 
Level Workshop participants recommended that 
non-formal education programmes for the out of 
school youth should be expanded and enriched. 
Four types of non-formal educa6on were iden- 
tified during the Workshop as follows: 

1. Teacher-Education Institution sponsored 
Programmes in collaboration with other 
agencies, 

2. Non-Teacher Education Institution 
sponsored Programmes with the Assis- 
tance of Teacher Education Institutions, 

3. Exclusively Teacher Education Institu- 
tion sponsored Programmes, and 

4. Exclusively Non-Teacher Education In- 
stitution sponsored Programmes. 

Problems related to staffing, curriculum, co- 
ordination, funds/facilities, research and evalua- 
tion were analyzed. Some of the recommenda- 
tions which have implications for teacher educa- 
tion and are being implemented to a certain 
extent are as follows: 

1. That the integration of non-formal educa- 
tion in the teacher education curriculum 
through practicum experiences in com- 
munity learning situations be provided; 

2. That regional non-formal education 
centres based in teacher education insti- 

tutions and fun'ctionally linked with other 
institutions/agencies involved in Non- 
formal education programmes which will 
undertake research in and evaluation of 
non-formal education as they relate to 
community development needs be orga- 
nized. 

Like non-formal education, the value of edu- 
cational technology as a support system for 
education has yet to be validated. Because of its 
effectiveness in the dissemination of information 
through the mass media, it has an untapped 
potential for infusing a multiplying and 
accelerated effort into the educational system. 

Education technology may strengthen learn- 
ing and widen the boundaries of the conventional 
classroom without necessarily displacing the 
teacher. The latter may need retraining in under- 
standing, developing and using an appropriate 
form of educational technology in his work. 
Teachers and other educational personnel 
should be better-prepared to develop new 
methods and equipment which are cheap 
enough so that they will be accessible to as many 
users as possible; suitable for small-scale appli- 
cation and leave ample room for human creati- 
vity. The level of educational technology that 
they should adopt must be congruent with the 
larger goals and appropriate to the conditions in 
a developing country. In this connection, the 
question of cost becomes relevant. Educators 
and teachers may well regard the components of 
educational technology as valuable assistants in 
the educational process, provided the best mix of 
communication technology is utilized wisely. It is 
this best mix that we are seeking a supportive 
system in education. 

The development spirit could be made to 
permeate and emanate from all elements of the 
students' programmes and environment. If these 
values and objectives are widely expressed and 
exemplified in the various social groups, work 
groups, learning groups in and outside the class- 
rooms, it is possible that the majority of these 
students will imbibe this spirit long after they 
leave the institution and depart with a sense of 
mission, purpose and direction of what to do with 
their education and their life. 

Continuing Education for Teacher 
Educators 
For young people to become socially committed, 
problem-oriented and research-inclined teachers 
of today, their mentors - the teacher educators 
must themselves exemplify social conscience, 
possess knowledge based on reality and pursue 
research not as a prestigious activity but as one 
that informs their entire work. 

New curricular directions for the preparation 



of teachers and other educational personnel 
'imply the preparation of teacher educators who 

I can handle these revised courses and pro- 
grammes. Such teacher educators are to master 
not only content but also the innovative instruc- 
tional techniques required for the emerging class 
of students - those who will be experts in 
problem-solving and research. Thus, a more 
proficient breed of teachereducators who, are 
development-oriented, flexible, creative, re- 
sourceful, and innovative are needed. 

We need teachereducators who will not be 
too dependent on imported ideas but 'who are 
'willing to utilize local resources and culture in 
their teaching, who are challenged by the call for 
participation in national development. 

Continuing education programmes for 
teacher educators have been organized in order 

I to meet these needs. Such programmes ,have 
I used different modes, approaches and the need 

based content. An analysis of these activities 
indicates some common modes such as (1) 
refresher courses, (2) workshops, (3) con-. 
ferences, (4) training courses for new areas of 
knowledge, (5) summer institutes, (6) corres- 
pondence courses, and (7) internship in selected 
institutions. It is heartening to note that gradually 
the continuing education programmes for teac- 
cher educators have focused their attention on 
the new role of teacher educators on problems of 
national and rural development as well as those 
reflecting the emerging trends in education. 

Increasing awareness of the need for pro- 
fessional self-renewal among teacher educators 
was evidenced by the coming together of some 
300 teacher educators, members of the Philip- 
pine Association for Teacher Education in 
September 1976. At ths meeting, there was 
fruitful dialogue and analysis, particularly in 
sharing a vision of the Filipino in the Year 2000 
and how teacher educators could contribute to 
its realization. 

In February 1983, the Philippine Association 
for Teacher Education (PAFTE) and the Bureau 
of Higher Education, Ministry of Education and 
Culture (MEC), and with financial assistance 
from the Fund fcr Assistance to Private Educa- 
tion (FAPE) jointly sponsored four regional con- 
ferences. Various aspects of teacher education 
were taken up: 

1. reorientation of deans, teacher educators 
and support staff on the Programme for 
Decentralized Education for Develop- 
ment (PRODED) thrusts, particularly the 
New ~lementary School Curriculum 
(NESC) and the proposed Bachelor of 
Elementary Education (B.E.Ed.) curricu- 
lum; 

2. human resources development for deans 

and support staff on program, project 
and financial management; 

3. human resources de-'-pment for tea- 
cher educators on i, ,, ,uvative teaching 
techniques, strategies and methodolo- 
gies; 

4. instructional materials development for 
the proposed B.E.Ed. curriculum. 

An emerging approach to this end is the 
advanced-level workshop for teacher educators. 
The major aim of the advanced-level workshop is 
to promote the process of self-study, self-analy- 
sis and self-renewal in the teacher-training insti- 
tutions and among teacher educators in the light 
of current problems and issues in teacher educa- 
tion. Through problem-diagnosis, evaluation of 
shared experiences and analysis of case studies, 
the teacher educators work out plans for the 
introduction, management and evaluation of 
innovations that are development-oriented. 

An important feature of the experiences of 
advanced-level workshops is the attitudinal 
change amongst the organizers and participa- 
ting teacher educators. A new feeling of confi- 
dence about this modality and a conviction that it 
is possible to generate a radical changesin the, 
outlook of. teacher educators through a new 
mode of continuing education are the important 
outcomes. Rather than .being passive listeners to 
lectures by experts, the problem-analysis and 
evaluation approach has provided the teacher 
educators with a non-conventional modality for a 
programme of continuous self-rhnewal. Special 
mention should be given to the analysis of case 
studies which brought to focus the important 
problems in teacher education, innovative solu- 
tions to the problems and the process of innova- 
tion. The participant's critical self-analysis of 
their own experiences of innovation brought out 
those aspects of experiences including subjec- 
tive feeling and rethinking of objectives, design, 
focus operation for and against an innovation 
which are not reflected in written reports. This 
was an effective strategy in understanding the 
process of innovation. The teacher educators 
can now develop more creative approaches for 
their self-renewal as a result of the experiences 
gained in the Workshop. All the Colleges in- 
volved in the Workshop have conducted their 
institutional workshop on teacher education in- 
volving their own faculty and staff. Majority have 
also organized regional workshop involving tea- 
cher education institutions in their respective 
regions. Some of the follow-up activities already 
undertaken indicate the acceptance of the 
importance of the collaborative approach to 
solve the problems of teacher education in the 
context of national development tasks. A. Council 
of Teacher Educators was organized initially 



composed of the network of 21 Colleges of 
Education. 

