
Singapore Journal of 

EDUCATION 
l 1985 Vol. 7 No. 1 

Institute of Education 

the ~lrector- 
IllrClt~te 01 Education 
Reaubllc of Singapore 



l 
L\* c? F 

-%h\ L 1 9 
David H Clark and Pang Eng Fong \-;L, 2 - -. 

4 Private Demand, Social Equity and Adult Education in Singapore 

l Joy Chew Oon A i  
13 Attitudes towards Innovations in Primary Schools: A Study of In-Service Teachers 

Elena Lui Hah Wah 
22 A Measure of Self-Esteem in Singapore Secondary Schools 

l .. . -. - -- -- - . - . -- 
Special Section 

- .  . -. -- 

Eddie C Y Kuo 
27 Language in the Family Domain in Singapore: An Analysis of the 1980 Census Statistics 

Soh Kay Cheng 
40 Language Motivation, Use and Achievement 

Kamsiah Abdullah 
45 Attitudes and Motivation of Malay Students in Secondary Schools in Singapore towards the 

Learning of English and Malay 

R V Skuja 
56 Organizational Features of Argumentative Compositions: A Singapore Study 

S Gopinathan and Vanitha Saravanan 
64 Varieties of English and Educational Linguistics: An Agenda for Research 

Research Reports 
- - - 

Ong Hoon Liong, Tan Yoke Y in  and Koh Yong Guan 
72 Measures of Teachers' Workload 

Poh Sui Hoi and associates 
75 Norming of Test with Primary One Pupils 

--p-. - - . - - - . . -. . - . -- 

Book Reviews 
- p-- -- P -- - -  -- p-p 

Philzp G Altbach 
77 Educational Research Environments in the Developing World edited by S Shaeffer and J A 

Nkinyangi 
l 

Dudley de Souza 
79 Timely Voices: English Teaching in the Eighties edited by R Arnold 

James Davies 
8 1 ~lternative Perspectives on School Improvement by D Hopkins and M Wideen 



Notes on Contributors 

H o  Wah Kam obtained his doctorate from the University 
of Chicago and is Head, School of the Arts and Lan- 
guage Studies at the Institute of Education. 

David H Clark is Professor, Department of Economics, 
University of Maine while Pang Eng Fong is Associate 
Professor, School of Management, National University 
of Singapore. 

J Chew Oon Ai is a member of the Department of Com- 
parative Studies at the Institute of Education and is cur- 
rently pursuing doctoral studies at Monash University, 
Australia. 

Elena Lui is a member of the Department of Educational 
Testing, Guidance and Counselling at the Institute of 
Education. 

Eddie Kuo is Senior Lecturer, Sociology Department, 
National University of Singapore and author of nume- 
rous articles on language in Singapore. He  is co-editor, 
with E. Afendras of Language and Society in Singapore. 

Soh Kay Cheng lectures on educational and psychological 
measurement and is Head, Department of Educational 
Testing, Guidance and Counselling. He has published 
extensively and his work has appeared in American and 
Japanese learned journals. 

S Gopinathan lectures in comparative education and 
sociology of education and is Head, Department of 
Comparative Studies. Vanitha Saravanan is a member 
of the Department of English Studies and is currently 
pursuing doctoral studies at Monash University. 

Kamsiah Abdullah lectures in the Department of Asian 
Language Studies. 

R V Skuja lectures in the Department of English Studies. 

Ong Hoon Liong works at the Department of Industrial 
and Systems Engineering, Tan Yoke Yin teaches at the 
Mathematics and Science Centre, Ngee Ann Polytech- 
nic, while Koh Yong Guan is Director of Personnel, 
Ministry of Education. 

Poh Sui Hoi lectures in the Department of Educational 
Testing, Guidance and Counselling. 



Local Language-related Research: Some Trends 
and Issues 

variables of motivation, attitude, etc) and correlate 
them with students' language attainment. The 
two studies, carried out by Soh Kay Cheng and 
Kamsiah Abdullah separately, have been developed 
within the well-known tradition of socio-psycholo- 
gical research started by Wallace E. Lambert and 
R.C. Gardner, which takes into account the affec- 
tive variables that have a role in second language 
learning. Given the social context in which a 
second language is learnt, there is every reason to 
believe that affective factors are involved in second 
language learning. However, the affective domain 
has turned out to be problematic for research pur- 
poses. There are complex conceptual and metho- 
dological issues to be resolved, such as (a) the 
distinction (and the relationship) between integra- 
tive and instrumental motivation(s), (b) whether 
the relationship between affect and language learn- 
ing is correlational or causal, and if causal, in what 
direction, and (c) the role that language proficiency 
plays in self-reported affective data. 

Soh's study is an important contribution to the 
discussion on the methodological issues in this 
area of research as it confronts two of the issues 
(namely, whether the two types of motivation, 
extrinsic and intrinsic, as he calls them, are indepen- 
dent of each other, and whether another variable 
intervenes between motivation and language attain- 
ment). Soh "controls for" language proficiency 
in the study, as some researchers think that in a 
second language situation affective measures can 
well be proxies for measures of language proficiency. 

In the main, Soh concludes that extrinsic and 
intrinsic motivation variables are independent of 
each other and that language use is a likely interven- 
ing variable, since the correlation between motiva- 
tion and language proficiency drops somewhat 
when language use is "partialled out". 

Although this issue of the Singapore Journal of 
Education defies any attempt to state a "theme", 
common threads can be drawn from the variety of 1 topics and approaches in the articles and research 

1985 VOL 7 N 0  1 .  I 

l 

reports. A Special Section is devoted to language- 
related research, which is partly "thematic" in 
three directions, namely, (a) the socio-psychologi- 
cal aspects of language learning, (b) language use 
and varieties of English, and (c) writing. 

O n  the subject of language-related research, one 
is struck by the diversity of approaches used in this 
area of work. Many of them will fit into the context- 
process-product tradition of educational research, 
although of late processes in the language class- 
room have become a popular area of study, leading 
to what is called classroom-oriented research. Process 
variables relate to the activities of teachers and 
pupils in the classroom - what teachers and pupils 
do - and their interactions, and the type of learning 
environment engendered. Such activities are meant 
to bring about desired changes in pupils, and any 
evaluation of these activities should therefore take 
into account the product variables. These product 
variables are the outcomes of teaching and learning 
which may be cognitive or affective. However, re- 
search on the relationship between process and pro- 
duct variables has produced rather inconsistent 
results. Context variables, as defined by Michael 
Dunkin and Bruce Biddle (in The Study of Teaching) 
to include such factors as community, school, class- 
room and pupil characteristics have been introduced 
into the research model, but several problems 
remain. 

In a general sense, the context-process-product 
model of research would accommodate the five 
language-related studies reported in the Special 
Section. Two of the studies obtain measures of 
selected aspects of student characteristics (context 



Kamsiah Abdullah's study takes a slightly dif- 
ferent tack and is also useful within the bilingual 
education framework. She measures students' atti- 
tude to, and motivation in, learning both Malay 
and English. A conceptual distinction is made 
between attitude and motivation and these vari- 
ables are measured separately. Students' motivation 
to learn English is high, confined to what she calls 
the "peripheral" aspects of that attribute. Such 
motivation is largely integrative. There is a certain 
amount of commonality in the motivation to 
learn Malay and English, i.e. students who are 
highly motivated are motivated to learn both lan- 
guages. This can be seen as an example of what 
Wallace Lambert has called "additive bilingualism", 
which describes a situation in which a language is 
added on to  the basic language to the advantage of 
both languages. 

The home-school language switch phenomenon 
(an important context variable) is vividly outlined 
in Eddie Kuo's article on  the patterns of language 
use in Singapore, based on  the 1980 census data. 
Despite certain limitations, self-reported data (on 
language use) collected in censuses provide very 
useful information on the relative status of dif- 
ferent languages used here. Although there has 
been a major upward shift in the use of English, 
the Chinese dialects still dominate in the home. 
The cross-tabulations used in the analyses to "con- 
trol for" different variables provide a very complex 
picture of the linguistic profile of the population. 

S Gopinathan and Vanitha Saravanan have skil- 
fully summarized the descriptive research done on  
Singaporean English, but they take the reader 
further into considering the implications for teach- 
ing purposes. The discussion revolves around the 
issues of description vs prescription, accuracy vs 
fluency and form vs meaning (in teaching metho- 
dology). At the pedagogical level, the position is 
clear: the variety of English to  be taught should be 
"internatlonally intelligible". In practice, teachers 
must adopt some sort of attitude t o  usage. In a situa- 
tion where English is essentially taught as the 
students' second (non-native) language, it seems 
logical for teachers to adopt a more prescriptive 
attitude than is the case in a first language situation. 
At the same time, this attitude of prescription is 
best tempered with an awareness that languages 
change, especially English. 

In the last few years there has been an increase in 
interest in studying units of language beyond the 
sentence, as in the analysis of discourse. Rita 
Skuja's study may be seen against this background 
of a growing interest in discourse analysis among 

researchers in writing. The product that she looks 
at consists of compositions written by pre-university 
students and expatriate teachers. She is interested 
not only in the product (the surface structures) but 
also in the processes (the units of thought) which 
shaped these compositions. In other words, she 
takes an interdisciplinary approach combining 
cognitive psychology and linguistic theories of dis- 
course. In essence, her study focuses on the effect 
the level of abstraction involved in the type of writ- . - 
ing has on the nature of the composition process 
and the product, and also on the differences in 
rhetorical maturity in the essays of students and 
adults. A number of implications can be drawn 
from the findings, the most important of which is 
the need for composition teachers to pay attention 
to  conventions implicit in a genre of writing, 
audience awareness and cognitive skill develop- 
ment. 

The other articles in this issue fall into three 
sections. In the main section, David Clark and 
Pang Eng Fong in their article examine the effec- 
tive demand for adult education (divided into what 
they have called the "unfinished business" variety 
and the "follow-up" variety) and the response to this 
demand made by the government and its agencies, 
using data collected from a study initiated in 1981. 
Joy Chew Oon  Ai in her paper examines primary 
school teachers' attitudes to innovations, taking 
into account some of the factors which characterize 
school organization, namely, its authority struc- 
ture and teacher culture. These factors inevitably 
influence teachers' perceptions of what can or 
cannot be done in a school. The findings, consis- 
tent with observations made on the school as a 
workplace by sociologists like Robert Dreeben 
and Dan Lortie, provide useful insights into the 
social organization of the school. 

Elena Lui Hah Wah reports on the use of the 
Short Form of the Self-Esteem Inventories with a 
sample of secondary school students. She concludes 
that with some modification the self-esteem mea- 
sure is suitable for use in local schools. 

Finally, two research studies are briefly reported 
on  in the third section and the final section pre- 
sents three reviews of books recently published. 
The research report by Ong Hoon Liong and his 
colleagues is on the difficulty of measuring teachers' 
workload, while that by Poh Sui Hoi and asso- 
ciates describes the results derived from the norming 
of five well-known tests. 

The articles brought together in this issue reflect 
the variety of research efforts taking place in Singa- 
pore. Researchers in language education have been 
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most prolific, although much of the work remains across disciplines is crucial to the development of 
to be systematically disseminated. Dissemination is theory and research in education. SJE serves well 
essential. Given the readership of SJE, which in- as an avenue for the dissemination of educational 
cludes academics, teachers, school administrators research findings and as a forum for an informed 
and postgraduate students working in different dis- discussion of these findings. W 
ciplines, communication among these groups and 
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Private Demand, Social Equity and Adult Education in 
Singapore 

David H Clark and Pang Eng Fongl 

Introduction new ideas and technologies). Indeed, some writers, I - .  1 

There are currently two views about the relation- e.g. Fourie (1978), have suggested that adult educa- 

ship between education and economic develop- tion be given priority over that of ~h i ld ren .~  
Adult education serves two main functions:(I) ment. One rather narrow view treats education as 

to provide individuals who already have a solid 
an investment in people - in human capital - that 

base of formal education with opportunities for 
raises productivity and national income just like in- 
vestments in physical capital. Rational individuals 

further education and training - this is the "fol- 
low-up function", and (2) to deal with the "unfin- invest in themselves when they see that private 

returns exceed private cost. Governments should ished business of the schools", that is, to provide 
educational opportunities to adults who, for one invest in education that gives favourable social 
reason or another, were missed by the educational rates of returns. Their main function is to res- 

pond to the established pattern of demand for system and have insufficient qualifications to be 
fully productive members of the society in which 

education. The second, and broader, view sees 
they now live.* 

education not as a pure investment good, but as a These two functions have different implications 
powerful force that increases people's knowledge, for educational policy and social equity. Adult 
changes their values and attitudes, and thus ex- education of the "unfinished business" variety 
panding their ability to absorb new technology. 

contributes to the !goal of a fully educated society, 
In this view, the expansion of educational opportu- 

while the "follow-up" function fits the invest- 
nities is vital to the making of a modern society. 

ment view of education. The first function widens 
Governments should provide education with the educational accessibility and improves social equity, 
objective of creating a fully educated society - a 
society where everyone has at least six to ten years 
of formal education. They should create educa- 
tional and training opportunities ahead of demand, 
with subsidies and compulsory schooling laws if 
necessary.* 

These two views have different implications for 
adult education. The investment perspective 
views adult education3 - education pursued by 
those who have left formal education and entered 
employment and/or assumed adult responsibili- 
ties - conceptually the same as other types of 
education: governments should provide adult edu- 
cation if it yields satisfactory returns, and indivi- 
duals will want it if its benefits exceed its costs. 
The wider perspective sees adult education, rather 
than the expansion of formal education for young 
people, as a faster way of countering manpower 
shortages and eradicating widespread illiteracy 
(which will increase the receptivity of people to 

'Professor, Economics Department, University of Maine, Orono, and 
Associate Professor, School of Management, National University of 
Singapore, Singapore, respectively. 

'See Sundrum, R.M. Deuelopmmt Economics (New York, Wiley, 1983). l 
'Adult education in this article refers to all forms and types of educa- 
tion pursued by those who have left formal education at any point and 
who have entered employment and/or assumed adult responsibilities. It 
is synonymous in Singapore wlth the term "continuing educatYon". 
Adult education may be non-formal in nature or  content but adult edu- 
cation is not synonymous with non-formal education since the latter 
can include non-traditional ways of teaching young people. For further 
discussion of terms see Simkins, Tim, "Planning Non-formal Educa- 
tion: Strategies and Constraints," in Quarterly Review of Education, 
Vol. 8, No. 2, 1978, pp. 183-193: or Darkenwald, Gordon G. and 
Merriam Sharan B., Adult Education: Foundations of Practice (New 
York, Harper and Row, 1982). 

4See Fourie, 1.1. Adult Education, Literacy Campaigns and Releuant 
Educational Adaptations for Community Development in Africa 
(Bloemfontein: University of the Orange Free State, 1978). 

Coombs, Phi l~p H .  er al., New Paths to Learning Prepared for 
UNICEF by International Council for Education Development, New 
York, 1973. I 
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while the second, by providing educated persons 
with new job skills or by updating previously 
learned abilities, may not contribute to the attain- 
ment of a fully educated society. Indeed the follow- 
up function, by drawing resources away from 
other educational tasks, may cause a delay in the 
attainment of its goal and increase income differ- 
ences between educated and uneducated groups 
instead. 

There is considerable literature on the role of 
adult education in influencing development but 
most of it is rhetorical in nature, discussing in 
the main what should be done and why.6 In this 
paper, we provide empirical data on the experience 
of a newly-industrializing country, Singapore, 
with adult education. In particular, we focus on 
the effective demand for adult education and on the 
response of the government and its agencies to this 
demand. While Singapore's particular circumstances 
are unique, the issues raised by its experience with 
adult education are general, and, we believe, of in- 
terest to other developing countries. 

The data in this article come from a study of 
adult education initiated in 1981 by the Singapore 
government.7 The government's involvement in 
adult education, however, goes back to the early 
1960s when the Adult Education Board was set 
up to provide learning opportunities for adults 
who had left the formal school system. In the late 
1970s the government began to pay attention to 
the educational and training needs of workers as 
part of its strategy to restructure the economy 
and spur productivity growth. Because of past 
underinvestment in education and training, the 
government realized that it must not only pro- 
duce the additional skilled and professional man- 
power its development strategy required, but it 
must also meet the training needs of workers with 
little or no formal schooling. With an expected 
absolute decline in labour force growth to around 
1% a year by the end of the 1980s, increasing the 
productivity of Singapore workers became crucial 
to the high GDP growth target of 8-10°/o which 
the government had set for the 1 9 8 0 ~ . ~  

Since the late 1970s, the government has accel- 
erated its efforts to develop and upgrade skills. It 
reformed the school system to reduce wastage, and 
expanded rapidly the capacity of educational and 
training institutions to ~roduce  more newl~-~uali-  
fied skilled and professional workers. In addition, 
it decided to enlarge greatly opportunities for 
workers already in industries to go for further train- 
ing and acquire more skills. As it did not have ade- 
quate data to develop a national programme of 

adult education, it commissioned a study on the 
potential demand for adult education. One major 
emphasis of the study was to discover the best way 
to provide adult education for persons below the 
age of 40 who do not now have the education 
needed to function effectively in a restructured 
Singapore economy? 

The story of adult education in Singapore con- 
tinues to unfold. This article is therefore a progress 
report. The first section elaborates on the role of 
human resources in economic growth in Singa- 
pore and the reasons for the strong focus on 
adult education. The second section describes pre- 
sent day adult education in terms of what is avail- 
able and the type of person who has taken adult 
education courses. The third section analyses the 
rapidly expanding current demand for adult edu- 
cation and the measures that have been taken to 
meet this demand. 

Education, Growth and Human 
Resources in Singapore 

Singapore, an independent city-state since 1965, 
is one of the fastest growing countries in the 
world. Since independence, the country has 
carried out a dynamic and effective policy of indus- 
trialization and economic diversification led by 
foreign investors.1° Its success owes much to its 
adaptable, outward-looking population which has 
historically shown a keen interest in formal edu- 
cation and training. Throughout the 1960s and 

%ee Charters, Alexander N. and Associates, Comparing Adult Educa- 
tion Worldwide (San Francisco: Jossey-Bass, 1981) and Miller, Harry G. 