The action programmes proposed show how 
the teacher educators have started taking the 
initiative in applying this modality in their efforts 
at the continuing education of teacher educa- 
tors. They further highlight the fact that an 
advanced-level workshop is not a modality in 
,isolation but it has its roots in the national 
programmes of teacher education, other 
branches of education and allied fields. The 
modality is regarded as a powerful instrument 
for the program of continuing education and 
faculty development. 

Such advanced-level workshops need not 
become routinized. Instead they can become the 
occasion for self-criticism and the formulation of 
new approaches and ideas. They should be 
considered an integral part of the broader con- 
cept of continuing education development. 

Planning, Implementation, Research and 
Evaluation of Teacher Education Innova- 
tions 

Teacher educators must learn not only to 
react to new developments in the national and 
international scene. Perhaps they must also anti- 
cipate changes in the socio-economic climate, 
the better to train teachers at all levels. 

For example, what kinds of research should 
teacher education institutions pursue? The 
models of research that the social sciences 
present have all too often been far removed from 
reality. And it is the reality of schools and non- 
school education with which we are concerned. 

The symbolic interactionists urge a thorough 
familiarization with the social world to be 
studied. This means, among other things, that 
teacher educators cannot continue as armchair 
professors and do relevant research. They must 
study their subjects closely. 

This also means that new approaches to 
teaching and evaluation must be the subject of 
research; otherwise teacher educators would 
become enclosed in a world of idealistic peda- 
gogy which bears little relation to the needs and 
wants of communities and students. There are 
ihdications that this is already happening and 
that is all to the good. 

Teacher educators must also study educa- 
tional policies, for they are crucial in guiding our 
activities. The new stress on non-formal educa- 
tion, for instance, requires first, an assessment of 
its potential value to the national community, 
particularly the poor majority; second, a study of 
its implications for the role of the school teacher; 
and third, the formulation of strategies for train- 
ing teachers after the first two have been 
attended to. 

It is in this way that teacher educators can 
make a real contribution to policy decisions. The 
distinction between policy studies and policy- 
oriented research is important; the latter takes 
policy as a given, the former as something to be 
analyzed and tested. 

Status surveys of teacher education have 
been undertaken by the Presidential Commis- 
slon to Survey Philippine Education and the 
Higher Education Survey of the Committee on 
Education of the Plhilippine Senate in 1970. 

Case studies on "Rethinking Teacher Educa- 
tion for Greater Relevance to National Develop- 
ment Goals" were presented by the participants 
of the 1977 National Advanced Level Workshop 
for Teacher Educators and categorized as 
follows: 

a. curriculum development 

b. in-service education for teachers 

c. development of teaching modules and 

d. enrichment of off-campus student 
teaching. 

It was noted that the corninon element in all 
the case studies is an attempt to make the pre- 
service and in-service education of teachers 
more responsive to the demands of national 
development. 

A few examples of studies'on teacher educa- 
tion are hereby presented. 

 am& and Minoza (1978) undertook a case 
study on "Preparing Teachers As Change 
Agents far Rural Areas." This case study is on 
two interrelated innovative projects of the 
College of Education, University of the Philip- 
pines: The Self-Study Evaluation of the College 
and the Inte'nsive Student Teaching Program in 
Parada, a rural community. The study analyzed 
and evaluated the two innovative projects in the 
U.P. College of Education designed to improve 
the preparation of teachers as change agents in 
rural areas. Anonuevo (1981) conducted a study 
on the Development, Tryout and Evaluation of a 
Community Based Teacher Education Program 
(CBTEP) in Morong, Rizal, another rural field 
laboratory of the College. 

TO proceed from the macro to the micro level 
let us raise questions about a matter considered 
important by all teacher educators. 

Student teaching is the core of professional 
preparation. Yet all too often our efforts to 
improve it have not been completely rewarding. 
A change of venue from the laboratory school to 
a less-privileged site is not necessarily followed 
by social and cultural understanding on the part 
of students. They remain fixated on materials and 
methods of instruction, become critical of the- 
resource deficiencies of the school, forgetting 
that they are learning the most valuable of all 



lessons: a sense of reality. Unless teacher educa- 
tors change their approach in radical ways, 
meaning to say, go to the roots of the matter, the 
off-campus experience may degenerate into a 
mechanism of adjustment to school procedures 
and programs, devoid of its social and cultural 
insights which we have set as our main objec- 
tives. This is not to say that they should abandon 
the idea, but that they should conduct research 
on it continuously, both as process and as 
product. 

Manalang's (1971) micro study of a barrio 
school was intended to determine what it is like to 
teach in rural Philippines, considering that the 
majority of teachers are assigned to barrio 
schools. The study revealed the multiple and 
sometimes conflicting roles of teachers which 
the conventional teacher preparation program 
divided into general, professional and subject 
matter areas may not meet adequately. Manalang 
proposed the inclusion of one or two fields of 
subject specialization and more field work to 
articulate teacher education more closely with 
pupil and community needs. 

Savellano and Ibe (1982) determined the 
present tasks and responsibilities of teachers 
and how teachers and the different publics - 
students, parents, school administrators and 
policy makers - perceive these tasks in relation 
to teaching. The study revealed that generally' 
teachers enjoy teaching. Parents, students, 
administrators and policy makers see teachers 
as enjoying their teaching job. The five respon- 
dent groups significantly agree on the following 
as the main tasks of the teachers: 

1. to teach the 3 r's 

2. to teach good manners and right conduct 
and 

3. to produce good citizens. 

While teachers reported that they spend a 
major portion of their time in instruction related 
activities, they also said that they are involved in 
many non-teaching tasks. The latter finding 
supports Manalang's study. Administrative 
students and policymakers' perceptions of tea- 
chers' involvement in tasks outside teaching do 
not differ significantly. All three groups perceive 
teachers as being very much involved in develop- 
ment projects. Factors cited by teachers and by 
the different publics as affecting pupil achieve- 
ment are those more related to administrative 
and management aspects of education rather 
than instruction. Teaching effectiveness is per- 
ceived by teachers and the different publics to be 
related to several factors. 

Cortes' (1977) State of the Art Review of 
Researches on Teacher Effectiveness in the 
Philippines: Cross National Perspectives, in 
collaboration with the International Develop- 

ment and Research Center of Canada (IDRC) 
showed that "majority of the 54 research studies 
are descriptions of teachers' characteristics 
aimed at drawing up profiles of the Filipino 
teacher". According to Cortes, the most common 
indicators as measures of teacher effectiveness 
are pupils' cognitive learnings and rated teacher 
efficiency using some kind of a Performance 
Rating Scale most of which do not measure the 
effects of what teachers do on students, the 
community and institutions. Moreover, most of 
the instruments are foreign-made. The few rela- 
tional studies on teacher effectiveness are mostly 
comparison of the relative effects on pupil 
achievement of different teaching methods to the 
teaching of a specific subject. Cortes proposed 
more studies on the relationships -of teacher 
factor@) and other teaching situation variables 
to learning behaviour or outcomes. Likewise, 
there is a need expressed by the researcher for 
studies on the long-term effects of in-service 
training programme on teachers' performance 
and its effect on pupil achievement. This would 
augment the existing studies on the short term or 
immediate effects of in-service training on 
teachers' knowledge and skills. 