"Adult Education and National Development" in journal of Studies in 
Technical Careers, Vol. 4, No. 3 (Summer 1982), pp. 225-240. 

'Economic Research Centre, National University of Singapore, Report 
on the Demand for Continuing Education and Training in Singapore 
(April 1982). 

8In the 1970s, Singapore's rapid growth came largely from labour force 
expansion and capital accumulation. Productivity gains accounted for 
only a minor portion of total output growth. See Tsao Yuan, "Growth 
Without Productivity: Singapore Manufacturing in the 1970s," Journal 
of Development Economics, forthcoming. 

9In addition to collecting primary and secondary data on existing adult 
education programmes, the study team conducted interviews with per-. 
sonnel managers, first line supe~isors/trainers, and workers in ninety- 
five firms that were broadly representative of Singapore employment. 
The managers were asked about their training programmes and their 
ability and willingness to undertake further education and training of 
their workers. The supervisors/trainers were asked about the training 
and education needs of workers in their charge. The workers were 

asked questions that measured the effective demand for adult education. 

l0Lim, Linda and Pang Eng Fong, "Trade, Employment, and Industrial- 
ization in Singapore," paper prepared for the ILO World Employment 
Progkamme, January 1984. 
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1970s, the government expanded educational 
opportunities for a growing school population 
while trying to tailor educational objectives to 
satisfy the demands of a multi-ethnic and multi- 
lingual population. In the last few years, its focus 
has been on the quality of education and on mea- 
sures to make the education system more in line 
with the social and economic conditions of Singa- 
pore in the 1980s. 

After independence, Singapore emphasized 
labour-intensive export manufacturing as the 
solution to the backlog of unemployment accumu- 
lated over the 1960s. By the late 1970s, thanks to 
its economic success which led to acute labour 
shortages, it had to abandon its labour-intensive 
industrialization programme. In 1979, the govern- 
ment launched an economic restructuring pro- 
gramme to reduce the economy's dependence on 
low value-added activities and on foreign :labour. 
The measures it took to quicken economic up- 
grading included a three-year wage correction 
policy to raise wages (which had been held down 

by a wage restraint policy in the 1970s) to market- 
clearing levels, new incentives for high-techno- 
logy activities, and accelerated expansion of educa- 
tional and training institutions." Singapore began 
industrializing with a relatively poorly educated . - 
workforce. 1; 1970, five years after independence, 
over 80% of the labour force had at most a pri- 
mary education, about 13% had some secondary 
education and only 3% had any education beyond 
secondary (Table 1). A decade later, as a result of 
the rapid expansion of educational opportunities 
in the formal school system, the proportion of 
the workforce with at most a primary education 
had fallen to 72% while that with tertiary educa- 
tion doubled to 4%. 

Government spending on education rose from 
2.5% of GDP in 1970 to 3.1% in 1983. This in- 
crease enlarged educational opportunities: most 
children are now completing primary school, and 
growing proportions are completing secondary 
education and going on to further education. The 
bottom panel of Table 1 shows the effects of the 

TABLE 1 - EDUCATIONAL QUALIFICATIONS OF THE SINGAPORE 
LABOUR FORCE, 1970 ,  1980 ,  AND PROJECTIONS FOR 1 9 9 0  

p- 

Labour Force ('000) 
Distribution by Highest Qualification (%) 
N o  Qualification 
Primary 
Secondary 