At this point, I would like to inform you about 
the project on Teacher Education Reform which 
the. ASEAN member-countries agreed to under- 
take as one of the sub-projects of the ASEAN 
Development Education Project (ADEP). The 
ADEP was conceived when the ASEAN Sub- 
committee on Education met in Manila on 
October 21-23. 1975 to consider various pro- 
posals for ASEAN Australian cooperation in the 
field of education. The Meeting decided that in 
order to meet the problems of establishing 
meaningful relationships between education and 
national development there should be closer 
collaboration in the field of development educa- 
tion among the ASEAN member countries. The 
Meeting further recommended the organization 
of an ASEAN Education Task Force to undertake 
baseline studies to identify specific priority pro- 
jects on the basis of common areas of concern in 
development educatio~. These projects should 
not duplicate the activities of UNESCO/ 
SEAMEO/RIHED and~or other such agencies as 
far as possible. They would however comple-' 
ment the efforts of these agencies. The Meeting 
also recommended the establishment of a net- 
work of development education centres which 
have the research and resource capabilities to 
manage the project. 

The Sixth Meeting of the ASEAN Permanent 
Committee on Socio-Cultural Activities, in 
Singapore, 7-9 December, 1976 took note of the 
Report of the First Meeting of the Sub-Com- 
mittee on Education and agreed that the ASEAN 



Education Task Force be organized as soon as 
possible in 1977. Accordingly, the Task Force 
held its first meeting in Manila 23-25 March 1977 
to design a plan of work to undertake baseline 
studies towards the establishment of an ASEAN 
  et work of development education centres and 
the identification of possible priority areas of 
activity and institutional relationships among 
ASEAN member countries. The ASEAN Develop- 
ment Education Project (ADEP) with five initial 
sub-projects as recommended by the ASEAN 
Education Task Force and the Sub-Committee 
on Education was approved by the ASEAN 
Ministers of Education during their meeting held 
in Manila, 8 9  December 1977. The five sub- 
projects are: 

a. Educational Management Information 
System 

b. Test Development 

c. Teacher Education Reform 

d. Work Oriented Education for In-School 
and Out-of-School Youth 

e. Special Education 

The ADEP would have national and regional 
implications. It would lead to the strengthening 
of national capabilities through ASEAN colla- 
boration, thereby creating a significant impact in 
each of the member countries. 

The Philippines through its NADEC based in 
the College of Education is coordinating the 
ASEAN Development Education Project (ADEP) 
in collaboration with the ASEAN, ASEAN 
National Coordinating Agency of the Philip- 
pines, Ministry of Foreign Affairs, and the 
Government of Australia. 

The baseline studies noted that much of the 
current orientation of teacher education in the 
ASEAN is associated with Western philosophies 
and theories of education and learning. Teacher 
education has a key role to play in improving the 
quality and relevance of education at all levels. 
Changes in curricula in accordance to the needs 
of development education cannot be success- 
fully implemented without appropriately trained 
and competent teachers to adapt to new chal- 
lenges. At present, all five ASEAN member coun- 
tries expend tremendous resources for in-service 
teacher education programmes with somewhat 
uncertain effectiveness, and with little end in 
sight of the masses of teachers that needed to be 
retrained or updated. 

'This situation demands a closer look into pre- 
service teacher education to find out if anything 
could be done to ensure that teachers do not 
require retraining as soon as a new curriculum or 
innovation is introduced. The basic education of 
teachers must ensure that teachers will continue 
to learn and grow in professional competency in 

accordance with the new economic and social 
changes of the times. 

The baseline studies also revealed that more 
attention should be given to the preparation of 
teacher educators or to reorientate existing 
teacher educators to redirect their efforts to 
improve their training capabilities. There is also 
an urgent need to review existing teacher educa- 
tion programmes and seek better and more 
effective methods and strategies relevant to 
ASEAN educational values and goals. 

The sub-project on Teacher Education Re- 
form is aimed at orientating teacher educators or 
the faculty of teacher education institutions to- 
ward the development education needs of the 
region reflecting ASEAN values, philosophy and 
pedagogy in the education of teachers. Changes 
in curricula in accordance with this new orienta- 
tion cannot be successfully planned and imple- 
mented without appropriately and competently 
prepared teacher educators to adapt to new 
challenge. 

Accordingly, the overriding objective of the 
ASEAN Development Education Project (ADEP), 
sub-project on Teacher Education Reform is to 
increase the efficiency and effectiveness of tea-' 
cher education programmes in ASEAN countries 
so that the teachers they prepare will be suffi- 
ciently versatile to adapt or cope with educa- 
tional, technological, social and economic 
changes. 

The scope of the sub-pproject covers three 
major areas: 

1. Reorientatidg teacher educators to 
national development needs; 

2. Pre-service education; and 

3. In-service education 

Each area consists of three major activities: 
research and training, establishing teacher 
education linkages, information dissemination 
and publications exchange. 

For the initial activity of the sub-project on 
Teacher Education Reform, NADEGPhilippines 
organized the First ASEAN Regional Workshop 
on Teacher Education Reform which had for its 
theme: "Educational Problems and Issues for the. 
1990s Perspective for Teacher Education 
Reform." 

The Workshop identified the priorities for 
collaborative research in teacher education and 
considered the study on the philosophy of 
teacher education towards the 1990s as the first, 
priority. Alternative conceptual brochures/ 
approaches/models for teacher education re- 
form in the ASEAN were likewise recommended. 
Guidelines for the use of alternative schemes/ 
approaches/models for teacher education re- 
form were formulated. 



The First Collaborative Research on Pre- 
Service and In-service Education has recently 
been completed and is under review in prepara- 
tion for publication and dissemination. The re- 
search aimed to identify a philosophy of teacher 
education in the ASEAN region at both the 
national and regional levels toward the 1990s. It 
had the following specific objectives: 

1, To determine similarities and uniqueness 
in the concepts of an ideal teacher among 
the five member countries. 

2. To determine similarities and uniqueness 
of the teacher in practice among the 
five member countries. 

3. To compare the degree of congruency 
between concept of an ideal teacher and 
a teacher in practice at both the national 
and across-national levels. 

4. To examine the relationships between 
the: 

a. concepts of an ideal teacher and the 
teachirig learning situations; 

b. concepts of an ideal teacher and 
student performance; 

c. actual behaviours and attributes of 
teachers and teaching-learning 
situations; and 

d. actual behaviours and attributes of 
teacher and student performance. 

5. To examine the interactions between 
selected teacher attributes/behaviours 
(ideal and actual), and selected teaching- 
learning situations and student perfor- 
mance. 

6. To identify the changing roles of teachers 
and the required competencies, personal 
traits and modes of behaviour for new 
directions in teacher education toward 
the 1990s. 

The Second Collaborative Research on 
Teacher Education Reform is underway or in 
process. The members of the participating coun- 
tries are undertaking a collaborative research 
survey/study to be carried out in each country to 
determine the extent to which the foundation/ 
professional subjects in teacher education 
(philosophy, socio-cultural studies, psychology 
and pedagogy) have effectively facilitated the 
practising teachers not only in handling the daily 
instructional management problems but also in 
planning their multifarious roles in the fast 
changing educational settings. It is hoped that 
this study would reveal the strengths and the 
shortcomings of the foundation courses both in 
tems of instructional content and strategies as 
perceived by teacher educators and practising 
teachers. The findings of this research would 

provide guidelines and recommendations for 
revisions/changes in foundation courses of pre- 
service teacher education programs consistent 
with the needs and policies of each ASEAN 
country reflecting the aspirations, ideologies and 
values of ASEAN. 