I 
Upper Secondary 
Tertiary 

~~~~~ 

Annual Rates of Increase 
Members of the Labour Force 
All Members 
N o  Qualification 
Primary I 
Secondary 
Upper secondary 
Tertiary 

Projections 

i Growth Rates 

"For derails of these measures, see Lim, Linda and Pang Eng Fong, op. car. 
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wider opportunities on the labour force: workers 
with secondary and post-secondary education 
will grow much faster from 1980 to 1990 than the 
labour force, while the proportion of workers 
with at most a primary education will decline. 
But this shift to a better-educated workforce may 
not be fast enough. Even with the level of effort 
that Singapore is devoting to education it will be 
several generations before the educational quali- 
fications of its labour force begin to approach the 
educational qualifications of the cohort of young 
people who were in school in 1980. In 1990, over 
half of the projected labour force will still be with- 
out a formal educational level higher than pri- 
mary education. If the general educational qualifi- 
cations of the Singapore labour force are to grow 
morg rapidly than projected, then many workers 
need to upgrade their education through adult 
education. 

Another indication of the need for adult educa- 
tion comes from estimates of the manpower needs 
to meet expected growth in the 1980s. The govern- 
ment has targeted a real GDP growth rate of 
8-10% a year and productivity gains of 5-7% a 
year in the 1980s. These growth and productivity 
gains imply that 18,500 professional, technical, and 
skilled workers are needed by the economy each 

.year.12 The domestic labour supply will only 
grow by about 18,000 persons yearly - insuffi- 
cient to meet total professional, technical and 
skilled labour requirements for an 8% gowth, let 
alone other manpower needs. Government policy 
is to reduce Singapore's dependence on foreign 
labour, particularly unskilled labour.13 It must, 
therefore, either produce a better educated and 
trained indigenous labour force or scale down its 
GDP growth target. The country has opted for 
high growth in part through adult education: to 
make up for past undereducation by offering 
second chances to persons who have failed in 
their first attempts or did not take the opportun- 
ities offered in the past to acquire higher educa- 
tional qualifications. 

A third indication of the need for adult educa- 
tion comes directly from the survey.14 Supervisors 
in just under one half of the firms interviewed re- 
ported that some workers under their supervision 
were in need of better education or training. The - 

problem most often mentioned was that some 
workers were blocked from promotion because of 
inadequate background (in 42% of the firms). 
Other problems were that workers either could 
not understand or benefit from current training 
programmes (22% of the firms) or that workers 

were not able to benefit from training necessary 
for the restructuring of the economy away from 
labour-intensive activities (19% of the firms). In 
most cases where problems were reported the 
supervisor said that the situation covered at least 
10% of the workers under his supervision. "Pro- 
blems" were most often found in the larger firms. 
The existence of "problems" was independent of 
whether the firm was then providing any type of 
training or formal out-of-firm training. 

Adult Education: Supply and Demand 

Over the years a wide variety of adult education 
programmes has developed in both the public and 
private sectors of the Singapore economy. Until 
the establishment of the Basic Education and Skills 
Training programme in 1982, most programmes 
except for a few organized by the Vocational and 
Industrial Training Board (which took over the 
functions of the Adult Education Board and is the 
national body responsible for industrial training in 
Singapore) catered to workers seeking to improve 
or upgrade their skills. Few courses were geared to 
the training needs of adults with little education. 

1. Profile of Persons with Adult Education 

Even without a general policy to promote it, 
large numbers of Singapore workers have some 
experience with adult education. As shown in 
Table 2 more than half of the workers sumeyed 
have taken at least one adult education course 
since leaving the formal educational system and 
one-quarter have taken more than one. The 
courses taken are not evenly distributed among 
all workers. The most substantial differences are 
found when workers are grouped by education 
and occupation. Persons with a secondary and 

I2Goh Chok Tong, Minister for Trade and Industry, "Towards Higher 
Achievement," in Budget Speech 1981 (Singapore, Mlnistry of Culture, 
March 1981). 

"In 1980, nearly one in five managerial workers in Singapore was a non- 
citizen, and 9.5% of the workforce were foreigners. See Lim. Linda and 
Pang Eng Fong, "Foreign Labor and Economic Development in Singa- 
pore," in International Migration Rmiew, Vol. 16, No. 3 (Fall 1982), 
pp. 548-576. 
141n the study, adult education was defined as: "all forms and types of 
education pursued by those who have left formal education at any point 
and who have entered employment and/or assumed adult responsibili- 
ties". It includes all part-time, ad hoc, and correspondence courses orga- 
nized by the government, statutory boards, educational institutions, pro- 
fessional bodies, voluntary organizations, and private sector firms. It 
also covers in-house formal training courses conducted at the of 
work during office hours, day-release courses and full-time out-of-firm 
courses (including company sponsored overseas training). 
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TABLE 2 - INTERVIEWEES WHO HAVE 
TAKEN ADULT EDUCATION COURSES AS OF 1981 

NUMBER O F  RESPONDENTS 
'10 W H O  HAVE TAKEN 

At Least One Course 
At Least Two Courses 
Three or More Courses 

% W H O  HAVE TAKEN AT LEAST 
ONE COURSE BY: 

Age 
Below 30 
30-39 
40 and Over 

S e x  
Male 
Female 

S e x  by Marital Status 
Married Women 
Single Women 

S e x  b y  Age 
Males 
Below 30 
30-39 
40 and Over 
Females 
Below 30 
30-39 
40 and Over 

Educational Attainment 
Primary 
Secondary 
Post-Secondary 

Educational Attainment by A g e  
Primary Educational Group 
Below 30 
30-39 
40 and Over 
Secondary Educational Group 
Below 30 
30-39 
40 and Over 
Post-Secondary Educational Group 
Below 30 
30-39 
40 and Over 

English Prof ic iency  
Proficient 
Not Proficient 

Occupat ion 
Managerial, Professional, and Technical 

Workers 
Skilled, Production, Unskilled, and 

Service Workers 
Clerical and Sales Workers 

Occupat ion b y  A g e  
Managerial, Professional, and Technical 

Workers 
Below 30 
30-39 
40 and Over 
Skilled, Production, Unskilled, and 

Service Workers 
Below 30 
30-39 
40 and Over 
Clerical and Sales Workers 
Below 30 
30-39 
40 and Over 

post-secondary education are far more likely to 
have taken an adult education course than those 
with only a primary education (24%). Clerical 
workers (78%) and managerial, professional and 
technical workers (70%) are more likely to have 
had adult education as compared to production 
workers (39%). 

The figures in Table 2 indicate widespread adult 
education in Singapore but mostly of the "follow- 
up type" and little of the "unfinished business" 
variety, that is, most have been upgrading of 
already relatively high education and skill levels. 
These results indicate that more needs to be done 
to bring otherwise qualified persons with less 
than a secondary education into adult education. 

2. Demand for Adult Education 

The survey attempted to measure the effective 
demand for adult education by asking workers 
whether they had courses that they wanted to 
take on their own; the time and money they were 
willing to spend on those courses; and whether 
they were willing to take courses, on their own 
time if necessary, if so asked by their employers. 
Thus the survey tried to get beyond the expres- 
sion of some abstract willingness to take courses 
to whether the individual was willing to devote 
scarce resources (time and money) to join adult 
education classes. Table 3 summarizes the answers 
to the first series of questions. Generally, those 
who had already taken some type of adult educa- 
tion were more likely to want courses on their 
own than those who had not taken a course. 

The proportion wanting courses was highest 
among those with secondary and higher education, 
but far more of those with only primary education 
want adult education than have taken courses. 
Similarly, a far higher proportion of production 
workers want courses than have taken them. The 
picture was different for clerical workers, perhaps 
because many of them had their demand for adult 
education met. As for managerial, professional 
and technical workers, although many had taken 
courses the proportion wanting courses remained 
high, suggesting that the need to keep up with 
rapid technological changes is greater among profes- 
sional and technical workers than among other 
workers. 

Most of the respondents were willing to invest 
considerable time in adult education. Virtually all 
(90%) were willing to devote at least two days a 
week to the course. As for the total length, almost 
all were willing to devote at least three months and 

8 .  SINGAPORE JOURNAL O F  EDUCATION 



TABLE 3 - INTERVIEWEES WHO WAN 
ADULT EDUCATION COURSES 

NUMBER O F  INTERVIEWEES 
O h  W H O  WANT ADULT EDUCATION 
COURSES 
O h  W H O  WANT ADULT EDUCATION 
COURSES BY: 

Past Adult Education Experiences 
Taken Adult Education Courses Before 
Never Taken Adult Education Courses 

Before 

Age 
Below 30 
30-39 
40 and Over 

Sex 
Male 
Female 

Sex by Marital Status 
Married Women 
Single Women 

Sex by Age 
Males 
Below 30 
30-39 
40 and Over 
Females 
Below 30 
30-39 
40 and Over 

Educational Attainment 
Primary 
Secondary 
Upper Secondary and Tertiary 

Educational Attainment by Age 
Primary Educational Group 
Below 30 
30-39 
40 and Over 
Secondary Educational Group 
Below 30 
30-39 
40 and Over 
Post-Secondary Educational Group 
Below 30 
30-39 
40 and Over 

English Proficiency 
Proficient 
Not Proficient 

Occupation 
Managerial, Professional, and Technical 

Workers 
Skilled, Production, Unskilled, and 

Service Workers 
Clerical and Sales Workers 

Occupation by Age 
Managerial, Professional, and Technical 

Workers 
Below 30 
30-39 
40 and Over 
Skilled, Production, Unskilled, and 

Service Workers 
Below 30 
30-39 
40 and Over 
Clerical and Sales Workers 
Below 30 

1 30-39 
40 and Over 

almost two-thirds were willing to devote at least 
one year. The median period persons with a pri- 
mary education were prepared to spend attending 
courses was about six months, while those with at 
least a secondary education one and a half to two 
years. Younger workers were willing to spend 
more time than older workers. 

Respondents were more willing to invest time 
than money in adult education. About one-fifth 
of those wanting adult education were unwilling 
to spend anything at all for a course. Among those 
who would spend something, the amount varied 
directly with education ranging from, on the aver- 
age (median), about US$IO for those with a pri- 
mary education to US$33 for those with post- 
secondary education. 

Only 10% of the respondents were not prepared 
to take company-sponsored adult education courses. 
When asked whether they would be willing to take 
such courses on their own time, 25% of the workers 
said no. O n  the whole, the majority of all groups 
(occupation, education, sex, and age) except those 
above forty were willing to attend cornpany-spon- 
sored courses on their own time if asked.I5 

The two measures of effective personal demand 
for adult education - employees' desire to take 
additional courses on their own, and their willing- 
ness to take courses at the request of employers, 
both on their own time - are combined in Table 
4 to give some indication of total demand. Adult 
education courses aimed at workers with only 
a primary education to take on their own will 
reach about 50% of this group. Courses aimed at 
them to be taken at the instigation, and presum- 
ably the expense of the employer but on the em- 
ployees' own time (and hence without reducing 
effective work time) will reach 70% of this group. 
Both programmes will reach about 75%. The fi- 
gures on individual demand are based on no cash 
outlay by the participant. A small fee would cut 
demand somewhat; anything beyond a nominal cost 
would reduce penetration by a considerable amount. 

For those with higher levels of education, pro- 
vision of courses to be taken by workers on their 
own will reach 65% of those with a secondary edu- 
cation, and 73% of those with a post-secondary 

lSA survey in July 1983 by the Nationd Productivity Board suppons 
this finding. It found that 78% of workers interviewed would definitely 
o r  probably attend a company-sponsored course conducted outside 
office hours. Workers unwilling t o  attend company-sponsored courses 
gave three main reasons: they were too old to learn, had no  time to 
learn, o r  were not interested. 



TABLE 4 - ESTIMATES OF TOTAL EFFECTIVE DEMAND FOR ADULT EDUCATION COURSES 
BY EDUCATIONAL ATTAINMENT 

Willing T o  Take Company- 
Sponsored Courses O n  O w n  Time? 

l l YES NO l 
Primary 

Wants To Take Adult Education 
Courses O n  Own Initiative? 

Secondary 
Wants T o  Take Adult Education 

Courses O n  Own Initiative? 

Upper Secondary 
Wants T o  Take Adult Education 

Courses O n  Own Initiative? 

YES 

N O  

YES 

N O  

YES 

N O  

40% 9% 

22% 25% 

Total 100% 

60% 7% 

22% 11% 

Total 100% 

66% 7% 

21% 6% 

Total 100% 

education, while company-sponsored courses will 
reach 88% and 90% of them respectively. Provi- 
sion of both programmes can expect to cover at 
least 89% of persons with secondary education 
and 94% of persons with post-secondary qualifi- 
cations. 

The Basic Education and Skills Training 
Programme 

The Basic Education and Skills Training (BEST) 
programme is the biggest national effort Singa- 
pore has made to fill the unmet training needs of 
woi-kers with little formal education. It started in 
1982 but the initial response was disappointing, 
and much less than the survey described above 
had suggested. More than two-thirds of the first 
batch of 1,600 students who enrolled in BEST 
classes dropped out. In January 1983, the pro- 
gramme was revamped, and a Basic ~ducatiAn 
Advisory Council formed to monitor its progress. 
A target enrolment of 10,000 in 1983 was set for 
the reorganized programme which consisted of 
four modular units rising in difficulty to a level 
equivalent to Primary Six. The response to the re- 
vised scheme exceeded expectations. In January 
1983, 7,400 workers registered for BEST classes, 

and in July 1983 nearly 12,000 making a total of 
nearly 20,000, which was twice the projected num- 
ber.16 BEST classes are conducted not only in cen- 
tres run by the Vocational and Industrial Training 
Board, but also in companies, union centres, and 
the Ministry of Defence. In 1983, over 90 firms 
with financial support from the Skills Develop- 
ment Fund, a fund set up in 1979 to support train- 
ing and economic upgrading programmes, ran in- 
plant BEST classes for their workers outside office 
hours. 

Over 90% of the workers who took BEST classes 
in 1983 passed the examinations set for their mod- 
ules. Workers who have completed all four mod- 
ules can enrol1 in skill training courses or part-time 
secondary education. Thus the BEST programme 
fills a big gap in the Singapore training system by 
providing hitherto unavailable opportunities for 
workers who missed out on formal schooling and 
training to upgrade themselves. 

The government has set an enrolment targec of 
40,000 a year from 1984. If this target is met, the 
number of BEST teachers required will rise sharply. 

'6"12,000 Join 
87, July 1983. 

2nd Intake BEST Classes," in VITB NEWS, Issue N o .  
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At present, most BEST teachers come from the 
schools. Increasingly, the programme will need to 
recruit teachers from the private sector. If not, its 
expansion will slow down, with adverse results on 
skill upgrading, and possibly income distribution. 

Implication of Singapore's Experience 

The Singapore experience illustrates some impor- 
tant issues about the planning and implementation 
of adult education. In particular, it demonstrates 
some of the difficulties of relying on adult educa- 
tion to deal with the "unfinished business of the 
schools" and to speed up the transition to a fully 
educated society. In the introduction the point was 
made that if one took the narrow investment view 
of education there will be little chance of diver- 
gence between private and social demand for edu- 
cation. Using the human capital approach toward 
education, the benefits to society are measured by 
the higher lifetime earnings of those with educa- 
tion and it is those same differences in earnings 
that cause individuals to demand for more educa- 
tion. The government's role is simply to facilitate 
the supply of education that individuals are de- 
manding. However, if the goal is a fully educated 
society there may well be a divergence between 
what citizens are demanding and what the govern- 
ment must supply to meet that goal. 

The rapid growth in the formal education of 
young people in Singapore since independence has 
had a decided effect on the educational attainment 
of the Singapore labour force and the country is 
moving toward a fully educated society. Neverthe- 
less, it will be several generations before the work- 
force has the same levels of education as the cohort 
now in school. For example, the median level of 
education that this generation of young people 
will reach is eight years; the median level of educa- 
tion for the labour force in 1990 will still be less 
than a primary education. 

There has been extensive adult education in Singa- 
pore. Left to market forces - that is, left to what 
employers and individuals have wanted and been 
willing to buy - adult education has made little, if 
any, contribution to the goal of a fully educated 

society. Most have been of the "follow-up" variety 
going mostly to the already better educated. Adult 
education has clearly resulted in a more, not less, 
unequal distribution of education. 

There are many persons now, at all levels of edu- 
cation, who wish to take more adult education. 
Most of those wanting more adult education are 
willing to use a considerable amount of their own 
time for these courses. Much of this demand for 
adult education, however, is of the "follow-up" 
variety; indeed, the higher the level of education 
a person has, the more adult education he wants 
and the more time he is willing to devote to this 
education. 

The survey results and the experience with the 
BEST programme show that there is a demand for 
adult education among many of those the govern- 
ment wishes to educate, namely those under the 
age of 40 who do not now have the education 
needed to function effectively in a restructured 
Singapore economy. Thus, there can be widespread 
expansion of adult education of the "unfinished 
business" variety with little or no loss of work-time 
but this will still require government funds to meet 
most resource costs. Apart from the time that they 
are willing to spend, much of the demand for adult 
education that will help the country move toward 
the goal of a fully educated society is for the educa- 
tion to be at a low price, a price that is probably 
below the costs of providing that education. 

The unwillingness of persons with little education 
to devote resources to adult education is a curious 
finding. Singapore is a society that rewards educa- 
tion. There is little question that most citizens see 
the advantage of further education for their chil- 
dren. Adult education appears to be quite another 
matter. These people either do not see the rewards 
for their own education as they do for their chil- 
dren, or they think the costs too high. The upshot 
is this: if the government wants to use adult educa- 
tion to deal with the unfinished business and move 
more rapidly toward a fully educated society it 
must either subsidize that education or rearrange 
labour market institutions such that the rewards 
are enough to attract individual investments.. 
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1 Attitudes towards liinovations in lJrimary 3chools: 
A Study of In-Service Teachers 

Joy Chew Oon Ai 

Introduction 

I This is a study of how a group of primary school 

1 teachers in Singapore dealt with the possibility of 
introducing informal educational innovations in 1 their school settings. "Informal innovations" here 
refers to the voluntary adoption of new teaching 
methods, techniques and ideas acquired during an 
in-service teacher education programme, namely, 
the Further Professional Certificate in Education 
(FPCE) programme conducted by the Institute of 
Education, Singapore. Did these teachers attempt, 
when back in their schools, to experiment with 
the new ideas and methods of teaching they had 
been exposed to during the one year of the FPCE 
programme? What factors worked for, and against, 
attempts at innovations in their primary schools? 
Were there structural constraints and socio-psycho- 
logical obstacles that they had to negotiate in order 
to adopt innovations in classroom and educational 
practices? If innovative ideas had remained dor- 

1 mant, was this because the teachers were uncon- 

, vinced about the practicality and relevance of these 
I ideas for the classroom and the school? These ques- 

1 tions serve as the focal points of a small study 

( involving 66 primary school teachers. Of the 66 
teachers, sixteen had resumed work at school for 
nine months after they completed their in-service 
attachment at the Institute of Education (IE). The 
remaining 50 were in the midst of their in-service 

I training when they participated in the study. 
The importance of knowing what happens when 

in-service teachers return to their schools and teach- 
ing responsibilities is obvious from the point of 
view of the training institute. The rationale for 
mounting the FPCE programme, run in conjunc- 
tion with the Ministry of Education, was to enable 
" serving primary school teachers to pursue a more 
intensive study at greater depth of both practice 
and theory in selected areas of primary school 
work." Experienced teachers at the mid-point of 

their teaching careers were invited and selected 
with the help of their principals to apply for the 
newly implemented programme during which 
they were ganted study leave on full salary. Begin- 
ning in July 1981, LE conducted the programme 
for three batches of teachers, 50 in each. One of 
the objectives of the programme was to introduce 
the teachers to new ideas and methods of instruc- 
tion as well as skills in conducting school-based 
staff development workshops in teaching subjects 
like Mathematics, English Language, Science and 
Reading. Thus, implicit in the FPCE programme 
was the hope that the teachers would eventually 
experience some attitudinal and behavioural 
changes in regard to classroom and educational 
practices. But for this to happen, the teachers' atti- 
tude towards innovation and the school context 
within which they worked must be favourably 
disposed towards change. It was this gap in knowl- 
edge of the primary school teachers in Singapore 
that motivated such a follow-up study of some 
of the teachers. By examining the attitudes that 
teachers hold about new ideas and teaching 
methods, and their actual experiences of trying to 
introduce informal innovations to their colleagues, 
it is possible to shed some light on the behaviour 
patterns and belief systems of teachers in Singa- 
pore primary schools. Such a study will inform 
teacher educators on how to plan for training 
courses that take into consideration the difficulties 
faced by the practising teachers in their schools. 

Method of the Study 

A total of 66 participants of the first and third 
intakes of the FPCE programme were involved in 
the study. The choice of these teachers was bised 
on two considerations. First, the writer had a work- 
ing relationship with all of them in one of the 
course components, School Organization and 



Administration (SOA), which was designed to 
equip teachers with some school administration 
principles and skills. Accessibility to teacher respon- 
dents was of utmost importance as it was the 
means of getting quality data through in-depth 
interviews and questionnaires. Second, the first 
class of teachers who enrolled for the SOA course 
had by then completed nine months of teaching 
since their in-service programme ended. Although 
they had been back at school for just nine months, 
they had enough time to be immersed in the com- 
plexities of school life and possibly attempted 
implementing some of the new ideas and skills 
they had learnt. 

Out of the twenty teachers who went through 
the SOA course, sixteen were available for inter- 
views, conducted during February and March 
1983. There were five female and eleven male 
teachers in this smaller sample. Thirteen of them 
were subject co-ordinators, two were senior assis- 
tants and one a vice-principal at the time of joining 
the in-service programme. Most of them had 
taught in primary schools for sixteen years or 
more. All were holding positions of responsibility 
and were being groomed for more professional 
and administrative work in their teaching career. 
An interview of one and a half to two hours was 
held with each of them. These interviews centred 
on the topic of attitudes towards change and inno- 
vations in their schools. During the interviews, the 
teachers gave descriptive accounts of what their 
own experiences in innovative practices in their 
classrooms and schools had been like. They dis- 
cussed what they felt to be the factors that facili- 
tated or hindered innovaiive efforts made by them, 
the principal, or other teachers in the school. 
Examples were given of attempts at innovation 
and how they had been received by colleagues and 
school administrators. They were asked to give a 
situational analysis of the difficulties they faced in 
the areas of innovation attempted in the past 
or recently. By means of probe questions, each 
teacher respondent was able to provide valuable 
insights into the nature of the school culture and 
their own attitudes towards innovation. Data 
gathered confirmed the existence of a teacher 
culture that appeared to be pervasive in primary 
schools in Singapore. 

In order to have additional information on how 
ubiquitous the teacher culture was, a questionnaire 
was constructed and administered to fifty other 
FPCE teachers who were still attending the in- 
service programme. The latter group consisted of 
42 female and eight male teachers. Their average 

age was 35.2 years. Most of them had taught for six- 
teen years before joining the programme. Of the 
fifty, twenty-six were subject co-ordinators and 
two were senior assistants in their schools at the 
time they enrolled for the programme. In many 
ways, the third batch of in-service teachers were 
comparable to the earlier intake. 

The questionnaire consisted of open-ended items 
which tapped the teachers' view on innovation in 
the school. "Innovation" was found to be of two 
types: the new ideas and methods of teaching 
imposed by the educational authority, and those 
implemented on a voluntary basis and at an in- 
formal level by teachers. Respondents were asked 
to comment on the kind of difficulties they anti- 
cipated, or had experienced, if they attempted 
innovative practices in their present primary 
schools. Another part of the questionnaire sought 
to find the factors that explained the lack of inte- 
rest in innovation among teachers. Five likely 
factors were listed and respondents were asked to 
elaborate on them. All fifty teachers completed the 
questionnaire and the additional data on the 
reception of teachers to innovations in Singapore 
primary schools were collated and analysed. 

Responses to Innovations in the School: 
Some Theoretical Considerations 

There is now a considerable body of literature on 
how schools and different personnel in the school 
hierarchy of authority respond to innovations (see 
for example, Sarason, 1971; Musgrove, 1971; Mac- 
Donald, 1976; Hurst, 1980). Most of the studies 
examine how the principal, the heads of subject 
departments and the teachers react to innovations 
that are officially introduced by an external agency 
such as the department of education. Any major 
form of rearrangement in the school organization 
or in the curriculum can disrupt the routine, rights 
and duties of the school personnel. But changes 
and innovations do not affect the different roles in 
the same way. The principal's role seems to be in 
keeping with innovations. Musgrove (1971) has 
argued that for the primary school principal, inno- 
vation can be both a qualification for promotion 
and a key structural feature of the role. Innova- 
tions, whether imposed from outside the school or 
initiated by the school head, can be understood as 
a means of the principal generating more power 
for himself. The head of a subject department in a 
primary school holds a more ambiguous position. 
Unlike the principal who has a clear-cut position 
of authority, department heads have a power base 
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Faced with the challenge of implementing or 
experimenting with new teaching methods and 
ideas, the teacher can be expected to  engage in a 
critical appraisal of the new methods, skills or 
knowledge presented to him. An immediate con- 
cern is whether these untried methods and ideas 
are practical and practicable in the classroom and 
the school. This will be especially true of experi- 
enced teachers who have become accustomed to 
certain ways of teaching and coping with the 
demands of their work context. 

Hurst points out in his paper, Ideas into Action, 
that a decision-making process is involved when 
teachers are confronted with innovation. The 
potential adopter of a new idea is, in a commonsen- 
sical and protoscientific way, critically examining 
the idea to see if it can be falsified by the actual 
conditions obtaining in the social and structural 
context of the school. In any innovatory situation, 
the teacher has to decide whether or not to adopt 
the innovation and, if to  adopt, at what level of 
use, for how long, and possibly, whether to modify 
the original ideas. The decision to  accept an innova- 
tion, whether it is formally or informally intro- 
duced into the school, involves a careful calculation 
of the benefits and costs of the adoption. As Hurst 
puts it, "to innovate is to  step into the unknown." 

Several criteria must be met before an innova- 

I 

tion is adopted by the individual in an organiza- 
tional setting. 

that is established on subject divisions and speciali- 
zation. However, subject specialization is less 
pronounced in the primary school, and unless the 
position of the department head is officially recog- 
nized and made more conspicuous, the person 
holding that office is less likely to enjoy freedom 
in introducing innovations to his colleagues. This 
will be the more so if innovative efforts are of an 
informal nature. 

The teacher's position in the school hierarchy 
puts him in a subordinate status in relation to the 
top administrative staff. But because he works in 
a professionally isolated setting of the classroom, he 
enjoys considerable autonomy in terms of his teach- 
ing style and the curriculum work that he does 
with his pupils. While this may be changing 
for some schools experimenting with team teach- 

1 The potential adopter must have sufficient 
information and understanding of the innovation. 
Possession of adequate information enables the 
person to assess its usefulness and probable gain 
in implementing it. This condition is especially 
crucial if the potential user has to persuade others 
of the feasibility of the new idea. 

2 The source of the innovation must be 
credible. It must be seen as coming from someone 
who is an authority or expert in that innovation. 
Once the idea is legitimatized in this way, the poten- 
tial user will, more likely, take it seriously and 
perhaps try it out. 

3 The idea must be perceived by the poten- 
tial user to be feasible in a particular context. If it 
entails too much time, human effort and oppor- 
tunity cost, he may not want to risk investing all 
these resources in these untested ideas. Moreover, 
the traditional or conventional way of doing things 
enjoys the advantage of being familiar and workable. 

Using this framework of discussion provided 
by Hurst, we can think of certain questions that a 
teacher may ask when faced with an innovative 
idea: (1) Will it work in my school? (2) Assuming 
that it works, should I share this idea with other 
colleagues? (3) How can I disseminate this idea? 
(4) How will the others react to me and the idea if 
I try to implement it in the school? 

Obviously, the teacher who has to make a deci- 
sion about adopting the innovation must himself 
be convinced that it will be workable in his own 
classroom. Much risk will be involved if the idea 
fails to work, one being the credibility of the 
teacher himself. If the innovation has an undesir- 
able outcome, such as if it leads to  unnecessary 
and wasteful work, the teacher can get blamed 
and lose the goodwill of his colleagues. 

Sarason's discussion of the culture of the school 
(1971) throws light on an additional difficulty faced 
by teachers who want to  introduce an innovation 
in the school. When teachers resist innovations or 
dismiss proposals for innovations as being a waste 
of time and energy, it is not simply because they 
are closed, insecure and conservative. Although 
psychological factors can explain resistance to 
change in the school, structural factors loom as 
large. All teachers and principals function in a 
distinct socio-professional structure that imposes 
constraints on their behaviour. This structure 
governs the roles and relationships among teachers 
and school administrators. Sarason argues that the 
school culture tends to be resistant to change, 
planned or unplanned. If this is true, the teacher 
who seeks to introduce some form of innovation 

ing and collaborative decision-making between 
teachers and the school administrators, the pre- 
valent mode is that of the teacher working in 
splendid isolation from his colleagues and principal. 
How then will the teacher regard innovations in 
teaching style, subject teaching, marking, assess- 
ment and remedial work? 
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will meet with an ethos that views change and inno- 
vations as undesirable. 

Attitudes and beliefs concerning the desirability 
of change in an educational organization are pos- 
sibly learnt as part of the teacher socialization 
process that takes place in the school. Experiences 
of success and failure from past efforts, whether 
undertaken by the teacher himself or by others in 
the school, will have some effect on the teacher's 
attitudes towards innovation. The principal is 
equally vulnerable to the responses of teachers to 
change. Having been a successful teacher himself 
before he joined the administrative rank, he will 
have had some experience of meeting resistance to 
innovatory situations. 

A discussion of the research findings of Singapore 
primary teachers will be presented in four sections. 
The first looks at the attitudes and experiences of 
the sixteen FPCE graduates. The second touches 
on the types of innovative practice observed by 
teachers in some schools. The third examines the 
obstacles and forces that work against change. In 
the last section, some elements of the teacher cul- 
ture in Singapore primary schools will be presented. 

In-service Teachers' Attitudes and 
Experiences with Imovations 

Like most teachers, the sixteen FPCE graduates 
were critical and selective about which new ideas 
to adopt for their schools and classrooms. All had 
gone for the in-service programme hoping to learn 
the latest ideas and techniques in subject teaching 
and other specialized areas of work. All were 
highly motivated and wanted to try out some inno- 
vations in their schools but they had first to be 
convinced that these were practical, beneficial for 
the pupils and teachers, and if possible, "fail-proof". 
As most of them held positions as subject co-ordina- 
tors, they were particularly interested in collecting 
and bringing back useful materials and knowledge 
in their own subject areas. Throughout the pro- 
gramme, many had been assiduously building up 
useful resources and reference materials for their 
own use as well as for their school staff. 

All were willing to share their newly acquired 
knowledge with other teachers either formally or 
informally as long as they saw some tangible results 
in innovative efforts. However, they were also 
aware of the social and economic constraints of 
their schools. Some innovations were perceived to 
be more easily promoted than others. For example, 
the building up of audio-visual software was 
deemed feasible given the AVA hardware made 

available to schools by the Ministry of Education. 
Other projects, like the implementation of item 
analysis to improve the quality of examination 
questions, required more effort and time on their 
part. If they were to initiate it, they had to provide 
expert knowledge and demonstrate to their col- 
leagues how the whole exercise could be carried 
out. Competence and acceptance were essential if 
they were to run school-based workshops to train 
other teachers in such new skills and techniques. 

The sixteen teachers were also very sensitive to 
the tone of their schools. All saw the necessity of 
working through the existing formal and informal 
structures of their school, such as subject commit- 
tees, the school authority structure and social 
networks among colleagues. They had to get the 
approval and support of the school administration 
before attempting more ambitious innovations that 
involved additional funds and time. Adopting an 
innovation was seen as entailing a lot of ground- 
work and this often required a gentle persuasive 
approach towards the teachers they were trying to 
influence. Once their principals had given them 
the permission to proceed with an innovative pro- 
ject, they had to function within the framework 
of existing staff relationships and work out the 
arrangements for selling the innovative idea. The 
postures taken towards implementing new ideas 
varied among the teachers, depending on their posi- 
tion in the school hierarchy, the leadership style of 
their principals, the staff morale, and the attitudes 
of the principals towards innovations. These fac- 
tors are elaborated on below. 

The Vice-Pn'ncipal and Senior Assistant 

Three of the teachers enjoyed the distinct advan- 
tage of being school administrators. One was a 
longstanding senior assistant in his school and 
another was vice-principal. The third teacher was 
appointed vice-principal shortly after she com- 
pleted the FPCE programme. Their greater accessi- 
bility to the principal and teachers, and the 
responsibility they had of allocating teaching duties 
and resources in the school contributed in no small 
measure to their success in implementing changes 
and innovations. They were able to organize staff 
development workshops or disseminate new ideas 
to colleagues during subject meetings convened by 
them. All three had good working relationships 
with their principals and the more influential tea- 
chers which further enhanced their effectiveness as 
agents of change in the school. At the same time, 
they worked at maintaining a harmonious relation- 
ship with their colleagues. Innovations were not 
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forced on the latter but gradually introduced with 
the former taking an active part in demonstrating 
how the new methods could be adopted and modi- 
fied where necessary. 

The Subject Co-ordinators 

Thirteen of the teachers who had been appointed 
subject co-ordinators long before they joined the 
FPCE programme continued to take charge of 
their subject areas on their return. As co-ordinators, 
they were anxious to experiment with some new 
ideas and materials collected for their department. 
But they found that they did not have any real posi- 
tional authority in the school structure, being only 
subject co-ordinators in the primary school. Some 
found themselves unable to get the co-operation of 
their colleagues. Their attempts to propose innova- 
tions were resented by teachers who felt that their 
longer teaching experience and way of teaching 
should not be questioned since they had produced 
good examination results for the school. Thus 
these subject co-ordinators complained that they 
Jacked the authority enjoyed by the principal or 
vice-principal, and so could only make suggestions 
to other subject teachers about innovations. They 
depended greatly upon the goodwill of their col- 
leagues to get work done as a team. 

Staff Morale 

In schools where the staff morale was relatively 
low because of teachers' dissatisfaction with work 
distribution, lack of recognition and reward for 
effort expended, or staff squabblings, the subject 
co-ordinators were least able to implement innova- 
tive ideas beyond their classrooms. A co-ordinator 
who tried to overcome staff reluctance in imple- 
menting a new project could not guard against 
teachers exercising pocket veto. Teachers in his 
subject department would sometimes conveniently 
forget to prepare for his subject meetings, or hand 
in their share of work late in spite of reminders. In 
such instances, the overall school climate worked 
against change. Consequently, the teacher would 
have to keep a low profile when trying out a new 
idea and hope to influence only his close friends in 
the school. 

The Principal 

took the initiative to launch innovations and plan 
strategically for their implementation, teachers were 
also motivated to experiment with the new ideas. 
However, the principal had had to demonstrate 
that such innovations were beneficial and practic- 
able. The failure of a principal to supervise and 
monitor the experimental projects resulted in his 
losing his credibility and teachers soon lost interest 
in them. This was the experience of four of the 
FPCE graduates whose colleagues were skeptical 
of further ambitious innovation proposals coming 
from the school administration or other sources. 
Four principals were by all accounts innovative 
and receptive to good ideas of improving the 
school programme. They encouraged teachers to 
contribute ideas at meetings and provided the 
model of being innovative and effective in their 
teaching methods. In one school, the principal had 
for several years developed an in-house staff devel- 
opment programme based on a needs assessment of 
her teaching staff. Six Saturday mornings were set 
aside at the beginning of the school calendar for 
school-based workshops conducted by the teachers 
who had received professional training in subject 
areas or by personnel from the Institute of Educa- 
tion. Subject co-ordinators in this school were 
expected to contribute to the planning of such 
workshops and to develop projects to increase the 
effectiveness of teaching and learning. The princi- 
pal's leadership combined with a team of dedicated 
senior teachers proved to be positive factors in 
promoting innovative ideas. 

Length of Service in the School 

Six FPCE graduates had after the course, gone 
back to teach in relatively new schools. Of these 
six, four had been transferred shortly before or 
after the in-service programme from their previous 
schools. They then worked in schools that had 
started functioning only during the previous four 
years. The school environment and the priority 
given by the school administration to developing a 
new school programme were conducive to change. 
All six teachers enjoyed considerable freedom in 
bringing about innovations. Coupled with sup- 
portive principals who wanted to see initiative and 
- - - 

new ideas put into action, these teachers had some 
measure of success in influencing other teachers in 

The role of the school principal in encouraging certain areas of classroom work. Again, for them, 
innovations is crucial but not the sole determining competence and selfconfidence in their work were 
factor in fostering positive attitudes towards innova- essential before they could work on the new ideas 
tions among his teachers. In cases where principals with colleagues. 
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Innovative Efforts in Primary Schools make it much harder for the minority of teachers 

There has been no published empirical study of the who wanted to share new ideas with others as they 
would lack the necessary support and encourage- 

amount of educational innovations in Singapore 
ment from other staff. 

classrooms and schools. Innovative efforts pursued 
by teachers are evident in some schools just as 
there are attempts by some principals to experi- 
ment with new ideas like school-based projects. 
Based on the data collected from 66 primary school 
teachers on voluntary innovations observed in 
their schools, it appears that they are confined to 
only a few safe areas. The most often mentioned 
was the greater use of audio-visual materials such as 
film strips and slides for subject teaching, and teach- 
ing aids bought or  constructed by resourceful 
science teachers. 

A handful of teacher respondents also quoted 
examples of the use of reading worksheets for 
English language lessons and counting strips for 
Mathematics. Two teachers observed a more exten- 
sive use of the additional illustrative teaching aids 
provided in new curriculum packages like the 
Primary English Programme, the use of which was 
optional. One respondent felt that some teachers 
were being innovative when they conducted read- 
ing lessons for the lower primary classes employing 
group-work, taped stories and headphones. In two 
primary schools, the science teachers were experi- 
menting with observational learning and had 
organized an electricity and science fair. 

Who were these innovative teachers? Two catego- 
ries of teachers were typecast as being more creative 
in the school. One was the younger teachers 
("those below the age of fortyH), and the other, 
teachers who had returned from in-service training 
in Science, AVA, Physical Education, Language 
and Mathematics. Adjectives appended to such 
teachers included: "conscientious", "full-fledged" 