That teachers and other school personnel 
must become skilful managers of. educational 
activities in the interest of genuine development 
is well-known. In developing societies with 
limited resources, efficient and imaginative edu- 
cational management is a desideratum. The 
essentials of management know-how are being 
disseminated and practised increasingly by edu- 
cational personnel. It is a challenging enterprise 
to manage educational innovations in a confext 
of scarce material resources. The matrix of 
creativity is the abundance of the human 
resources: the people who earnestly want deve- 
lopment and the teachers and educators who 
must rise to the challenge of accelerating human 
development in a situation of material scarcity. 

However rational the focus on management in 
the interest of efficiency and effectiveness, it 
should not divert teachers and educators from 
their main purpose: the education and training of 
people for individual and societal development in 
diverse and changing environments. In brief, 
management is a supportive system, not an end 
in itself. But it is a necessary support, a set of 
skills and knowledge which has been useful in 
promoting higher productivity in industry and 
hopefully, more resourceful people in education. 

Conclusion 
Teacher education programmes in the Philip- 

pines are periodically being reviewed and 
assessed in the light of changing demands along 
economic, social, cultural even spiritual dimen- , 

sions in Philippine society. More collaborative 
efforts are now more than ever being demonstra- 
ted by different teachereducation institutions in 
the country. 

Hence, more joint planning and evaluation of 
teacher education programmes are expected in 
the future. From purely content-centred curri- 
culum we have moved toward competency-skill 
based curricula and this seems to be the concern 
of most educators in the country. 

There is the trend towards innovative 
approaches in teacher education bringing the 
school to the community-integrating education 
with rural development. Many other education 
programmes are linked to community goals and 
objectives. 

Research activities are equally geared to- 
wards development efforts that provide inputs 
not only in theory but also in practice - more 
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deliberate attempts t o  integrate theory and prac- reforms. The field is so wide and challenging as 1 
tice in the classroom - in short what works is t o  require the concerted efforts of teacher educa- 
what is good. tion institutions in the country and the region. 

There is indeed a growing awareness on the Together w e  can make it work and come 
need of partic~pation of both public and private closer t o  approximating the vision of a just 
sectors of society in the planning of educational contented and peaceful regional society. 
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Research And Teacher 
Education: A Singapom 
Petspective 

1.0 Why Bother to do Educational Research in 
Singapore ? 

Implicit in the Conference is the assumption 
that educational research, especially as it 
helps to illuminate the practice of teacher 
education, has a place in Singapore. Never- 
theless, it might be a useful exercise to 
examine the pros and cons even if to re- 
assure ourselves that investment in research 
is worthwhile for improving teacher educa- 
tion. 

1.1 A case against doing research in 
Singapore 

1.1.1 It would indeed be most embar- 
rassing if we in Singapore were 
asked to list the major educa- 
tional policy decisions which 
have benefitted directly from 
research. Nor would we be 
entirely comfortable if we were 
asked to pinpoint specific 
classroom practices which are 
the direct outcome of any re- 
search effort. The painful fact is 
that neither policy-makers nor 
practitioners seem to place a 
high premium on what research 
can offer by way of prescriptive 
advice. Why is this so? 

1.1.2 The growing disenchantment 
with the lack of unequivocal 
findings from educational re- 
search is, however, not con- 
fined to Singapore alone. While 
professionals like Stephensl 
have arrived at such a conclu- 
sion, journalistic articles like 
that of Hechinger2 have been 
most damaging, especially 
when they hint at wastage of 
taxpayers' money in research 

1 Stephens, J.M. The Process of Schooling. Holt. 
Rinehart 8 Winston, 1967. 

2 Hechinger, Fred. No One Knows What Makes a 
Good School, New York Times. Nov 13, 1977. 

3 Cohen. D. K. 8 Weiss, J. A. Social Science and 
Social Policy: Schools and Race. The Educational 
Forum, 1977. 41 (4), 393-413. 
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which yielded only ''vague and 
contradictory conclusions". In 
the USA, political decision 
makers and even the courts, 
had often to deal with issues 
that the experts could not 
resolve3. 

1.1.3 Even researchers have been 
skeptical about establishing 
long-lasting generalisations. 
Cronbach4, for example, con- 
cludes that generalisations 
must necessarily be tentative, 
so that the exception must be 
taken as seriously as the rule. 
As early as 1957, he argued that 
it was simplistic to look for 
straightfoward effects, such as, 
which of several possible treat- 
ments would be most effective. 
If we recognise individual 
differences, we should expect 
some individuals to find treat- 
ment A most effective while 
other individuals might find 
treatment B or C to be most 
effective. In other words, apti- 
tudes or ability of individuals 
interacts with the treatments, 
and ~ronbadh called for more 
research aimed at identifying. 
these aptitude-treatment inter- 
actions (ATI)S. To further com- 
plicate matters, interaction 
effects have often been found 
to be interactive themselves. 
Thus, f9r example, treatment 
could itself be inter-acting with 
subject matter or with time, it is 
little wonder that Snow, Cron- 
bach's associate in the AT1 
field, reported after he had a 
colloquium on AT1 findings that, 

4 Cronbach. L. T. Beyond the two disciplines of 
scientific psychology. American Psycholog~st. 
1975. 30(2), 116-126. 

5 Cronbach, L. J. The two disciplines of scientific 
psychology. American Psychologist. 1957. 12(11). 
671-684. 



"... a well-known learning theo- 
rist remarked ... 'If you're right, 
I quit, because this makes it all 
too complicated - theory be- 
comes impossible6!' " 

1.1.4 We seem therefore to be in a 
Catch-22 situation, in which 
recourse to research which is 
more reflective of relevant 
situations tends to become too 
complex and incomprehensible 
to prospective users, whereas 
over-simplification or over- 
generalisation might have in- 
stant appeal but delayed harm- 
ful effects. Unfortunately 
though, there is no dearth of 
overseas experts who are ready 
to offer attractive, simplistic 
solutions, with the comfortable 
thought that they would not 
need to be accountable should 
anything go wrong. In order to 
avoid invidious comparisons, 
local researchers have the 
option of confining their efforts 
to "conclusion-oriented" rather 
than "decision-oriented" re- 
search7, or sacrificing stan- 
dards of scientific rigour and 
making less cautious recom- 
mendations, rather than aban- 
doning research altogether. 

1.1.5 While the last alternative would 
be the most unfortunate one to 
take, there are many more com- 
pelling reasons why educa- 
tional research in Singapore 
could be unattractive. One is 
the pressure to deliver the 
goods within rather restricted 
time spans and, even so, there 
is a tendency to expect ciear- 
cut, tangible results. Such 
expectations can readily be 
understood in the context of 
Singapore, where the educa- 
tion system is unable to match 
the vis~ble successes of the 
industrial and commercial sec- 
tors in coping with public 
demands, which, in an exami- 
nation-oriented society like 
Singapore, tends to be rather 
excessive. As concerns from 
pressure groups shift, educa- 

tional priorities also tend to 
change. The result is that, un- 
less researchers confine them- 
selves to assigned projects and 
use less refined, but quick, 
methods, which are of course 
less professionally satisfying, 
they could quite easily "miss 
the boat" in seeking recogni- 
tion for their research efforts. 