and "dedicated". 

Teachers who did not want to be involved in 
innovative work were classified into two groups: 
the "older teachers", that is, those over forty 
years of age, who were described as being extre- 
mely critical of new methods and the "discon- 
tented staff'. The latter were teachers who had 
suffered from an unfair distribution of work load. 
Some were discontented because they had been 
allocated difficult classes or  because they had a 
poor working relationship with their principals. 
These teachers were least likely to participate in 
imposed or  voluntary innovation. 

O n  the whole, teachers in the study said they 
saw very little evidence of ongoing innovation in 
the classroom. They felt that this situation would 

Obstacles to Innovation in Primary 
Schools 

Many obstacles prevent voluntary change from 
taking place in the school. They exist at both the 
socio-technical level as well as7 the psychological 
level. Only the major obstacles will be discussed 
below. 

Role Overload This is a very real and constant 
source of impediment to innovative efforts. The 
primary school teachers sampled had an average 
of 29 teaching periods, each of 35 minutes dura- 
tion, per week. They taught three or more subjects 
at different primary levels. Those who had respon- 
sibilities with the Primary One, Three and Six 
classes were under additional pressure to prepare 
their pupils for important assessments or  examina- 
tions with the implementation of streaming in the 
primary school. The teachers also sat on two or  
more.subject committees and took charge of an 
extra-curricular activity, usually held on Saturday 
mornings. If staff workshops were organized for 
the staff on Saturdays, all extra-curricular activities 
or  remedial lessons scheduled for those mornings 
had to be cancelled, otherwise the teachers would 
not have the time to meet. 

Some of the teachers in the study expressed that 
the Singapore teacher's work load had increased 
over the years, based on their own teaching experi- 
ence. This was exacerbated by the introduction of 
new curriculum materials and teaching methods. 
Marking of students' work had also increased as a 
result of the practice of continuous assessment. 
Hence teachers in school often complained that 
their teaching and other duties took up much of 
their working time. Any suggestion of innovative 
projects was frowned upon as being "time-con- 
suming" and entailing a lot of unnecessary work. 

Importance of Examinations Many teachers were 
not convinced about the efficacy of new techniques 
and methods of teaching. They preferred their 
own tried and proven methods that had secured 
their classes commendable performances in school 
and national examinations like the Primary School 
Leaving Examination. In an examination-oriented 
school where the principal expected teachers to 
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maintain good annual examination results, senior 
teachers were even more resistant to new ideas of 
teaching. They formed a school-wide machinery 
which was mobilized each year to  produce good 

I examination results. If some primary schools had 
B been maintaining 95% to 100% passes in national 

examinations, why should teachers experiment 
I with new methods of doing things? 
I 

Problem of Measurement Another obstacle to 
change was the difficulty of measuring the benefits 
of an innovative practice. The anticipated costs of 
innovation often seemed to outweigh its promised 
benefits since much of the latter was intangible. 
Unless teachers were confident that their extra 
efforts and time were not wasted, they would conti- 
nue to stay with conventional teaching methods. 

Rewards and Incentives An explanation often 
given by respondents for the lack of interest in 
innovation among older colleagues was the absence 
of incentives or rewards. Teachers were often not 
given the recognition for trying out new methods, 
especially if such experimentation failed to pro- 
duce the desired results. Instead, they could well be 
blamed for not succeeding in their innovations. 
Related to this is the apparent absence of an experi- 
mental ethic in the school. Risk-taking behaviour is 
not encouraged in an organizational environment 
where failure in a project is not seen as instructive 
for future strategies of adopting innovations. 
Instead, failure can lead to loss of credibility 
among colleagues and the school administration. 

A Deluge of Changes Many teachers felt that 
their schools had seen too many changes at both 
the systemic and organizational levels. Some of the 
changes involved large-scale physical movements, 
such as the resiting of a school to another geograph- 
ical location, or the amalgamation of two or more 
primary schools. Of the 65 schools covered in this 
study, eight had been affected by relocation and 
another ten by amalgamation in the last seven 
years. Six schools that began earlier as Chinese- 
medium schools had been affected by the bilingual 
policy of the educational system. Additional 
changes enforced at the school level by colleagues 
wanting to introduce innovations were not eagerly 
received. Any change that was initiated by teachers 
could be refused unlike those imposed by the 
school authority. Even with the latter, some tea- 
chers seemed only to be mechanically implement- 
ing changes and unaware of the rationale behind 
them or the administrative details of the changes. 

Some Observations of the Primary School 
Teacher Culture 

An analysis of data obtained through the in-depth 
interviews and the open-ended questionnaires 
reveals a cluster of beliefs held by teachers about. 
their work and the school. These beliefs can be 
said to approximate the collectively held truism 
of a teacher culture. They arise from the experi- 
ences teachers have of working in a particular kind 
of work organization. More research into this 
aspect of the sociology of teaching and the school 
in Singapore is required and should be undertaken 
as we know so little about the work context of 
primary and secondary teachers. Five elements of 
the teacher culture in the primary school will be 
briefly discussed in this section. 

(a) The first element of the teachers' belief 
system has to do with the school principal. He or 
she is believed by teachers to be the central figure 
in determining the way the school operates, the 
work ethic that develops among staff, the morale 
of staff, and attitudes towards innovation. In spite 
of the fact that the school consists of many more 
professional staff compared to administrative staff, 
teachers believe that the school principal is the 
one who sets the tone of the school. Teachers take 
their cues from the principal. A dynamic, assertive 
and innovative principal is almost always likely 
to foster an atmosphere conducive for innova- 
tions by teachers. If there is a lack of initiative in 
teachers, the principal is most likely to be conserva- 
tive, cautious about trying out new ideas or openly 
opposed to change in the school. 

(b) Teachers see themselves as having very 
limited power and authority when it comes to 
making decisions about school-wide matters. 
Authority is vested largely in the principal, the 
vice-principal and the senior assistants, that is, the 
officially recognized positions in the school hier- 
archy. Consequently, most teachers are willing to 
receive directives and orders only from the top 
and not from other teachers. Subject co-ordinators 
do not have the same authority as the adminis- 
trators and their professional work has been 
hampered as a result. Many of them find their 
co-ordination work fraught with problems espe- 
cially when they are teamed up with more senior 
and experienced teachers. This situation has 
implications for subject co-ordinators who seek to 
influence their colleagues with new educational 
ideas as discussed earlier in the paper. 

(C) The third belief held by teachers is 
about their professional autonomy when it comes 
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to classroom and instructional matters. Experi- 
enced teachers jealously guard their territory 
against invasion by others and will not tolerate 
interference unless they themselves ask for a 
second opinion about their work. New ideas and 
knowledge cannot be imposed on them. Ideas 
have to be tactfully 'sold' to them. Principals, vice- 
principals and senior assistants are not exempted 
from this unwritten rule that the teacher has the 
professional autonomy regarding his own teach- 
ing. The longer a teacher has taught, the more 
tenaciously will he cling to his right of making 
decisions in instructional matters. 

(d) Teachers in general seem to believe that 
what matters most in their work is that they pro- 
duce good examination results for the school. 
Many teachers feel the pressure of examinations 
throughout the school year and work hard at 
maintaining or attaining better results. Teachers 
who suggest innovations are only taken seriously 
if they can demonstrate almost overnight the effi- 
cacy of the new methods or approaches. Tried 
methods of teaching are employed by teachers 
unless they are required to adopt new materials 
and methods by the educational authority. 

(e) Lastly, primary school teachers see 
themselves as being swamped by changes in the 
educational system in Singapore. Changes at the 
systemic level and the school level have been 
experienced throughout their teaching careers. 
They implement the changes but often feel alien- 
ated from the process of implementing the 
changes in educational policies. This can be one 
reason why primary school teachers are so 
guarded about their classroom autonomy as they 
see it as the only sphere of independence they 
have in the school. 

Conclusion 

Group membership in an organization like the 
school is bound to influence the teacher's atti- 
tudes and beliefs in the nature of the organization 
and work. A normative structure exists and it 
shapes the teacher's perception of what can be 
done and what cannot be done. It also provides 
the teacher with a guide to what should not be 
attempted. Those who have worked in the school 
environment for a long time have acquired cer- 
tain attitudes held by others towards educational 
change and innovations. While the in-service 
teachers involved in this study are not representa- 
tive of the average teacher in the school, having 
been hand-picked by their school heads for career 

development and leadership training, their experi- 
ences back at school are instructive on the condi- 
tions for change and innovation in the primary 
schools in Singapore. They have spent a period 
away from the school and despite their enthu- 
siasm in the implementation of some useful ideas 
~ i c k e d  up during the in-service programme they 
are wary of rushing headlong into innovatory 
efforts. Their sensitivity to the feelings and appre- 
hension of other teachers attests to the existence 
of a powerful teacher culture in the school. 

Teacher educators should not be dismayed that 
efforts at updating and re-skilling practising 
teachers do not always have an impact on the 
school. Practising teachers will have to contend 
with conflicting pressures, far from favourable 
work conditions, structural constraints and an 
unclear technology (for who can be sure which 
teaching method or teaching style is most appro- 
priate to different types of learners and learning 
situations?). Innovations in educational practice 
often take a backseat when teachers have to grapple 
with the immediacy of classroom demands and 
administrative constraints. Dreeben makes this 
point well when he wrote that "the school as a 
workplace and the classroom as a worksite pose 
problems for the conduct of teachers, problematic 
situations for which they must devise strategies, 
more or less effective, for meeting organizational 
demands . . . carrying out an instructional pro- 
gramme, and coping with the regularities and 
irregularities of classroom events." (Dreeben, 1973, 
p. 462) 

A favourable attitude towards innovation is by 
itself not enough in ensuring that new ideas or  
methods of teaching will be practised in the school 
context. A host of other factors must come into 
play, not the least of which is the position taken 
by the school principal with regard to innovations, 
and the climate of the school. The recent reconcep- 
tualization by the Ministry of Education of the role 
of the head of the subject department will go some 
way in ameliorating the difficulties faced by subject 
co-ordinators in the primary schools in Singapore. 
The principal will have to provide the leadership 
in facilitating change and innovations at the level 
of the classroom and the school. The prevailing 
teacher culture relegates to the teacher a secondary 
role as an agent of change. Teachers will continue 
to take orders from their principals and vice- 
principals. B 
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l 
A Measure of Se'lf-Esteem in Singapore Secondary Schools 

i 

Elena Lui Hah Wah 1 

What Is Self-Esteem and Why Is It 
Important? 

Stanley Coopersmith (1981. p. 5) defines self- 
esteem as "the evaluation a person makes and 
customarily maintains with regard to him- or her- 
self. 'Self-esteem' expresses an attitude of approval 
or disapproval and indicates the extent to which a 
person believes him- or herself capable, significant, 
successful and worthy." This judgement of worthi- 
ness of oneself is relatively enduring and general 
rather than transitory and specific. A person's self- 
esteem may vary across different areas of experi- 
ence and roledefined conditions but one will 
presumably weigh these areas according to their 
subjective importance and then arrive at a general 
level of self-esteem. Attitude toward the "self" 
may or may not be noticed consciously. However, 
it can be detected through one's behaviour and 
performance. 

With the national productivity movement, 
people-centred management has become a great 
concern in Singapore. The ultimate goal is to help 
every individual Singaporean develop his potentials 
to the maximum. "Success will depend upon get- 
ting our workers better educated, with better atti- 
tudes and more team spirit." (Lee Kuan Yew, Eve 
of National Day Message, 1981). Such workers are 
self-motivated to do their work well and take up 
other side duties willingly and promptly. They 
have self-discipline such as being punctual and 
keeping the work place clean and tidy. They will 
also take the initiative to help out in the work 
of their fellow-workers. While managers must 
manage people by understanding the concept 
of "self force", the more so must teachers while 
teaching pupils. The "self' as a social product is 
organized, dynamic and learned (Roger, 1951). It is 
necessary for a person to have positive regards 
both for others and for himself. Coopersmith 

reports (1967) that persons high in self-esteem i approach tasks and people with the expectation , 
that they will be successful and well-received, 
persons low in self-esteem are more destructive 
and anxious. Wylie (1961) reveals that persons 
who seek psychological help frequently acknowl- 
edge that they suffer from feelings of inadequacy 
and unworthiness. The studies by Brookover 
(1967) and Shavelson (1976) have led many educa- 
tors to focus on the enhancement of self-concept as 
both a goal in itself and a means to achieve other 
educational objectives. A local study (Goh, 1977) 
found that the "high" group in self-esteem tended 
to be those who did fairly well academically, had 
higher achievement motivation and were generally 
better liked by their classmates than the "low" 

l 

I 
group. 

How is Self-Esteem Measured? 

There are two approaches to measuring self-esteem, 
namely, self-reporting and other's observation. For 
self-reporting one can use the Self-Esteem Invento- 
ries (Coopersmith, 1981) or similar instruments. 
For observation, teachers can use behaviour rating 
forms such as the Behavioural Academic Self- 
Esteem (Coopersmith, 1981). 

The Self-Esteem Inventories (SEI) have three 
forms: School Form, School Short Form and 
Adult Form. The School Form consists of 58 items 
including eight items that constitute the Lie Scale. 
The 50 items on self-esteem come under four sub- 
scales: General-Self, Social Self-Peers, Home- 
Parents and School Academic. This form can be 
used on a group basis with students under teacher's 
supervision. Table 1 shows a segment of the SE1 

i 
School Form. The School Short Form and Adult 
Form consist of only the first 25 items of the 
School Form and exclude the Lie Scale. To score 
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TABLE 1 - SELF-ESTEEM INVENTORY (SEI). 

INSTRUCTIONS: Please read each statement and record your response in the 
following way: 

1. If the statement describes how you usually feel, put a (X) in the column "Like Me". 

2. If the statement does not describe how you usually feel, put a (X) in the column 
"Unlike Me". 

Like Unlike 
Me Me 

1. Things usually don't bother me. 
2. I find it very hard to talk in front of the class. 
3. There are lots of things about myself I'd change if I could. 

13. Things are all mixed up in my life. 

21. Most people are better liked than I am. I I 

58. I always know what to say to people. 1 
Gen 

l Flfi  l 
Total L 

X 2  = II 

Source: Stanley Coopersmith, "Self-Esteem Inventories", Consulting Psychologists Press, 
Inc., 1981. 

the inventory, ''I" will be assigned to the items 
indicating high self-esteem and "0" to those indi- 
cating low self-esteem. The maximum score is 100: 
raw score 50 X 2 in the School Form and raw 
score 25 X 4 in the School Short Form and Adult 
Form. 

The SE1 items were originally based on items 
selected from a scale by Rogers and Dymond 
(1954). This was administered to 1748 children 
attending public schools in central Connecticut, 
USA. The distribution of scores obtained from this 
sample was skewed in the direction of high self- 
esteem. Test-retest reliability after a three-year 
interval for a sample of 56 children was .70. 
Kokenes' (1974 and 1978) studies, which included 
over 7600 school children in grades 4 through 8, 
confirmed the construct validity of the SE1 sub- 
scales. Spatz and Johnston (1973) administered this 
inventory to over 600 students in gades 5, 9, 12 
in a rural school district. They found adequate 
internal consistency (KR 20s) for pupils in all three 
grades. O n  the basis of studies conducted or 

reviewed by himself, Coopersmith found SE1 
scores significantly related to creativity, academic 
achievement, resistance to group pressure, willing- 
ness to express unpopular opinions, and perceptual 
constancy. Matteson (1974) also found it closely 
related to the effective communication between 
parents and youth as well as to family adjustment. 
Thus, it may be concluded that the SE1 has shown 
acceptable reliability and validity. 

How Do Singapore Pupils Fare in the 
Self-Esteem Inventories? 

This article collates the results obtained by ten 
teacher-trainees who opted for the Educational 
Studies Options courses on "Helping the Adole- 
scent" (Diploma-in-Education) and "Guidance in 
the Classroom" (Certificate-in-Education) con- 
ducted by the writer and her colleague, Mrs Esther 
Tan. These teacher-trainees administered the 25- 
item Short Form of the SE1 during their teaching 
practice and subsequently submitted their reports 



TABLE 2 - MEANS AND STANDARD DEVIATION OF LOCAL 
PUPILS' SE1 SCORES 

TABLE 3 - SCORES DIFFERENCE BETWEEN SEX BY 
LEVEL 

Level 

Sec 1 
Sec2 
Sec 3 
Sec 4 

Total 

Sec 1 

1 Sec 3 73 1 1 1 377.02 1 377 1 1.61 1 0.208 (n.s.) 1 

Total 

in partial fulfilment of the course requirements set 
by the Institute of Education. 

These ten projects covered a sample of 342 pupils 
(173 boys and 169 girls, age ranging from 13 to 16) 
from Secondary 1 to 4 classes. As shown in Table 2, 
the means and SD of their scores are 54.46 and 
15.59 respectively. According to Coopersmith's 
studies, the American samples have SE1 scores 
skewed in the direction of high esteem. The means 
have !generally been in the range of 70 to 80 with a 
SD of 11 to 13. In contrast, the pupils studied here 
seem to have lower self-esteem scores (49.14 to 
63.00) with a larger SD range (13.09 to 19.43). How- 
ever, it does not necessarily mean that Singapore 
pupils feel "more inferior" or "less worthy" than 
their American counterparts. In fact, the mean 
scores of the local sample are above 50 on a 100 
point scale. 

The large SD range of scores may reflect the 
heterogeneous characteristics of local pupils who 
come from two different courses: Normal and 
Express. (Based on the results of the Primary School 
Leaving Examination, pupils promoted to Second- 
ary 1 will be streamed to one of the 3 courses: 
(1) Normal Course - a 5-year secondary course 

N 

94 
144 
73 
31 

342 

Sec 4 

leading to GCE '0' level examination, (2) Express 
Course - a 4-year course leading to GCE '0' level 
examination, and (3) Special Course - a +year 
course with two first languages.) 

The analysis of variance showing scores differ- 
ence between sex by grade levels is only significant 
at Secondary 1 and 2 (Table 3). Probably, the under- 
representation of girls in the Secondary 3 and 4 
sample is the main reason for this phenomenon. 

Male 

Is SE1 a Suitable Test for Singapore Pupils? 

X 

57.57 
52.31 
53.80 
56.52 

54.46 

N 

32 
61 
59 
21 

173 

Female 

31 

Generally speaking, Oriental culture values humility 
and encourages the young to seek improvement 
but never to feel "proud" of what they are. There- 
fore, an item such as "There are lots of things about 
myself I'd change if I could" should be a positive 
trait instead of a negative one. Language difficulties 
may also get in the way. For example, in the item 
"Things are all mixed up in my life", the phrase 
"mixed up" is not commonly used in the local con- 
text. 

Despite the above limitations, the writer is of the 
view that with some modifications, the SE1 can be 
a suitable instrument to measure local ~upils '  self- 
esteem; the modifications include the following: 

SD 

15.57 
15.28 
15.35 
17.46 

15.59 
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X 

63.00 
56.39 
54.91 
55.62 

57.02 

SD 

13.87 

N 

62 

1 

SD 

16 .57  
14.23 
15.49 
19.43 

15.92 

X 

54.77 

52.39 1 52 1 0.17 1 0.686 (n.s.) 1 

83 
14 
10 

169 

49.30 15.40 
49.14 14.33 
58.40 13.09 

51.83 14.84 



1 In the response column, replace "Like 
Me" and "Unlike Me" with "Yes" and "No", 
because the word "like" has two meanings: it 
means "the same" in "Like Me" and "to be fond 
of '  in "Most people are better liked than I am". 

2 Change the phrases "mixed up" and 
"better liked" to "confused" and "more popular" 
or other more concise phrases so that pupils will 

I not interpret them wrongly. 
3 In the School Form use "people" rather 

than "kids" because secondary school pupils will 
find it disconcerting referring to their friends as 
"kids". 

It is also recommended that for pupils who are 
less proficient in the English Language the School 
Short Form should be administered instead; while 
the School Form which has 58 items including a 
Lie Scale can be used in Upper Secondary and 
Junior College Classes. In addition to the SEI, the 
Behavioural Academic Self-Esteem (BASE) - an 
observation rating scale - can be completed by 
teachers to counter check whether the pupils' self- 
reporting is accurate or otherwise. (An extract of 
the BASE is shown in Table 4.) The BASE, a modi- 
fied version of the Coopersmith Behaviour Rating 

TABLE 4 - BEHAVIOURAL ACADEMIC SELF-ESTEEM: A RATING SCALE 
Stanley Coopersmith and Ragnar Gilberts 

INSTRUCTIONS: This scale is designed to provide an estimate of the academic self-esteem of your 
students. Your judgments of the frequencies of several important behaviours will form the basis of the 
student's score. Please base these judgments on the specific behaviours you have observed in your 
classroom. 

Sex Student Name Age 

Class School 

Rater Name Date 

Never Seldom Sometimes Usually Always 
I Student Initiative 

1. This child is willing to 
undertake new tasks. 1 2 3 4 5 

I1 Social Attention 
7. This child is quiet in class, 

speaks in turn, and talks 
appropriately. 

I11 Success/Failure 
10. This child deals with mistakes or 

failures easily and comfortably. 

IV Social Attraction 
12. This child's company is sought 

by peers. 1 2 3 4 5 

V Self-Confidence 
16. This child appreciates his or her 

work, work products, and activities. 1 2 3 4 5 

1 Total BASE Score 

(Reproduced by special permission of the publisher, Consulting Psychologists Press, Inc., Palo 
Alto, CA. 94306, from BASE, by Stanley Coopersmith and Ragnar Gilberts, copyright 1979.) 
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Form, measures the academic self-esteem factors 
as follows: (I) Student Initiative, (2) Social Atten- 
tion, (3) Success/Failure, (4) Social Attraction, and 
(5) Self-confidence. The BASE theory states that 
high self-esteem children are active, exploratory, 
~ersistent, self-confident and have social attrac- 
tion. It also believes that these traits can be picked 
up by teachers through the children's behaviour. 

There is little doubt as to the importance of 
knowing the self-esteem of pupils. And the SE1 is 
a suitable instrument to measure this as it can be 
easily administered and scored. If teachers find the 
BASE too time consuming they can use it only 
with pupils whose SE1 scores are either very high 
or very low to check the validity of their SE1 
scores. 
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Language in the Family Domain in Singapore: 
An Analysis of the 1980 Census Statistics 

Eddie C Y KUO 

Introduction In so far as the questions of change and 

The 1980 population census of Singapore is the stability are central concerns of sociolinguis- 

first census that gathered detailed information on tics, the census provides a most ~owerful  

languages spoken at home. The data were collected instrument for determining the linguistic 

from the 20 per cent sample enumeration, using conditions of the population. (1966, quoted 
the following question: in Khubchandani, 1976:94) 

What language or dialect does the person use most In this article, we propose to  make a detailed 
frequently at home when speaking to  his analysis of the 1980 census data on the patterns of 

1. grandparents? 
2. parents? 
3. brothers and sisters? 
4. spouse? 
5. children? 
6. grandchildren? 

(Department of Statistics, 1980: 52) 

The question was asked only of persons in private 
households with at least two related members, and 
only the relevant parts of the question were pre- 
sented to  the person. 

Like most language data drawn from census 
studies, the information gathered on home language 
use in the 1980 census is based on the self-report 
of the respondents, and no observation of actual 
language use has been recorded. Consequently, the 
validity of such language data can only be assumed. 
While we are not ready to venture into the com- 
plicated issue of data validity which has bothered 
sociolinguists for years1, we argue that, in view of 
the relative lack of language data based on field 
observation in Singapore, the language data from 
the census do provide some valuable information 
on the overall picture of the sociolinguistic situa- 
tion of the nation. Of course, while the census data 
on language use must not be taken literally, the 

home language use in Singapore. We argue that the 
data suggest the relative status, if not the absolute 
status of various languages/dialects in multilingual 
Singapore. We expect to find useful information 
and indications of the extent of multilingualism 
in the family domian and the trend of language 
shift over generations in Singapore. The focal 
issues are dealt with in the following four sections: 
(1) the principal household language, (2) languages 
spoken at home, (3) home language retention and 
shift, and (4) home language and socio-economic 
status. 

The Principal Household Language 

The language reported in the 1980 census as the - 

one used most frequently (but not necessarily ex- 
clusively) when speaking to a particular category 
of family members is defined the "principal lan- 
guage" used by that individual in that context 
(Khoo, 1981:21). As such, the choice of the princi- 
pal language is influenced not only by the ability 
of the speaker to converse in that language but 
also by the ability of the person(s) spoken to to 
comprehend that language. Moreover, a set of 
sociolinguistic norms is also assumed to be in 
operation. It should be noted that the principal 

statistics should suggest useful baselines for further 
'See MacNamara (1969), Lieberson (1966, 1969), Fishman (1969) and 

language at and for Khubchandani (1976) for discussions of the validity problem of ]anpage 
comparative purposes. AS argued by Lieberson, data based o n  self-report. 
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language spoken to family members is not neces- 
sarily the language the person is most proficient 
in. Nor does it imply that the person is unable to 
speak those languages not reported as a principal 
language when speaking to family members. 

Based on the principal languages identified by an 
individual when speaking to various categories of 
family members, a "principal household language" 
can be identified, which is operationally defined as 
the principal language spoken by the majority of 
household members to one another (Khoo, 1981:22). 
The principal household language, as such, can 
be seen as the major language used in the family 
domain and thus the language most frequently used 
and heard in a person's daily family life. It is there- 
fore the best indicator available in the census under 
study which approximates the "home language" 
or "mother tongue". In fact, the principal house- 
hold language is often the mother tongue, it being 
the language used most frequently in the socializa- 
tion of the young child at home. The mother 
tongue is linguistically defined as the first language 
learnt by young members of the household. The 
overall picture presented is that the principal house- 
hold language used by the population approximates 
the distribution of mother tongue speakers amongst 
the present and future generations of Singaporeans. 

Data on the distribution of principal household 
languages by ethnic communities are presented in 
Table 12. 

The dominance of Chinese dialects as principal 
languages used in Chinese households is clearly 
shown in Table 1. Of the total population, 62.9 
per cent report having one of the Chinese dialects 
as the principal household language. Hokkien is 

I the major home language for 29 per cent of the , 
total population, the highest of all languages I 

and dialects reported. Teochew (14.3 per cent) 
and Cantonese (12.4 per cent) also have sizable 

i 
numbers of speakers. Even other minor Chinese 1 
dialects have a proportion of 7.2 per cent of all. I I 

The status of Chinese dialects is far more impres- 
sive when we look at the statistics among the 
Chinese. Thus, more than four out of five (81.4 
per cent) Chinese use a Chinese dialect as the prin- 
cipal household language. Among them, Hokkien 
takes up 37.5 per cent, while 18.5 per cent use 
Teochew and 16.1 per cent use Cantonese as the 
major language at home. It can also be noted from 
Table 1 that a small number of non-Chinese also 
claim one of the Chinese dialects as their princi- 
pal household language. These are likely to be the 

*For all tables presented in this article, percentages are computed based 
only in those cases with relevant information reported. All those with 
incomplete or inapplicable information are excluded from statistics in 
all tables. The statistics presented are grossed-up values of the 20 per 
cent sample enumeration. Those relating to  individuals are grossed-up 
by the ratio of the number of persons in private households in the 
complete census to  that in the sample. Similarly, those relating to  
households are grossed-up by the ratio of the total number of private 
households in the complete count to  that in the sample. See Khoo 
(1981: 25-28) for sampling estimates and sampling errors. 

TABLE 1 - PERSONS AGED 5 YEARS AND OVER BY PRINCIPAL HOUSEHOLD LANGUAGE 
AND ETHNIC GROUP OF HEAD OF HOUSEHOLD 

Principal Househo ld  Language (%) 

All Languages 

Mandarin 
Chinese Dialects 

Hokkien 
Teochew 
Cantonese 
Others 

English 
Malay 
Tamil 
Others 

Total Persons (Number) 

Source: Computed from Khoo, 1981: p. 92, Table 62. 
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Ethnic Group of Head of Household 

Total 

100.0 

7.9 
62.9 
29.0 
14.3 
12.4 
7.2 
8.9 

15.5 
3.3 

Chinese 
l 

100.0 

10.2 
81.4 
37.5 
18.5 
16.1 
9.3 
7.9 
0.4 
- 

l 0.1 

Malays 

100.0 

- 

0.1 
- 
- 

0.1 
- 

1.5 
97.7 
0.1 
0.6 

Indians 

100.0 

- 

0.3 
0.1 
0.1 
0.1 
- 

21.1 
9.3 

54.0 

Others 

100.0 

0.3 
0.8 
0.4 
0.1 
0.2 
0.1 

70.3 
5.4 
- 

15.3 23.2 



cases involving intermarried couples or otherwise 
multi-ethnic households. 

As far as the official languages are concerned, 
?vialay heads the list with 15.5 per cent of the pop- 
ulation having Mday as the major home language. 
Within the cohesive Malay community, as high as 

1 97.7 per cent use Malay as the major language in 
the household. The proportion of the population 
with Malay as the major household language (15.5 
per cent) is greater than the proportion of the 
Malays in the nation (14.6 per cent). This is because 

/ a sizable proportion of Indians (9.3 per cent), most 
of whom are Muslim Indians, also use Malay as 

l 
their principal household language. As a culturally 
homogeneous community reinforced by a com- 
mon religion, the Malays in Singapore demonstrate 
a strong capability to continue to maintain the 

( Malay language as their mother tongue. 
English, as the only non-ethnic and thus neutral 

official language, ranks second to Malay with 8.9 
per cent of the population using it as the principal 
household language. Since the 1957 census reports 
only about 1 per cent of the population with 
English as the mother tongue, the percentage of 8.9 
in 1980 can be seen as indicative of an enormous 
shift to the English language during the past decades. 

1 The trend is consistent with the observations made 
earlier on the trend of literacy in English (Kuo, 
1983). All indicators point to the fact that the status 
of English will continue to ascend and the propor- 
tion of households using English as the principal 
language will continue to increase. This will be 
discussed more fully later. 

Of the total population, 7.9 per cent identify 
Mandarin as the principal household language; the 
percentage is 10.3 among the Chinese. This is 
again an impressive increment as the 1957 census 
shows only 0.1 per cent of the population speak- 
ing Mandarin as the mother tongue. This seems to 
reflect the success of the official language policy to 

promote the use of Mandarin among the Chinese 3. 

Tamil is spoken as the major household language 
by 3.3 per cent of the population and 54 per cent 
of the Indians. It is thus apparent that Tamil is 
not in a strong position as an official language at 
the national level. Within the Indian community, 
there is also a sizable number of non-Tamil speakers. 
Table 1 shows that 21.1 per cent of the Indians use 
English as the principal household language, and 
15.3 per cent use "others" which include many 
other languages of Indian origin such as Malayali 
and Punjabi. In addition, as mentioned earlier, a 
group of Indians (9.3 per cent) use Malay as the prin- 
cipal language at home, mostly Indian Muslims 

who have, to some extent, been assimilated into the 
Malay culture. It may be gathered that Tamil does 
not have a strong sentimental appeal to the non- 
Tamil Indians. As a smaller ethnic group, the Indians 
tend to have more difficulty in sustaining a high 
level of language loyalty over the generations. The 
trend of language shift will be further discussed in a 
later section. 

The "others" ethnic category includes Eurasians, 
Europeans and others who belong to the large ex- 
patriate community in Singapore. As expected, 
English is found to be the major language spoken 
at home for 70.3 per cent of those in this 
category. Another 23.2 per cent use "other" lan- 
guages, including Japanese, Thai, German, Tagalog, 
etc. 

The overall picture depicted in Table 1 is a society 
characterized by a high level of language diversity. 
None of the languages/dialects identified is used by 
more than 30 per cent of the population as the 
major household language. The Chinese dialects still 
dominate in the family domain. Of the four official 
languages, Malay is the only one used by more than 
10 per cent as the major home language. 

Languages Spoken at Home 

The above analysis is based on the distribution of 
persons of various principal household languages 
derived from the "majority" of household lan- 
guages spoken by family members to one another 
in each household. Such a principal household 
language identified is of course an abstraction and 
does not represent the total language situation at 
home. Given the complex sociolinguistic factors 
working even in the family domain, it is generally 
observed that in many households in Singapore, 
more than one language is used among members of 
the family. It is therefore important to look at the 
combination of languages used in private house- 
holds. The data on languages spoken in the house- 
hold are reported in Table 2. 

The statistics in Table 2 show that 73 per cent 
of persons (in private households) use only one 

)Since the census was carried out in the middle of the Speak Mandarin 
Campaign, which was officially laur~chcd in September 1979, it cannot 
be determined to what extent the language data on the use of Mandarin 
are a valid reflection of the status of Mandarin in the family domain. 
Despite the precaution made by the authorities concerned to temporarily 
halt Campaign activities during the few months before the census rime, 
it is possible that the information obtained regarding Mandarin may 
have been inflated to an unknown extent due to the positive social 
attitudes and social pressure towards the use of Mandarin. 



TABLE 2 - PERSONS AGED 5 YEARS AND OVER BY LANGUAGES SPOKEN IN HOUSEHOLD 
AND ETHNIC GROUP OF HEAD OF HOUSEHOLD 

Languages Spoken in Household (%) 

All Languages 

Monolingual 
Mandarin 
Chinese Dialects 
English 
Malay 
Tamil 
Others 

Multilingual 
Mandarin & Dialects 
Mandarin & English 
Two or More Chinese Dialects 
English & Dialects 
English & Malay 
English & Tamil 
English & Non-official Languages 
Other Combinations 

Total Persons (Number) 

Source: Computed from Khoo, 1981: p. 99, Table 69. 

Ethnic Group o f  Head o f  Household 

language/dialect at home, thus classified as "mono- 
lingual", while 27 per cent are "multilingual", 
using more than one language/dialect at home. It 
should be noted that households in Singapore are 
generally small with an average of only 4.7 persons 
in 19804. The fact that 27 per cent of all use more 
than one language/dialect at home should be seen 
as another indication of the extent of multilingual- 
ism in Singapore. 

When comparing household languages among 
the various ethnic communities, we find that the 
Malays are the most homogeneous with 93.9 per 
cent using only one language as the principal lan- 
guage shared by all members of the family; the 
great majority (92.7 per cent) of the Malays use 
Malay only. Persons under the "others" category 
are also more monolingual at home in the same 
sense, with 91.7 per cent identifying only one prin- 
cipal language used in the household, most (65.2 
per cent) using English only. 

The Chinese and the Indians are muth more 
multilingual in principal household languages/ 
dialects. Most Chinese (57.7 per cent) identify one 
Chinese dialect only, while another 3.3 per cent 

mention two or  more dialects used among house- 
hold members. In all, 61 per cent of Ch' inese use 
only Chinese dialects principally amongst family 
members. Only 5.2 per cent of the Chinese use 
exclusively Mandarin, and only 5.3 per cent ex- 
clusively English as the principal household 
language. The multilingual Chinese households 
use mainly a combination of (one or more) dialects 
with either Mandarin or English. The dominance 
of Chinese dialects is again obvious. 

Among the Indians, Tamil remains the major 
household language with 43.6 per cent of them 
using Tamil as the only principal language among 
family members. Quite a sizable proportion is 
also found to  be monolingual using only English 
(12.6 per cent), Malay (7.5 per cent) or one of the 
other languages (9.2 per cent). O n  the other hand, 
the multilingual pattern among the Indians mainly 
involves a combination of English and Tamil (9.4 
per cent), or English and other non-official lan- 
guages, presumably those of Indian origins (9.4 
per cent). 

Others 

100.0 

91.7 
0.3 
0.4 

65.1 
4.2 
0.1 

21.6 
8.3 
- 

0.3 

1.1 
2.6 
0.2 
3.4 
0.7 

'The average size is 5.1 persons if one-person households are excluded. 

Indians 

100.0 

73.1 
- 
0.1 

12.7 
7.5 

43.6 
9.2 

26.9 

0.1 
- 

0.2 
1.9 

13.2 
9.4 
2.1 

Total 

100.0 

73.0 
4.1 

44.6 
6.2 

14.5 
2.6 
1.0 

27.0 
9.6 
3.1 
2.6 
8.5 
1.1 
0.8 
0.6 
0.7 
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Chinese 

100.0 

68.5 
5.3 

57.7 
5.3 
0.2 
- 
- 

31.5 
12.4 
4.0 
3.3 

11.0 
0.3 
- 
- 

l 0.5 

Malays 

100.0 

93.9 
- 
- 

0.8 
92.7 
- 

0.4 
6.1 

- 
- 
- 
4.7 
- 

0.1 
1.3 



TABLE 3 - PRIVATE HOUSEHOLDS BY LANGUAGES SPOKEN IN HOUSEHOLD 
AND TYPE OF HOUSEHOLD 

Languages Spoken  in 
Househo ld  (%) 

All Languages 
Monolingual 

Mandarin 
Chinese Dialects 
English 
Malay 

* Tamil 
Others 

Multilingual 
Mandarin & Chinese Dialects 
English & Chinese Dialects 
Others 

Total 

-- 
100.0 
75.6 
5.9 

43.8 
8.8 

13.2 
2.6 
1.3 

24.4 
8.9 
7.6 
7.9 

O n e  Family 
Nucleus 

Total 

100.0 
77.7 
6.6 

44.7 
9.7 

12.7 
2.6 
1.4 

22.3 
8.2 
7.0 
7.1 

T w o  Family 
Nuclei 

Married 
Couple  
w i t h  a 
Parent 1 

Total 

Parents 
& 

Children 
Couples 

The pattern of household languages can also be 
analysed using the household, instead of the indivi- 
dual as we have done, as the unit of analysis. The 
data are presented in Table 3. 

In 1980, private households formed by members 
who were related to each other (thus they can be 
defined as "families") numbered 444,423. Of 
them, 335,802 or 75.6 per cent identified only one 

Total Private Households 
(Number) 

l 

language or dialect as the principal language used 
among family members. The remaining 108,621 
(24.4 per cent) households consisted of members 
who used more than one language or dialect to 
speak to one another, thus called "multilingual 
households". 

Table 3 clearly shows that the pattern of house- 
hold languages is associated with the structure of 
the household. It can be seen that proportionately 
more of the households with two family nuclei 
formed by two married couples tend to be multi- 
lingual compared with households of one family 
nucleus5. The comparison is 40.9 per cent against 
22.3 per cent. Apparently, the presence of more 
categories of family members tends to necessitate 
the use of more than one language/dialect within 
the household. Moreover, it has been observed 
that households with one or more members of 

Source: Computed from Khoo, 1981: p. 110, Table 80. 

444,423 

More 
Than 
T w o  

Family 
Nuclei 

the older generation display an even greater pro- 
portion of multilingual households. Thus, among 
the one-family nucleus households with a married 
couple and one parent (with or without children), 
43.8 per cent are multilingual; among the two- 
family nuclei households formed by two parents 
and children couples, 42.1 per cent are multilingual. 
In both cases, the percentages are much higher than 
the average of 24.4 per cent of all private house- 
holds. 

Among the monolingual households, those using 
dialects are in the majority, followed by those using 
Malay irrespective of the type of households. House- 
holds using only Mandarin and those only English 
account for 5.9 per cent respectively of all private 
households. But among households with two 
family nuclei (extended families), only 0.6 per cent 
use exclusively Mandarin and only 2.2 per cent 

393,078 

exclusively English. 
Table 4 shows the frequency distribution of 

persons who use various languages/dialects as prin- 
cipal languages when speaking to four categories 

30,987 45,895 24,156 

5According to the 1980 census, "a family nucleus may be formed by a 
married couple, one parent only with unmarried children, or one 
grandparent only with unmarried grandchildren." (Khoo, 1981:21) 
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TABLE 4 - PERSONS AGED 5 YEARS AND OVER BY PRINCIPAL LANGUAGE SPOKEN 
TO FAMILY MEMBERS 

Source: Computed from Khoo, 1981: p. 31, 32, 71, 80; Table 1, 2, 41, 50. 

TABLE 5 - STUDENTS AGED 5 YEARS AND OVER BY PRINCIPAL 
LANGUAGE SPOKEN TO FAMILY MEMBERS, 1980 

T o  
Spouse  

100.0 

9.7 
58.0 
12.7 
14.6 
3 .O 
2.0 

853,907 

T o  Brothers 
& Sisters 

100.0 

9.5 
55.6 
14.7 
16.3 
2.9 
1 .O 

1,133,493 

Principal Language Spoken (%) 

All Languages 

Mandarin 
Chinese Dialects 
English 
Malay 
Tamil 
Others 

Total Persons (Number) 

Source: Computed from Khoo, 1981: pp. 52-54, Tables 22-24. 

T o  
Children 

100.0 

11.8 
57.5 
11.5 
14.5 
3.1 
1.6 

766,221 

T o  
Parents 

100.0 

5.7 
66.9 

6.2 
16.5 
3.3 
1.4 

1,171,837 

Principal Language Spoken  (%) 

All Languages 

Mandarin 
Chinese Dialects 
English 
Malay 
Tamil 
Others 

Total Persons (Number) 

of family members, viz., parents, spouse, children 
and siblings. It should be noted that for each 
category of family members referred to, only 
those persons with members of the given category 
living together in the same household are included 
for analysis. The four major columns in Table 4 
therefore are based on different groups of popula- 
tion and not the same population. Thus, they are 
not exactly comparable. 

According to Table 4, of all persons aged 5 years 
and over who live with their parents 66.9 per cent 
speak to their parents in a Chinese dialect, 5.7 per 
cent in Mandarin, 6.2 per cent in English, 16.5 per 
cent in Malay and 3.3 per cent in Tamil. As a con- 
trast, those who use one of the Chinese dialects 
when speaking to  spouse show a smaller propor- 
tion (55.6 per cent). There are higher percentages 
of those who use Mandarin (9.7 per cent) and 

English (5.6 per cent). A further decrease in the p r o  
portion using Chinese dialects can be observed in 
the cases of principal languages spoken to children 