1.1.6 Another reason for the possible 
lack of interest in educational 
research is that the two main 
institutions in Singapore where 
decision-oriented research is 
supposed to be conducted 
have, until recently, tended to 
regard research as very low in 
priority. The Institute of Educa- 
tion (IE) has, except for the first 
few years, been preoccupied 
with teacher training, mostly in 
terms of pre-service education. 
The Research 8 Testing Divi- 
sion (RTD) of the Ministry of 
Education has also tended to 
concentrate its energies mostly 
on such routine operations as 
conducting examinations and 
monitoring of performance. 

1.2 A case for doing research in 
Singapore 

1.2.1 That the overall balance sheet 
of educational research find- 
ings vis-a-vis educational prac- 
tice has not been too encou- 
raging is perhaps all the more 
reason why researchers ought 
to be challenged to seek more 
effective and imaginative ways 
of enlightening the problems 
confronted by practitioners and 
policy-makers. Gage has, for 
instance, offered two possible 
answers to the question of why 
"so many past evaluations of 
our research yield (have) been 
so lugubrjous". According to 
him, "one answer is that the 
big million-dollar studies have 
often focussed on variables, 
such as per-pupil expenditure 
or school size, that are remote 
from the point of contact be- 
tween the educational enter- 
prise and the learners". Another 

6 Snow R E Ind~v~dt~al differences and ~nstruct~onal 
ttleory Edocatrorial Researcher. 1977. 6(10) 11-15 

7' Cronbach. L. J. and Suppes, P. (Eds.) Research for 
Tomorrow b Schools. Macmillan. 1969. 



reason is that "educational re- 
search has suffered from what 
may well have been a massive 
Type II error caused by the 
erroneous methods of research 
synthesis that we have been 
~s ing . "~  

1.2.2 The more recent literature on 
both teacher and school effec- 
tiveness seems to be more pro- 
mising. For instance, Good has 
suggested that it is now possi- 
ble to make fairly confident 
generalisations about the con- 
tribution to effective teaching 
of both teacher's managerial 
abilities and also their use of 
"direct instruction", or teaching 
which has explicit goals, is 
task-oriented, highly struc- 
tured, and seeks high levels of 
teacher and pupil inv~lvement.~ 
A more optimistic finding is the 
synthesis of the results of l 11 
empirical studies of school 
effectiveness where achieve- 
ment was the criterion, and the 
predictor variables were factors 
in the control of educators. As 
reported by Donovan, eight 
different principles emerged, 
namely 

"1 The more time spent on in- 
struction, the greater the 
achievement gain. 

"2 The greater the parental in- 
volvement, the greater the 
achievement. 

"3 High expectations from the 
principal are associated with 
greater achievement. 

"4 High teacher expectations 
are associated with high 
achievement. 

"5 Higher achievement gains 
are more likely in class- 
rooms with a high degree of 
structure and with suppor- 
tive teachers. 

"6 Use of positive feedback or 
reinforcement by teachers is 

associated with greater 
achievement. 

"7 Use of tutoring is related to 
achievement. 

"8 Recitation promotes greater 
achievement gains,and use 
of 'factual' questions in class 
is associated with greater 
achievement in basic 
 skill^."'^ 

1.2.3 While these findings will pro- 
bably not surprise the majority 
of teachers, the value of re- 
search is that it lends cre- 
dence to established practice. 
More important perhaps is 
whether teacher educators are 
cognizant of such research 
findings and especially their 
implications to what is taught 
in teacher education institu- 
tions. 

1.2.4 Since most of the research 
which has relevance to educa- 
tional practice in Singapore. 
has been conducted else- 
where, there is indeed a need 
to match some of the major 
studies with local research on a 
manageable scale before deci- 
sions are made with far- 
reaching consequences. There 
will, of course, be a need to 
take into account the usual time 
constraints which obtain in 
Singapore. But, not to commit 
ourselves to at least a scaled- 
down replication of critical re- 
search is to abrogate the right 
to offer professional advice. 

1.2.5 It would similarly be suicidal 
if year-in and year-out IE 
carries on its business of 
teacher education without self- 
questioning and undertaking 
research on aspects of teacher 
education itself with the view to 
improved practices. Account- 
ability and credibility will pro- 
bably be enhanced through the 
juxtaposition of research and 
teacher education. 

8 Gage, N. L. Comments on The Future of Educa- 
tional Research, Educational Researcher, 1982, 
11(8), 11-12. 

school, Journat of Teacher Education, 1979, 30(2) 

10 Donovan, D. L. Schools do make a difference, 
Michigan School Board Journal, 1982, 29, 8-1 1. 

9 Good, T .  L. Teacher effectiveness in the elementary 



2.0 What is the Current Educational Research 
Scene in Singapore? 

I have elsewhere suggested that typically, 
current research in Singapore is characterised 
by the twin strategies of what might be termed 
as "policy-oriented pragmatism" and "enlight- 
ened opportunism"." Thus, besides researches 
which provide empirically-based inputs to policy 
decision-making, less pressured, and possibly 
more rigorous, investigations are carried out by 
gearing research opportunities towards what 
seems at the time to be a crucial problem. 

2.1 Some examples of ';oolicy-oriented 
pragmatism" 

2.1.1 It is probably understandable 
that most of the policy-oriented 
research has been conducted 
by the Ministry of Education 
(MOE), in particular by RTD. 
From time to time IE has been 
"commissioned" by MOE to 
undertake certain studies. An 
example of such studies is the 
two sets of studies by Ho et 
a1.12 In the - earlier study, a 
sample of pupils were inter- 
viewed whose performance in 
English Language in the Pri- 
mary School Leaving Examina- 
tion (PSLE) was poor in com- 
parison with their performance 
in other subjects. Their findings 
pointed clearly to the lack of 
home support in English 
Language learning. The follow- 
up study was carried out with a 
sample of pupils who per- 
formed well in English Lan- 
guage in the PSLE as well as in 
other subjects, and who were 
carefully matched with the 
earlier sample on selected 
home background characteris- 
tics. 

2.1.2 The main findings of the follow- 
up study were that the second 
sample of children were highly 
motivated and studious, had an 

11 Sim Wong Kooi. Research on the implementation 
and evaluation of reforms of educational content 
and methods in Singapore. Regional Workshop on 
the Development of Research concerning the Im- 
plementation and Evaluation of Reforms of Educa- 
tional Content and Methods. NIER, 1982. 

12 See: Ho Wah Kam et al. Case Studies of a Sample of 
Pupils whose Performance in English Lang- 
uage in the 1981 PSLE was Poor in Comparison 

appetite for reading, had an 
elder brother or sister to turn 
to and recalled having had 
good teachers. In an introduc- 
tory note, ' ~ i m  related the find- 
ings to the five variables in John 
Carroll's "Model of School 
Learning", namely Aptitude, 
Motivation, Opportunity, Qua- 
lity of Instruction and Ability to 
Understand Instruction. Leav- 
ing aside the first and last 
varilables he pointed out that 
the remaining 3 were crucial in 
that they are within the control 
of teachers who should en- 
deavour to take such measures 
as the following:- 

"1 They could provide motiva- 
tion for extensive reading by 
ensuring the availability of 
adequate, appropriate and 
attractive materials, giving 
praises for sustained efforts 
and stressing the usefulness 
of English. 