and those spoken to  siblings. O n  the other hand, 
the percentages of those using English are higher 
in the cases of speaking to spouse and siblings. The 
general pattern of variability in principal languages 
when speaking to  different categories of family 
members is complex and seemingly incomprehen- 
sible. The hidden factor is, in fact, age. The pattern 
of language use among family members becomes 
clear when the age factor is held constant. This 
can be done by analysing the household language 
pattern of the student population, which is relatively 
homogeneous in age. The statistics are presented in 
Table 5. 

Among the students aged 5 years and over, as in 
the case of the general population, Chinese dialects 

T o  
Grandparents 

100.0 

1.6 
79.9 
2.5 

12.6 
2.3 
1.1 

90,147 
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T o  
Parents 

100.0 

10.5 
59.5 
9.3 

15.9 
3.2 
1.6 

541,714 

T o  Brothers 
& Sisters 

100.0 

13.8 
51.2 
15.4 
15.6 
2.8 
1.2 

525,080 



are extensively used. There is, however, clearly a 
decreasing trend in the use of Chinese dialects as 
students switch from speaking to grandparents 

1 (79.9 per cent using dialects) to parents (59.4 per 
cent) and to siblings (51.2 per cent). Correspon- 
dingly, the percentages of those using Mandarin 
increase consistently from a mere 1.6 per cent to 
grandparents, to 10.5 per cent to  parents, and to 

I 13.8 per cent when speaking to siblings. The same 
trend can be identified with the use of English; 
the contrast here is in fact most distinct (2.5 per 
cent, 9.4 per cent, and 15.5 per cent respectively). 

Table 5 also shows a small increase in the use of 
Malay and Tamil when students speak to members 
of the younger generation of the family; the dif- 
ference, however, is only marginal. The general 
trend, nevertheless, points to an increasing use of 
official languages in students' interaction with their 
brothers and sisters. 

Further statistics on the choice of language 
I among various age categories of non-student popula- 

tion are presented in Table 6. They show age and 
the category of family members spoken to as two 
separate factors influencing the choice of language 
in family interaction. 

Table 6 shows that a higher proportion of older 
persons than younger persons use one of the 
Chinese dialects, while a higher proportion of 

I younger persons than older persons use one of 
the official languages to either parents or siblings. 

1 The contrast is especially distinct in the cases of 

I Mandarin and English. Thus, for those in the age 
group 5-14, 11.6 per cent use Mandarin and 9 per 
cent use English in speaking to their parents, in 

contrast with 0.9 per cent and 3.4 per cent respec- 
tively among those in the age group 35 years and 
over. 

When we compare the language spoken to 
parents with that to siblings amongst those in the 
same age group, it is again clear that Mandarin and 
English are more commonly used with siblings 
than with parents, while the situation is reversed 
in the use of Chinese dialects. Thus, of those in the 
age group 5-14, 57.4 per cent use a Chinese dialect 
when speaking to their parents, but only 51.8 per 
cent do so to their brothers and sisters. On the 
other hand, 11.6 per cent of them use Mandarin 
and 9.0 per cent use English to their parents, but 
14.4 per cent use Mandarin and 12.5 per cent use 
English when speaking to their siblings. The same 
pattern can be observed with other age groups. 

Home Language Retention and Shift 

The above trend of language switch is most clearly 
demonstrated when the language chosen to speak 
to parents and to siblings is compared amongst the 
same group of persons, i.e. those who live with 
both parents and siblings in the same household. 
The statistics are shown in Table 7. If the difference 
between the language spoken to parents and that 
to siblings is assumed to represent a switch in 
language use within the family domain, we will be 
able to estimate the extent of language maintenance 
and language shift for various languages in a genera- 
tion. It is clear from Table 7 that English will 
persist in its status as over 95.8 per cent of those 
using English to their parents also do so to their 

TABLE 6 - PERSONS AGED 5 YEARS AND OVER BY AGE GROUP AND PRINCIPAL LANGUAGE 
SPOKEN TO (A) PARENTS AND (B) BROTHERS AND SISTERS 

Principal Language 
Spoken (%) 

All Languages 
Mandarin 
Chinese Dialects 
English 
Malay 
Tamil 
Others 

Total Persons 
(Number) 

T o  Parents 

15-24 25-34 35 Years 1 Years 1 Y e v s  1 o v e r  

Source: Computed from Khoo, 1981: pp. 31-32, Tables 1-2. 

To  Brothers and Sisters 

5-14 
Years 

100.0 

15-24 
Years 

100.0 

25-34 
Years 

100.0 

35Years  
& Over 

100.0 



TABLE 7 - PERSONS AGED 5 YEARS AND OVER BY PRINCIPAL LANGUAGE SPOKEN T O  
BROTHERS AND SISTERS AND PRINCIPAL LANGUAGE SPOKEN T O  PARENTS 

All Languages 

Mandarin 
Chinese Dialects 

Hokkien 
Teochew 
Cantonese 
Others 

English 
Malay 
Tamil 
Others 

Principal Language 
S p o k e n  to B r o t h e r s  
and Sis ters  (%) 

Total Persons (Number) 1 1 1,073,8271 6 1 , 8 g  

Source: Computed from Khoo, 1981: p. 39, Table 9. 

To ta l  
Mandar in  

Pr incipal  Language S p o k e n  to P a r e n t s  

TABLE 8 - STUDENTS AGED 5 YEARS AND OVER BY PRINCIPAL LANGUAGE SPOKEN T O  
BROTHERS AND SISTERS AND PRINCIPAL LANGUAGE SPOKEN T O  PARENTS 

Chinese  Dialects  

Principal Language 
S p o k e n  to B r o t h e r s  
and S i s t e r s  (%) 

All Languages 

Mandarin 
Chinese Dialects 

Hokkien 
Teochew 
Cantonese 
Others 

English 
Malay 
Tamil 
Others 

Total Persons (Number) 
- - -- . 

English 

100.0 

1.8 
1.9 
0.8 
0.4 
0.6 
0.1 

95.8 
0.3 
0.1 
- 

63,928 

- 

O t h e r s  

100.0 

11.8 
75.3 
2.0 
0.3 
0.6 

72.4 
12.8 

- 

81,079 

T o t a l  H o k k i e n  

Tota l  

100.0 

13.8 
51.2 
26.1 
11.4 
9.3 
4.4 

15.4 
15.6 
2.8 
1.2 

518,525 
--- - 

Malay 

100.0 
- 
- 
- 
- 
- 
- 

3.4 
96.5 
- 
- 

181,867 

1 
Principal Language S p o k e n  t o  P a r e n t s  

Chinese  Dialects  
Mandar in  

T o t a l  H o k k i e n  T e o c h e w  Can tonese  O t h e r s  

100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 

86.5 7.7 7.7 7.7 5.3 12.2 0.1 0.1 0.1 
6.3 83.7 86.0 82.8 82.4 76.4 0.4 
2.9 42.8 85.8 0.3 0.4 1.7 0.1 
1.4 18.7 0.1 82.4 0.1 0.4 
1.3 15.1 0.1 0.1 81.9 0.4 0.7 0.2 
0.7 7.1 - - 73.9 0.2 
7.2 8.6 6.3 9.5 12.4 11.3 94.7 2.9 12.5 22.9 
- - - - 0.3 97.0 0.1 1.2 
- - - - - - 0.2 87.3 - 
- - - - 0.1 75.4 

53,589 57,066 30,017 10,593 8,146 
- - W  - 

T e o c h e w  

100.0 

7.0 
81.5 
0.3 

81.1 
- 
- 
11.5 
- 
- 
- 

165,717 

Tami l  

100.0 
- 
- 
- 
- 
- 
- 

14.8 
0.2 

85.0 
- 

36,206 

Can tonese  

100.0 

4.6 
80.1 
0.5 
0.1 

79.4 
0.1 

15.3 
- 
- 
- 

127,238 

O t h e r s  

100.0 
- 

0.4 
- 

0.1 
0.2 
- 

29.2 
1.5 
- 
68.9 

14,637 



siblings. English is in fact persistently gaining status 
as many who use other languages to their parents 
tend to switch to using English to their siblings. 

The Malay language also shows a strong position 
in language maintenance as over 96.5 per cent of 
those using Malay to parents continue using it to 
their brothers and sisters. Of those using Tamil 
when speaking to their parents, a large proportion 
of 85 per cent maintain the same principal language 
to their siblings, but quite a large number (14.8 per 
cent) have shifted to English. 

The case of Mandarin is intriguing. While most 
(85.6 per cent) of those using Mandarin to their 
parents retain the same language when speaking to 
their siblings, quite a sizable proportion (8.4 per 
cent) switch to English. Yet, it can also be observed 
that a small proportion (7 per cent) of those using 
one of the Chinese dialects to their parents switch 
to Mandarin when they speak to their brothers 
and sisters. A slightly greater percentage (10.5 per 
cent) show a shift to English. The competitive 
relationship between English and Mandarin is 
evident when we look at the columns of Chinese 
dialects. If such statistics are to be accepted as valid 
indicators, it is obvious that English seems to have 
a stronger "pull" than Mandarin in the language 
shift, as reflected in a comparison between lan- 
guages spoken to parents and those to brothers 
and sisters. 

It is also significant to note in Table 7 that the 
larger dialect groups tend to display greater capabili- 
ties in language retention. Thus, 85.5 per cent of 
those using Hokkien to their parents continue to 
use the dialect to their siblings; the corresponding 
percentages are 81.1 per cent in the case of Teochew 
and 79.4 per cent in the case of Cantonese. Other 
smaller dialect groups apparently are weaker in 
language retention over the generations6. 

The switch from dialects to official languages, 
chiefly Mandarin and English, also displays various 
patterns for speakers of various dialects. Those 
who speak to their parents in Cantonese show a 
greater percentage than those using other Chinese 
dialects in switching to English when speaking to 
their siblings. 

Table 8 presents the statistics on the same set of 
variables in Table 7, based on the student sub- 
sample. The findings are consistent with those 
from Table 7, which are based on the non-student 
population. In fact, the trends here appear to be 
even more consistent and clear-cut. With near 
universal bilingual education at the primary and 
secondary levels, and official encouragement in 
the use of school languages, it seems inevitable 

that English and Mandarin will eventually become 
he principal languages for more households when 

the present younger generation form their own. 
Concomitantly, the predominance of Chinese 
dialects among the Chinese will decline, slowly 
but progressively. As has been shown time and 
again, the school language factor, with the trend 
towards greater enrolments in English-medium 
schools, and the dominance of English in bilingual 
education, is becoming clearly the most important 
force in shaping the pattern of language shift and 
language maintenance in Singapore. 

Home Language and Socio-Economic 
Status 

In the earlier analysis, languages spoken in the 
household were found to be associated with socio- 
demographic factors such as ethnicity, age and 
family role. The trend of language shift was also 
analysed by comparing the household language 
pattern amongst persons of different age groups 
and languages spoken to various categories of 
family members. In the following analysis, statis- 
tics will be presented to identify the relationships 
between household languages and certain selected 
socio-economic variables. Three socio-economic 
factors to be analysed are education, income and 
housing type. 

Table 9 shows the relationship between the 
principal language used in the household and the 
highest educational qualification attained by the 
head of the household. The educational attain- 
ment of the head of the household is thus taken to 
be an indicator of the socio-economic status of 
the members of the household. Statistics from 
Table 9 reveal that there is a positive relationship 
between the educational attainment of the house- 
hold head and the use of Mandarin or English as 
the principal language in the household. Signifi- 
cantly, only 2.8 per cent of persons from those 
households having heads with no educational 
qualification have Mandarin as their principal 
household language, compared with 19.5 per cent 
from households having heads with tertiary and 
higher levels of education. The contrast involving 
English as the principal household language is 
associated with the high level of educational attain- 
ment (of the household head); but the association 
is much stronger in the case of English than 
Mandarin. 

&This is consistent with an earlier observation by Kuo (1978) 
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TABLE 9 - PERSONS AGED 5 YEARS AND OVER BY PRINCIPAL HOUSEHOLD LANGUAGE 
AND HIGHEST QUALIFICATION OF HEAD OF HOUSEHOLD 

) Language (%) 
Principal Household 

Total Secondary 1 S e ~ ~ ~ ~ ~ r y  ( Tertiary I 
l 

Highest Qualification o f  Head o f  Household 

NO 

All Languages 
Mandarin 
Chinese Dialects 
English 
Malay 
Tamil 
Others 

1 Total Persons (Number) 2,115,503 I 973,210 1 821,833 1 158,935 

Note: Excludes persons in households whose heads were students. 
Source: Computed from Khoo, 1981: p. 93, Table 63. 

On the other hand, the choice of one of the 
Chinese dialects as the principal household lan- 
guage declines progressively with each higher level 
of educational qualification of the household 
head. The percentages range from 77 per cent of 
those from households with heads who have 
received no educational qualification, to a mere 
16.9 per cent of those from households with heads 
having attained tertiary or higher level of educa- 
tional qualification. The trend identified here is of 
much significance in the sense that, as more and 
more Singaporeans are reaching a higher level of 
education in the future, the shift from Chinese 
dialects (amongst the Chinese) to English or 
Mandarin will also be accelerated. 

The same pattern of inverse relationship is also 
found between the educational qualification and 
the use of Malay or Tamil as the principal house- 
hold language. The contrast between the low and 
high educational levels is more evident in the case 
of the use of Malay as the principal household lan- 
guage. But, since the proportion of the Malays in 
the upper secondary and tertiary levels is relatively 
low, the smaller percentage of persons in the 
tertiary and upper secondary categories who have 
Malay as the principal household language (1.3 
per cent and 6 per cent respectively) is mostly due 
to the small number of Malay household heads in 
these categories, and has little to do with language 
shift among the Malays from the better educated 
families. In the case of Tamil, the percentages and 
percentage differences involved here are rather 

small, making it difficult to identify any associa- 
tion between educational attainment of the house- 
hold head and the principal language at home. 

Information on the combination of household 
languages used among the hou.sehold members in 
relation to the educational level of the household 
head is presented in Table 10. From the table, it 
can be noted that the proportion of "monolingual" 
households is lowest in households in which the 
heads have secondary or upper secondary level of 
educational qualification. Those with the highest 
level of educational attainment (tertiary and above) 
turn out to be more "monolingual" than those 
from households with middle-level educated heads. 
This curvilinear relationship can be understood 
only when we look more closely at the principal 
language identified. Here again, the proportions of 
monolingual Mandarin and monolingual English 
households are higher among household heads with 
higher levels of educational attainment. Thus, 
among persons from the households with highly 
educated (tertiary level) heads, 39.1 per cent use 
only English, and 13.1 per cent use only Mandarin; 
while only 8.8 per cent are monolingual, using one 
of the Chinese dialects as the principal household 
language. As a contrast, as high as 57.4 per cent of 
those from the "no qualification" households are 
monolingual using one of the Chinese dialects, and 
a negligible 0.4 per cent and 0.8 per cent use only 
English and Mandarin respectively. 

Of the persons multilingual in household lan- 
guages, most use a combination of Mandarin and 

3 6 .  SINGAPORE JOURNAL OF EDUCATION 



TABLE 10 - PERSONS AGED 5 YEARS AND OVER BY LANGUAGES SPOKEN IN 
HOUSEHOLD AND HIGHEST QUALIFICATION OF HEAD OF HOUSEHOLD 

Languages Spoken  
in Househo ld  (%) 

All Languages 

Monolingual 
Mandarin 
Chinese Dialects 
English 
Malay 
Tamil 
Others 

Multilingual 
Mandarin & 

Chinese Dialects 
English & 

Chinese Dialects 
Others 

P P 

Highest Qualification o f  Head o f  Household 1 

1 Total Persons (Number) 1 2,115,503 1 973,210 

Source: Computed from Khoo, 1981: p. 100, Table 70. 

TABLE l l - PERSONS AGED 5 YEARS AND OVER BY PRINCIPAL HOUSEHOLD LANGUAGE 
AND HOUSEHOLD INCOME 

Principal Household Total 
Language (%) 

All Languages 

Mandarin 
Chinese Dialects 

Hokkien 
Teochew 
Cantonese 
Others 

English 
Malay 
Tamil 
Others 

Total Persons (Numbr) 

Household Income (S) 

Under 
5 00 

100.0 

7.1 
66.1 
33.4 
13.9 
12.7 
6.1 
3.1 

19.1 
3.7 
0.9 

2,000 
& Over 

Source: Computed from Khoo, 1981: p. 94, Table 64. 

Chinese dialects, or English and Chinese dialects. showing the influence of education on increasing 
The proportion of persons in such multilingual use of English and Mandarin as  part of the family 
categories increases with each higher level of educa- language repertoire. 
tion, from no qualification to upper secondary, Table 11 shows the distribution of persons using 



TABLE 12 - PERSONS AGED 5 YEARS AND OVER BY LANGUAGES SPOKEN IN HOUSEHOLD 
AND HOUSEHOLD INCOME 

Principal Household  
Language (%) 

Total 

All Languages 

Monolingual 
Mandarin 
Chinese Dialects 
English 
Malay 
Tamil 
Others 

Multilingual 
Mandarin & Chinese Dialects 
Mandarin & English 
Chinese Dialects & English 
Others 

Total Persons (Number) 

1 Household  Income (I) 7 
1 Under 

5 0 0  
2 , 0 0 0  

& Over  

Source: Computed from Khoo, 1981: p. 101, Table 71. 

various principal household languages from dif- 
ferent household income categories. The status of 
English is evidently demonstrated. Among those 
from households with income under $500, only 3.1 
per cent use English as the principal household 
language; the proportion becomes progressively 
higher with higher income groups. It is especially 
evident among those with a household income of 
$2,000 and over with 24.1 per cent having English 
as the principal language among the family members. 
This is partly due to the strong economic status of 
English in Singapore and partly due to the fact that 
many of the better paid expatriate workers come 
from English-speaking countries. The finding is con- 
sistent with the earlier conclusion regarding the 
relationship between household language and educa- 
tional qualification. 

As a contrast, the proportion of persons using 
Mandarin as the principal household language does 
not appear to be associated with household income. 
It fluctuates between 6.3 per cent and 9.4 per cent 
across various income groups with no clear-cut 
pattern. Such a lack of distinct association is also 
observed with regard to all Chinese dialects, except 
Hokkien. 

As far as Malay, Tamil and Hokkien are con- 
cerned, the proportion of persons using one of 
these as the principal household language seems to 

decrease progressively among the higher income 
groups. 

The same findings can be found in Table 12 
which reports not the principal household lan- 
guage but the combination of languages used 
among the household members. It can be seen that, 
progressively, higher income households are more 
likely to use more than one language among family 
members. Thus, only 16.3 per cent of those from 
households with less than $500 household income 
are multilingual, in comparison with 39.1 per cent 
of those from households earning $2,000 and over. 
Similarly, it can be observed that those from the 
higher income households are most likely to use 
English as the only household language, and also 
more likely to use English and Chinese dialects, 
or English and Mandarin at home. O n  the other 
hand, the use of Mandarin as the only household 
language does not show any consistent pattern 
with the household income. In fact, judging from 
the statistics in Table 12, Mandarin should perhaps 
be best described as the "middle-class language" 
among the Chinese. The same is observed in the 
cases of those multilingual in Mandarin and Chinese 
dialects. 

As a contrast, the monolingual use of one of the 
Chinese dialects in the household seems to show 
an inverse relationship with household income. 
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I Thus, 55.3 per cent of those from households with 
income of less than $500 are monolingual in that 
only one of the Chinese dialects is used among the 

1 family members, in contrast to only 29 per cent 
I among those with a household income of $2,000 

or higher. The use of Chinese dialects therefore 
can be seen to be associated (more than Mandarin 
or English) with lower household income. 

1 summary 

Based on the statistics available from the 1980 popu- 
lation census, this paper analyses the patterns of 
language use at home in Singapore. The major find- 
ings are summarized as follows: 

Firstly, the statistics confirm again that Singapore 
is a society with a high level of language diversity. 
None of the official languages and major dialects is 
identified by more than 30 per cent of the popula- 
tion as the major household language. Chinese 
dialects still dominate in the family domain. 

Secondly, the complexity of the sociolinguistic 
situation is further reflected in the proportion of 
households using more than one language/dialect as 
the principal home language, hence "multilingual". 
When comparing languages/dialects used among 
family members, a distinct pattern emerges. Con- 
versations with older generations are found to 
involve more use of ethnic languages and dialects, 
while those with younger ones involve more use 
of English (and Mandarin amongst the Chinese). 

Further comparison of the language use pattern 
of family members of different generations and dif- 
ferent age groups reveals that there is a gadual and 
persistent trend of shift towards the use of English 
in the family domain. The trend is more pronounced 
among the Indians than the other ethnic communi- 
ties. For the Chinese, Mandarin, another official 

language supported by formal institutions, seems 
to be in a competitive position. While dialects 
appear to be losing ground over the generations as 
the home language, it is still too early to predict 
whether the shift away from Chinese dialects will 
be total, or if it is, whether it is Mandarin or English 
that is more likely to replace dialects at home. 

Finally, using education, income and housing 
type as indicators of socio-economic status, we 
find that there is an association between home 
language use and socio-economic status. Invariably, 
the use of English is found to be associated with 
higher socio-economic status, while the use of 
Chinese dialects with lower socio-economic status. 
The position of other official languages seems 
ambiguous. Mandarin is found to be more like a 
"middle-class language" among the Chinese, since 
it is most frequently used among Chinese with inter- 
mediate level of education and income. 

To conclude, the present analysis suggests further 
evidence that Singapore is a society of high language 
diversity. The practice of multilingualism has per- 
meated through even the family domain. The trend 
of home language shift is evidently favouring 
English, and to a lesser extent, other official 
languages. This shift may well be indicative of a 
long-term trend, judging from the present sociol- 
inguistic conditions of Singapore. As observed by 
Fishman, 

Ultimately, the language of school and gov- 
ernment replaces the language of home and 
neighborhood, precisely because it comes 
to provide status in the latter domains as 
well as in the former, due to the extensive 