"2 They should ensure that 
ample opportunity is pro- 
vided for pupils to master 
each language task before 
proceeding to the next level, 
which depends on the 
mastery of earlier skills. 

"3 They would need to improve 
their quality of instruction, 
especially in adapting to the 
needs of individual 
children."13 

2.1.3 Other examples of such "com- 
missioned" studies include the 
ongoing 'Monolingual Case 
Studies' by Eng Soo Peck et 
al., which entail an in-depth 
look into the home environ- 
ment, intellectual abilities and 
academic performance of 38 
pupils in monolingual classes, 
the ongoing "Study of the 

with their Performance in Other Subjects. IE. 
19c.  
Ho Wah Kam et al. A Follow-up Study of a 
Sample of Pupils who Performed Well in 
English Language in the 1981 PSLE. IE, 1982. 

13 Sim Wong Kooi. Introductory Note to Ho Wah Kam 
et al. A Follow-up Study of a Sample of Pupils 
who Performed Well in English Language in the 
1981 PSLE. IE. q982. 



Reading Ability Levels of Lower 
Primary School Children in 
Singapore" by Ng Seok Moi et 
al, which attempts to study the 
patterns of responses of sam- 
ples of different cohorts of 
children to a battery of reading 
tests over a threeyear period, 
and the "Evaluation of Media 
Utilisation" by Yeoh Oon Chye 
et al which will be mounted 
soon not only to evaluate the 
nature and extent of media utili- 
sation, especially vis-a-vis 
materials supplied by or availa- 
ble from the Curriculum Deve 
lopmept Institute of Singapore 
(CDIS), but also to follow-up 
on the efficacy of past media 
utilisation courses at IE which 
attempted to capitalise upon 
the multiplier effect. 

2.1.4 While the major concern of 
RTD is with the conduct and 
monitoring of public examina- 
tions, the monitoring of perfor- 
mance of pupils in various 
examinations, as well as speci- 
fic studies are linked directly 
to policy decisions. For 
example, arising from the r e  
commendations of the Goh 
Rep~rt '~ ,  children are channel- 
led into various streams after 
Primary 3 and Primary 6 in 
order to allow them to develop 
their different abilities .at differ- 
ent paces, with possibilities of 
lateral transfers in the case of 
wrong streaming or late deve 
lopers. Thus, RTD is looking 
systematically into not only 
streaming practices, but also 
lateral transfer patterns and 
attrition rates at different levels. 

2.1.5 Another example of a policy- 
associated concern is that of 

- bilingualism. Apart from moni- 
toring performance in the first 
and second languages, several 
specific studies have been , 
carried out to ascertain factors 
which are associated with lan- 
guage learning and perfor- 
mance. In one study15, for in- 
stance, the effect of peer pres- 

Goh Keng Swee et al. Report o n  the Ministry of 
Education, 1978. 

sure on language learning was 
investigated by a series of dis- 
cussion sessions with a panel of 
popular pupils and pupil 
leaders who here identified by 
means of a sociometric test. It 
was evident from the study that 
pupils generally conformed to 
the language-speaking envi- 
ronment of the school. In a few 
schools, however, deliberate 
actions by the school such as 
in providing more stimulating 
lessons can help to overcome 
the limitations imposed by the 
languagespeaking environ- 
ment. 

2.1.6 Many more studies with the 
specific purpose of evaluating 
the effects of various practices 
and programmes on pupils' 
academic performance have 
been or are being undertaken 
by RTD. Examples of such r e  
search are the "Survey of Nutri- 
tion, Television Viewing and 
Sleeping Habits of School 
Children in Primary Schools", 
"Survey of Homework", "Tea- 
cher Workload Survey" and 
"Survey of Full-Day Schools". 
The findings of these studies 
may not have a direct bearing 
on teacher education as such, 
but the vital information on the 
status and concomitants of 
policy implementation should 
sensitise teacher educators in 
prioritising and reorganising 
the kinds of knowledge they 
might wish to present and dis- 
cuss with teachers, whether 
preservice or in-service. 

2.1.7 More directly relevant to 
teacher education is the 
development of special tests by 
RTD, such as a Ministry of 
Education General Ability 
(MOEGA) test and a Mathema- 
tics Diagnostic Test for lower 
primary classes. A general 
ability test was in fact used to 
select 20 monolingual pupils 
in a school, for whom special 
remedial treatment, including 
behaviour modification, was 

15 Lim Tock Keng. The Effects of Peer Pressore 017 

Language Learning R I D .  1982 



provided over a period of one 
year, at the end of which signi- 
ficant gains were in fact demon- 
strated.16 All of these pupils 
have actually been transferred 
laterally to extended and even, 
in 5 cases, to normal classes 
at the beginning of this year 
and their progress, or lack of 
progress, would hopefully be 
monitored. 

2.1.8 Even more directly relevant to 
teacher education are the re- 
search and development work 
of CDlS in the development 
of various curriculum materials. 
Formative evaluation is under- 
taken by CDlS through tryout 
of materials in pilot schools 
and inviting external consul- 
tants, usually from reputed 
institutions overseas, to advise, 
inter alia, on the curriculum 
plans and instructional mate- 
rials being developed by the 
respective project teams. 

2.1.9 Upon completion of each prc- 
ject, IE is invited to undertake 
a summative evaluation. So far, 
four such studies have been 
completed, while four more are 
in the process of being com- 
pleted. While differences in 
specific instruments and types 
of data to be collected exist 
among the different projects, 
evaluation normally comprises 
the following four components: 

1 Intrinsic evaluation of mate- 
rials (& methods) 

2 Classroom observations 
3 Survey of teacher opinions 
4 Survey of pupil reactions/ 

performance. 

2.1.10 A slightly different, but note- 
worthy, project of CDlS in- 
volves the development of 
materials and methods for 
remedial teaching in three 
primary schools. While the pro- 
ject has a longitudinal perspec- 
tive in following several co- 
horts of academically weak 
pupils over a period of 4-6 

years, interim results have been 
impressive and encouraging 
and serve to illustrate that 
"when teachers care enough, 
soon enough, even the weakest 
pupils can be helped to improve 
and to succeed in their studies 
progressively".17 

2.2 Some examples of "Enlightened 
Opportunism" 

2.2.1 Research opportunities could 
arise in several ways, such as, 
for example, the involvement 
of students as "research assis- 
tants" in carrying out delimited 
studies as part of their course 
assignments, partibipation in a 
postgraduate course which re- 
quires the conduct of super- 
vised research, the availability 
of external funds in specified 
research, the availability of ex- 
ternal funds in specified fields 
which prompt IE to make a bid 
to tap these funds, the presence 
of an expert who is invited to 
undertake a special study in 
his/her own area of specialisa- 
tion, and the perennial need 
to make more sound adminis- 
trative decisions regarding pre- 
service and in-service prc- 
grammes based on empirical 
findings. 

2.2.2 While no specific outputs are at 
present available, arising from 
the strong encouragement that 
I have made on several occa- 
sions for staff at IE to involve 
their students in undertaking 
parts of an overall study con- 
ceptualised and coordinated by 
the lecturer concerned, indica- 
tions are that some have taken 
up the challenge but proceed- 
ing rather cautiously. Post- 
graduate students who have to 
submit dissertations as part of 
their M Ed or Ph D programmes 
have however been advised to 
focus their research on pro- 
blems that have been, or are 
likely to be, encountered in 
schools, rather than to embark 

16 Tang Ee Chen et al. FiriaI Report on the Monolingual 
Teachrrlg Proiect. RTD, 1982 

17 Yeoh Oon Chye & Pauline Ong.Remedia1 Mathema- 
tics Teaching by SPEMS (Special Project on 
English. Mathematics & Science). CDIS, 1982. 



on some esoteric inquiry. They 
have likewise been advised to 
be on the lookout for ongoing 
projects, either by IE or RTD, 
which are more likely to be 
decision-oriented., 

2.2.3 IE's participation in the Inno- 
tech NTR (Non-traditional Role 
of Teacher Education) project 
h p  resulted in the develop- 
ment of 24 self-instructional 
modules, especially for tea- 
chers of slow learners. These 
modules have been subjected 
to the following evaluative 
substudies:- 

1 Substudy I: The Teacher 
Survey 

A onegroup pretest-posti 
test design was used to find 
out the effects of the tea- 
chers' knowledge, opinions 
and commitinents after 
using the materials. Results 
involving the tryout of 10 
modules with 276 teachers 
have so far indicated that 
the materials are, generally 
useful and relevant. 

2 Substudy ll: Panel 
Assessment 

The intrinsic evaluation of 
the materials by a panel of 
teacher educators attempt- 
ed to determine if the mate- 
rials are likely to attain the 
intended objectives. Again, 
the results have generally in- 
dicated that the modules are 
relevant both for pre-service 
and in-service teachers. 

3 Substudy Ill: Classroom 
Observation 

A pretest-posttest control 
group design was used, in- 
cluding classroom observa- 
tions, in order to determine 
the effects of the modules 
upon the teachers' class- 
room practice. This study is 
nearing completion. 

Arising from lhese substudies 
and with appropriate editorial 
assistance, it is hoped that a 

smaller set of 15 or so modules 
would be selected and revised. 
so that besides being more rele- 
vant, they would also be more 
attractive and readable. 

2.2.4 Another project which is being 
funded by van Leer Foundation 
is on "Studies of the Cognitive 
and Social Development of Pre  
school Children in Singapore". 
Besides the establishment of 
base-line data on various deve 
lopmental characteristics of 
children, a possible extension 
might involve some experimen- 
tal studies of pre-school learn- 
ing based on the base-line in- 
format ion. 

2.2.5 An off-shoot of the recommen- 
dations of a Report of the Com- 
mittee to Review the Curricu- 
lum for Monolingual Classes18 
was the formation of a Mono- 
lingual Curriculum Project at IE 
This project is unique and chal- 
lenging in the sense that, for 
the first time, IE would be in- 
volved not only in the formative 
and summative evaluation of 
curriculum materials and their 
use in pre-service and in-ser- 
vice teacher education, but also 
in actually developing revised 
curriculum materials, including 
materials for teacher education 
and pilot testing of all materials. 
Unlike other curriculum pro- 
jects, this one involves the 
development and evaluation of 
a variety of subjects for 5 years 
of primary schooling for pupils 
who are mostly slow learners. 
Thus, there will be an attempt 
to deemphasise academic 
content and emphasise func- 
tional or practical activities, 
including the introdu~tion of 
pre-vocational orientation 
during the last 2 years. Several 
substudies have therefore been 
conceptualised to test different 
approaches. An interesting 
development has been the 
development and validation of 
the Index of Communicative 
Difficulties, a diagnostic test 

18 Sim Wong Kooi and John Yip et al. Report of the 
Committee to Review the Curriculum for Mono- 

lingual Classes, 1982 



for lower primary pupils, by Soh 
Kay Cheng. 

2.2.6 Various research studies have 
also been promoted based on 
special expertise or interest of 
staff or visiting scholars. 
Examples of such studies are 
the reading surveys conducted 
by Ng Seok Moilg, the experi- 
mental study on relational and 
instrumental learning in mathe 
matics by Keith Purbrick et al.20, 
the analysis of case studies in- 
volving lypils with learning 
problems2', and the. study on 
the Development and Acquisi- 
tion of Concepts in Singapore 
Schoolchildren by Elwyn Tho- 
mas et al. which is nearing com- 
pletion. 

2.2.7 Until recently research on 
teacher education had not been 
carried out with plausible appli- 
cations in mind. Even the 
Survey on ' Teacher Education 
Objectivesn tended to be 
treated as an academic exer- 
cise, notwithstanding the 
powerful implications for the 
curriculum in teacher educa- 
tion. For instance, in the follow- 
up survey of the perception of 
Diploma in Education students, 
comparisons with both 
lecturers and principals 
showed that the students 
ranked the following objectives 
higher:- 
* Knowledge of the National 

Examination System 
Skill in constructing and 
using tests for evaluating 
pupils' progress 
Confidence as a personal 
quality. 

On the other hand, they ranked 
the following objectives lower 
by comparison with lecturers 
and principals:- 
* Knowledge of philosophic- 

political basis of educational 
practice 

19 Ng Seok Moi. The Status of Reading in Primary 1, 2 
8 3 in Singapore. IE Occasional Paper No. 5, 1980. 
Ng Seok Moi. An Informal Method of Reading 
Assessment. IE Occasional Paper No. 6. 1980. 

20 Purbrick, K. J. et al. Relational 8 Instrumental 
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Skill in setting objectives for ' 
a lesson 
Conscientiousness as a 
personal quality. 

2.2.8 Hence, it was felt necessary 
about a year ago to form four 
different teams in order to con- 
duct research on some peren- 
nial problems which beset the 
practice of pre-service of tea- 
cher education at IE. As the 
four projects - Additional 
Selection Instruments, Assess- 
ment of Teacher Trainees, 
Innovative Teaching Methods, 
and Follow-up Studies of 
Former Students - will be dis- 
cussed in workshop sessions 
during the Conference, I shall 
refrain from discussing any of 
the projects. However, I shall 
briefly touch on the rationale 
for identifying these projects 
from a future perspective in my 
concluding remarks. 

2.2.9 Even with in-service pro- 
grammes, besides the regular 
practice of including in-built 
evaluation for each course, 
alternative modalities are being 
tried out and evaluated. One 
such attempt involves a twin 
strategy of providing basic pro- 
ficiency courses in content and 
methodology to some 2000 pri- 
mary mathematics teachers 
who do not have an '0' level 
qualification in mathematics 
and courses and various sup- 
port systems to mathematics 
coordinators in order to assist 
them in organising and con- 
ducting school-based work- 
shops with their fellow teachers 
in solving problems in learning 
and teaching mathematics. An 
experimental design has been 
incorporated in the latter long- 
term project which would hope 
fully provide both pupil and 
teacher data, especially to 
ascertain the feasibility of set- 

Learning: A Classroom Experiment in Understand- 
ing Mathematics. IE, 1982. 

21 Quah May Ling et al. Interdisciplinary Approach in 
Helping School Pupils with Learning Problems. IE. 
1982. 



ting up an infra-structure 
whereby inter-school and intra- 
school coordinators can func- 
tion in school-based workshop 
situations. 

3.0 Where Can or Should We Go from Here? 

3.1 Predicting the future is always a 
tenuous task, especially in the context 
of Singapore where not only change 
but also changing change is an un- 
changing feature. Predictions can only 
approximate meteorological fore- 
casting, with its attendant inaccura- 
cies, or else astrological crystal- 
gazing, which suggests the course we 
ought to take to cope with eventualities 
vaguely couched. Hence, I shall not 
resort to fine-grain appraisal of what 
the future portends for research and 
teacher education. Rather, I shall only 
attempt a helicopter view of what I 
consider to be the probable as well 
as hoped-for future. 

3.2 First and foremost, let me say that, in 
Singapore at least, we seem to be 
experiencing rather needless pro- 
blems in the transition from a situation 
where research and teacher education 
tended to be treated as disparate to 
one where the two overlap. True, re- 
search studies have been carried out 
from time to time, but they have tended 
to be treated as luxury activities under- 
taken only when we can spare some 
time in our preoccupation with training 
of teachers. My ideal would then be a 
situation in which research and tea- 
cher education would be completely 
isomorphic in the sense that all teacher 
education activities and decisions 
have a close link with ongoing or com- 
pleted research. As with all ideals, such 
a situation is not fully attainable but 
nevertheless it represents a worthwhile 
guide to what we do in research and 
teacher education. 

3.3 Another personal preference is that 
ultimately each and every teacher 
should be a researcher, or at least an 
action researcher in the sense of carry- 
ing out systematic investigations, with 
some reasonable degree of control, 
aimed at improving teaching and 
learning in their classrooms. In this 

22 Institute of Education. Survey on Teacher Educa- 
tion Objectives I!. The Views of Full-time Diploma 
in Education Students at /E.  1981. 

respect, I foresee that IE should do well 
to invest in a kind of meta research 
which has features such as the follow-. 
ing:- 

3.3.1 Research needs to be carried 
out on optimal forms of re- 
search strategies, tactics and 
techniques that are within 
reach of teachers, without 
sacrificing too much generali- 
sability. There is need also to 
ascertain the most conducive 
conditions for motivating tea- 
chers to engage in research, 
such as in terms of demon- 
strable effectiveness in resol- 
ving pressing problems, within 
existing constraints. 

Realising the lack of extensive 
professional reading among 
our teachers, there is need to 
research into how best to com- 
municate useful research ideas 
and findings to teachers. At IE, 
we have attempted to summa- 
rise important research studies 
and highlight possible implica- 
tions through a bi-annual publi- 
cation called REACT (Research 
and Evaluation Abstracts for 
Classroom Teachers). Hope- 
fully, in reducing technical 
jargon to an absolute minimum, 
in using a more attractive for- 
mat including frequent re- 
course to cartoons. and in 
having the benefit of two prin- 
cipals of schools on our edito- 
rial board. REACT would be 
read, if not used, more widely. 

3.3.3 There is also a need periodi- 
cally to synthesise the findings 
from different studies, not only 
by teachers qua researchers 
but also by full-time resear- 
chers everywhere. There are at 
present a variety of 
approaches, the most well- 
known being "meta analysis", 
which was developed by Gene 
Glass and others.23 

3.4 Without professing to know what lies 
ahead, I think it is safe to say that the 
twin strategies of "policy-oriented 

23 Walberg, H. b Haertel, E. (Eds.) Research Integra- 
tion: The State of the Art, Evaluation in Education, 
1980. 4, 1-142. 



pragmatism" and "enlightened oppor- 
tunism" are likely to continue to apply 
In the foreseeable future. While RTD 
would continue to focus on monitoring 
and surveying practices which are 
associated with the implementation of 
policies, IE would probably continue 
to look into problems of classroom, 
as well as aspects of teacher educa- 
tion, practices and programmes, and 
how to overcome them. 

3.5 In particular, I anticipate that the four 
team projects are likely to be conti- 
nued, perhaps with greater intensity 
and imagination. The challenge for us 
is to integrate these and other studies 
into a framework, which would enable 
us to see the overall problems in a 
proper perspective. As a very tentative, 
initial framework I would like to pro- 
pose a scheme which attempts to 
relate the four projects to the con- 
tinuum of teacher professional deve 
lopment. It is beyond the scope of this 
paper to discuss the comprehens~ve 
scheme for considering the profes- 
sional development of teachers, which 
IS discussed elsewhere.24 It suffices 
to indicate that I view preservice and 
in-service programmes as part of a 
continuum and their proper articula- 
tion results in meaningful career paths 
for teachers. For our present purpose, 
it might be informative to indicate how 
each of the four projects has been 
viewed vis-a-vis the continuum, as 
shown in the scheme at the end of the 
paper. 

3.6 In Singapore, selection for the Cert Ed 
programme is based almost totally on 
academic performance at the 'A' level 
examination. While the interview, lan- 
guage proficiency and principals' r e  
ports have been increasingly used, 
these come into play only after the 
candidate has attained the minimum 
academic requirements. Moreover, 
these other measures do not have d e  
monstrated empirical validity as viable 
instruments. On the face of it, if we 
assume that a potential teacher should 
also have the right attitudes and skills 
over and above knowledge of the right 
kind, which need not necessarily be 
examination-focussed knowledge, 

3.7 Whether preservice or in-service, we 
also need to examine the various mea- 
sures that we have used or are likely 
to use in assessing students. Until and 1 

unless we can establish high reliability 
and validity In our asseament of tea- 
ching practice or course attainments, 
for example, the predictive validity of 
selection instruments would be even 
more difficult to demonstrate. I 

there is certainly a danger in relying 

3.8 Likewise, in evaluating alternative in- 
novative teaching methods, the crite 
rion measures need first to stand up 
to close scrutiny. Since IE is the only 
teacher education institution in Sin- 
gapore, it is imperative that situations 
need to be continually set up whereby 
alternative methods and programmes 
could be compared with each other 
within IE itself. 

entirely on cognitive measures in 
selection. Hence,. to avoid too many 
Type I and Type II errors in selection, 
it is necessary to mount an ongoing 
project which seeks to examine addi- 
tional measures and to relate to sub- 
sequent performance. Investigations 

3.9 Finally, in order to ascertain the rela- 
tive relevance of various features of 
the programme, as well as the pro- 
gramme as a whole, follow-up studies 
need to be conducted systematically 
and periodically. Again, the question 
of how long after graduation is it dear- 
able to follow-up our former students 
needs to be addressed. 

I 

3.10 Obviously much more can and should 
be done if we are committed to the 
best teacher education programme 
that IE can possibly provide or, more 
important, stimulate teachers to pro- 
vide for themselves with minimal ex- 
ternal help. Despite our hav~ng only 
scratched the surface, I remain quite 
optimistic. 

are also needed to examine proximal 1 
and distal measures in the sense that 
predictions need sometimes to be 
taken even beyond the end-point of in- 

i 
service courses, while at the same time 
bearing in mind that many intervening 1 

variables will exist if we extend the 
observations too far over time. l 

24 Sim Wong Kooi. Towards a Comprehensive 
Scheme for In-service Education and Train~ng 

(INSET) in the Context of the Profess~onal Develop- 
ment of Teachers (unpublished paper), 1982. 
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