social change to which home and neighbor- 
hood have been exposed. 

(Fishman, 1972:102) 
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Language Motivation, Use and Achievement 

Soh Kay Cheng I 
I 
1 

"How is it that some people can learn a second or The lack of correlation has also been reported by 
foreign language so easily and so well while others, Genesee (1978). 
given what seem to be same opportunities to learn, Lambert's conceptualization of language motiva- 
find it almost impossible?" (Gardner and Lambert, tion seems to have changed somewhat in later 
1972: 131). This seemingly simple question triggered studies, at least in terms of measurement. In the 1 
off a series of studies which has kept researchers initial studies, Orientation Index was obtained by 
rather busy since 1960. asking the subjects to rank the following alterna- 

tive reasons for learning a second or foreign 

Language Motivation 

- 

language: (I) was useful in obtaining a job, (2) was 
helpful in understanding the people of the lan- " 

A A 

Lambert (1967) postulates two types of motivation guage, (3) permitted meeting and conversing with 
for the learning of a second or foreign language. more and varied people, and (4) made one a better 
The learner is said to be instrumentally oriented if educated person. Subjects who ranked reasons (2) 
the purposes of language study reflect the more or (3) as being of high personal relevance were 
utilitarian value of linguistic achievement, and inte- classified as intenratively oriented, those who did 
gratively oriented if ;he student is motivated to 
learn more about the other culture community, as 
if he has decided to become a potential member of 
the group. 

Lambert and his associates (Ainsfield and Lambert, 
1961; Gardner, 1960; Gardner and Lambert, 1959) 
produce evidence supporting the assertion of a posi- 
tive relation between motivation and achievement 
in L2 or FL learning. As evidenced by the twelve- 
year research presented in Gardner and Lambert 
(1972), between Orientation Index for the learning 
of a second or foreign language and measures of 
language achievement, the correlation coefficients 
vary from .05 to .63, but are largely moderate with 
a typical coefficient between .30 and .40, suggesting 
between 10% to 15% common variance. Moreover, 
integrative motivation tends to correlate more 
strongly with oral-aural skills than with achieve- 
ment in vocabulary and grammar. 

Nonetheless, subsequent studies (Gardner and 
Lambert, 1972) yield only partial support for the 
earlier findings as the correlation coefficients vary 
from low negative to low positive. And, as pointed 
out by Oller (1981: 15), "Not infrequently, mysteri- 
ous negative correlations arise between what appear 
to be an integrative motive and achievement." 

not were classified as instrumentally oriented. For 
analysis, integrative orientation was given a high 
score. 

In three subsequent studies (the Connecticut, the 
Maine, and the Philippines Studies), in addition to 
Orientation Index, subjects were also asked to rate 
themselves on integrative orientation and in- 
strumental orientation. And, in one study (the 
Louisiana Study) only a rating on integrative 
orientation was used. A rating on instrumental 
orientation or the original Orientation Index was 
not used. 

This variation in measurement methodology 
affords an opportunity to evaluate the relations be- 
tween different measures of, presumably, the same 
construct, that is, language motivation. Firstly, the 
original method of assigning a higher score to inte- 
grative orientation and conversely a lower score to 
instrumental orientation will by definition bring 
about a negative correlation between the two types 
of motivation. However, the correlations reported 
are . l3 (Connecticut Study), .70 (Maine Study), 

This is an abridged version. The original paper is IE Occasional Paper No. 
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and .38 (Philippines Study). Secondly, by the same 
token, a positive correlation is expected between 
integrative orientation ratings and the orientation 
index, but the correlations found for the three 
studies, in that order, are .28, -.06, and .12. 
Thirdly, a negative correlation is expected between 
instrumental orientation ratings and the orienta- 
tion index, yet correlations of .07, - 21,  and . l7  
have been found. In brief, the two types of lan- 
guage motivation seem to go together rather than 
being antagonistic, and the use of a global orienta- 
tion index (with its inherent bias towards favouring 
integrative orientation and against instrumental 
orientation) may have underestimated the relation- 
ship between language motivation and language 
learning. 

Affect ive  Measures  

The somewhat embarrassing inconsistent out- 
comes when affective and achievement measures 
are correlated have brought about an attempt at a 
new interpretation. Oller (1981: 20-21) is of the 
view that affective measures of second language 
measure language proficiency or  intelligence. In 
support of this interpretation, Oller cites evidence 
showing that first language proficiency and intel- 
ligence are largely indistinguishable (Stump, 1981) 
and that first and second language proficiency are 
substantially correlated (Oller and Perkins, 1978). 
And, in Oller's (1981: 21) own words, "If the 
attitude measures [are] challenging the language 
abilities of respondents unintentionally, the seem- 
ingly strange results of the studies . . . [can] be 
explained." Further on, Oller (1981: 24) asserts that 
"unless and until this option can be ruled out, the 
empirical basis of all proposed models relating 
affect and learning (or behaviour) remains in 
serious question." In short, Oller believes (Oller 
and Perkins, 1978) that the attitude questionnaire 
itself becomes a surreptitious test of proficiency in 
the target language if it is used to ask the questions. 

This obviously is an interesting but bold inter- 
pretation which depends very much on the inter- 
pretation of correlation. However, it also implies 
that if the language of the questionnaire is not chal- 
lenging (i.e., it is at a level which the subject can 
understand), then affective measures will not be 
proxy measures for language proficiency. 

Language  U s e  

The dictum learning by doing has been with us for 
a long time and one of the most valid conclusion 

in the psychology of learning is that children learn 
what they do. Yet, in studies of second or foreign 
language learning, the extent to  which the learner 
uses the language has been conspicuously neglected. 
At the theoretical level, the model proposed by 
Gardner (1975) includes these components: social 
context, attitudes, motivation, and achievement 
(linguistic and non-linguistic). The model of Oller 
and Perkins (1978) relates verbal intelligence, first 
language proficiency, second language proficiency, 
and affective measures. In both cases, language use 
is the missing link. 

Of late, researchers have begun to look into lan- 
guage use as a predictor of language achievement. 
For instance, Jiyono and Johnstone (1983) found 
reading activity accounting for 340h of language 
achievement variance among grades 6-9 pupils. It 
is also noteworthy that reading activity makes the 
largest single contribution in their path model. 

However, questions can be asked with regard to 
the relations between extrinsic (instrumental) and 
intrinsic (integrative) motivation, their relations 
with language use and this with language achieve- 
ment. Questions can also be asked about the rela- 
tive strengths of direct and indirect (via language 
use) contributions of the two types of motivation 
to language achievement. 

M e t h o d  

Criterion The criterion of this study was the mid- 
year Chinese Language examination results obtained 
by the subjects in their respective schools. They 
were taken as an indicator of the subjects' attain- 
ment in the language. Two points of importance 
need be mentioned. First, it should be readily appre- 
ciated that the school language examination was 
largely based on written rather than on oral lan- 
guage. Secondly, since different schools set their 
own examination papers, the marks obtained by 
subjects in different schools are not comparable 
and therefore cannot be legitimately pooled for 
analysis purposes. 

Predictors There were three predictors in this 
study, namely, extrinsic motivation, intrinsic moti- 
vation, and language use. 

Extrillsic motivation was defined b y  motives or 
reasons for learning a language which were extrane- 
ous or  instrumental in nature. With reference to 
language attitude measures of previous researchers 
(e.g., Gardner and Lambert, 1972; Sharp et al., 
1973), the Extrinsic Motivation Scale was con- 
structed. The four items forming this scale simply 
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asked the subjects to indicate the extent to which it 
was true that they learned Chinese for passing 
examination, convenience for working in the future, 
further study, and pleasing parents. 

Intrinsic motivation was defined by motives or 
reasons for learning a language which were more 
directed to the language and its culture for their 
own value, that is, taking language learning more 
as an end than a means. This was measured by the 
Intrinsic Motivation Scale which listed four items 
for the subjects to indicate the extent to which it 
was true that they learned Chinese for appreciation 
of the culture, making friends with Mandarin-speak- 
ing peers, knowing the Chinese Language better, and 
being interested in the Chinese Language. 

For the third predictor, language use, the sub- 
jects were asked to indicate the extent to which they 
had spoken Mandarin, watched TV series in Man- 
darin, read Chinese books (other than textbooks), 
and read Chinese newspapers. 

All questions were asked in Chinese. The lan- 
guage (Chinese) and format of the twelve items 
(four for each predictor measure) were carefully 
kept at a simple level to minimize the probability 
of language proficiency compounding scores for 
the three predictors. 

Split-half reliabilities corrected for test length, 
using the Spearman-Brown formula, were calculated 
for the three predictor measures separately for the 
six groups of subjects (see below). The medians of 
the reliabilities were 0.51 for the Extrinsic Motiva- 
tion Scale, 0.41 for the Intrinsic Motivation Scale, 
and 0.41 for Language Use. Though not high, these 
reliabilities were within the range normally found 
in attitude scales of similar nature, and in view of 
the very short test length of four items each, the 
predictor measures could be considered as having 
acceptable reliability. 

Subjects The sample consisted of 248 Secondary 
1 to  3 pupils from five schools. There was a pre- 
ponderance of girls and the boy-girl ratio was 4:6. 
Chinese dialects were the principal home language 
for 60.1% of the pupils though 24.6% spoke mainly 
Mandarin at home. English was the principal home 
language for only 14.9%. 

Data Analysis Correlations involving the crite- 
rion were calculated for the six groups separately. 
However, as the scales for the three predictors 
were the same for the groups, correlations between 
these measures were first calculated for the groups 
separately and then averaged by Fisher's z-trans- 
formation. 

Results and Discussion 

Correlations between Predictors First of all, it 
will be interesting to find out the extent to which , 
extrinsic motivation, intrinsic motivation and 
language use are related. For the 248 pupils, the 
correlations obtained are: 

Extrinsic and intrinsic 
motivation .05 (not significant) 
Extrinsic motivation 
and language use .21 (p < . O l )  
Intrinsic motivation 
and language use .50 (p < .O1) 

Correlations between Criterion and Predictors 
The main interest of the present study is in the 
extent to which extrinsic motivation, intrinsic 
motivation and language use predict language 

l 
attainment. For the sample as a whole, the medians ' 

of correlations obtained are: 

Extrinsic motivation 
and language attain- 
ment -. 15 (not significant) 
Intrinsic motivation 
and language attain- 
ment .37 (p < .01) 
Language use and lan- 
guage attainment .50 (p < .01) 

Partial Correlations between Intrinsic Motivation, I 

Language Use and Language Attainment Since 1 
both intrinsic motivation and language use have l 
shown sizeable correlations with the criterion, it ~ 
will be informative to ascertain the relationship 1 
between the criterion and one predictor, with the 
other controlled. The medians of partial correla- 
tions are: l 

l 

Intrinsic motivation 
and language attain- 
ment .l8 (not significant) 
Language use and lan- 
guage attainment .39 (p < .01) 

Regression Analysis To what extent does extrin- 
sic motivation, intrinsic motivation and language 
use contribute to the prediction of language attain- 
ment? To answer this question, the three predictors 
were entered into the regression equation in that 
order. Regression analyses were run for the six 
groups separately since, as explained earlier, the 
Chinese Language examination marks used as the 
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criterion were not comparable. For a general indica- 
tion, medians of the per cent variance were calcu- 
lated. The multiple R's corrected for number of 
predictors was .531 and the median of percentages 
of variance predicted 33.6%. In terms of median, 
21.3% of language attainment was predicted by 
language use, 5.9% by intrinsic motivation, and 
3.7% by extrinsic motivation. It was obvious that 
two-thirds of language attainment variance were 
not explained. 

One of the fundamental questions is whether 
extrinsic and intrinsic motivation are independent 
of each other. The results suggest that they are 
quite independent and clearly not mutually antago- 
nistic as implied by Lambert's original conception 
of the Orientation Index which implies a negative 
relationship. It appears that research on language 
motivation will benefit by treating measures of 
extrinsic and intrinsic motivation as two separate 
variables. And not doing so may mean not only 
losing information but, perhaps more seriously, 
creating conceptual artefacts and interpretative 
difficulties as well. 

Another fundamental question is whether affec- 
tive measures are proxy measures of intelligence 
and language proficiency, as suggested by Oller. In 
the present study, the language difficulty level 
of the' instruments was kept at a very low level by 
asking simple questions using simple words. This 
rendered them unlikely as proxy measures. The 
results which show a low negative correlation be- 
tween extrinsic motivation and achievement, and a 
moderate positive correlation between intrinsic 
motivation and achievement indicate that the two 
sets of affective measures have been tapping some- 
thing beyond intelligence and language proficiency; 
otherwise, the two sets of questions will have to 
behave in like manner and return with zero correla- 
tions since the language level has been kept mini- 
mally low. 

As discussed earlier, language use as a variable 
does not seem to have been accorded an important 

place in studies of second or foreign language learn- 
ing. It may have been taken for granted and atten- 
tion has been paid to it only rather recently. The 
results of this study indicate that language use is 
obviously a variable intervening between motiva- 
tion and achievement of no small importance, as it 
accounts for much greater proportion of achieve- 
ment variance than measures of motivation. It is a 
psychological as well as a pedagogical truism that 
pupils learn what they do - they learn the language 
they use. 

The negative relationship between extrinsic moti- 
vation and achievement cannot be explained with 
the data collected here. If one has to hazard a guess, 
it may be a result of the anxiety or mental block 
induced by such an emphasis, as it is a well-known 
fact that anxiety interferes with higher mental 
processes (which language learning definitely calls 
for). This seems to suggest that the relationship 
between language learning and anxiety needs to be 
studied. 

Conclusion 

Notwithstanding its limitations in terms of the 
sample and analysis, the study shows quite clearly 
that (I) intrinsic and extrinsic motivation are not 
mutually antagonistic as earlier construed, (2) intrin- 
sic and extrinsic motivations are unrelated, repre- 
senting two different dimensions of language 
motivation, and (3) language use, much neglected 
by research in the past, is actually an important 
variable intervening between language motivation 
and language proficiency. 

The implication for language teaching seems to 
be that a greater emphasis needs to be placed on 
learning a second language for its inherent, cultural 
value rather than on some utilitarian purposes. 
And, since the use of a second language is impor- 
tantly related to language proficiency, it is neces- 
sary to create situations and opportunities for 
using the language in and out of school. W 
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Attitudes and Motivation of Malav Students in 
d I Secondary Schools in Singapore towards the Learning of 

English and Malay 

Kamsiah Abdtrllah 

Recently there has been an active interest in the 
topic of Malay education or rather the education 
of the Malays in Singapore. It must be remem- 
bered that any plan or programme on the subject 
should be approached with a deep sense of under- 
standing of the nature and complexity of the pro- 
blems; and it is in this area that systematic research 
in the education of the Malays will make a signifi- 
cant contribution towards educational planning 
and progress in the education of Malay pupils. The 
present study which focuses on the affective fac- 
tors which influence language education hopes to 

fulfil some of the needs for systematic research in 
this area. 

Presently, the majority of Malay children in 
schools are educated in the bilingual or the na- 
tional stream where English language is taught as a 
'L first language", the language of instruction, while 
the Malay language which is their mother tongue 
is taught as a second language. Parents and the 
Malay society in general have come to realize the 
necessity of equipping their children with a sound 
knowledge of English in order to  be in line with 
the thrust towards modernization and progress. 
On  the other hand, the learning of Malay is seen 
to be an essential requirement in the preservation 
of their Malay culture, their identity and their as- 
piration. Hence the learning of both Malay and 
English is regarded as equally important in the de- 
velopment of a modern, progressive and cultured 
individual. 

However, variations in the status, functions, 
values and significance of the two languages as per- 
ceived by an individual may have a different effect 
on the resultant attitudes and motivation of the 
pupils in the learning of the languages. 

In a multiracial, multilingual and polyglossic 
society like Singapore, English has emerged as the 
"High Language" of society, its usage covering all 
the important domains such as the government, 

the private sector, the schools and the tertiary insti- 
tutions. It is also the main language used for inter- 
ethnic communication. But important as it may be 
as an instrument of progress and modernization, 
and for the material benefits that can be derived 
from the knowledge of it, some Malays still regard 
English as a heritage from the colonid masters, 
the language of Christianity and the medium 
through which the negative aspects of western cul- 
ture can penetrate. Thus the Malay pupils are 
faced with this dilemma - in one instance they 
long for the advancement, the respect, the material 
benefits that can be derived from the acquisition of 
English; on the other hand they feel their culture, 
their identity, their religious belief threatened by 
this western language - for a knowledge of Eng- 
lish will make it easier for one to be exposed to the 
"evil" effects of western culture. 

A range of sociolinguistic, psychological and per- 
sonality factors may have a profound effect on the 
attitudes and motivation of Malay students to- 
wards the learning of English and Mday. The 
"push" towards the learning of English may create 
a "pull" from the learning of Malay and vice versa. 
It is therefore the main objective of this study to 
determine what the attitudes and motivation of 
Malay pupils are towards the learning of the two 
languages. In addition, the study will also examine 
the effects of various factors like parental support, 
teacher characteristics, students' socio-economic 
status, ethnocentrism, and the language used in the 
homes, on the students' motivation in the learning 
of English and Malay. 

Sampling Procedure 

For the main study a random sample of more than 
three hundred Malay students from five secondary 
schools who studied English as a first language and 
Malay as a second language, was chosen. Of this 

1985 VOL 7 NO 1 . 45 



number only 278 respondents were used in the 
final study. In this final sample 149 of the students 
were boys and 129 girls. 64% of these respondents 
came from the Express stream while the remain- 
ing 36% came from the Normal Stream. The ages 
of the respondents ranged from 14 years to 17 
years, with the majority of them falling in the 
15-15% years age group. 

The majority of the respondents were of low 
socio-economic status (SES) with 33.1% of them 
having fathers whose incomes were less than $500 
a month, 24.5% having fathers whose incomes 
were between $500 and $750 and only 11.5% having 
fathers who earned more than $1000 a month. 
12.2% of the respondents recorded that their fathers 
were unemployed or retired. 

The low SES background of the respondents 
was also reflected in their type of housing. 74.5% 
of them lived in one-, two- or three-room HDB 
flats, only 18.5% of them lived in four- or five- 
room flats. 12.2% of the respondents still lived in 
the kampung and only 5% lived in terraced or de- 
tached houses. 

The educational level of fathers also tallied with 
the children's level of education which could be an 
indicator of their socio-economic background. 
10.1% of the respondents had fathers who had 
never attended school, 56.5% had fathers who had 
only primary education, 27.3% had fathers who 
attended secondary schools, 4.3% had fathers who 
attended pre-university classes, and only 0.7% had 
fathers who graduated from universities. 

Regarding the language of instruction or the lan- 
guage stream of the schools attended by the res- 
pondents' fathers, 54.3% indicated that their 
fathers attended the Malay stream schools, 30.2% 
had fathers who attended the English medium 
schools and 5.8% had fathers who attended the 
Arabic or religious schools. 

Data Collection 

The instruments of this study consisted of question- 
naires divided into eleven components, namely: 

1 Attitude scale measuring attitude towards 
Malay. 

2 Attitude scale measuring attitude towards 
English. 

3 Motivational intensity scale measuring 
motivational intensity towards Malay. 

4 Motivational intensity scale measuring 
motivational intensity towards English. 

5 Orientation towards the learning of English. 

6 Parental support towards the learning of 
English. 

7 Parental support towards the learning of 
Malay. 

8 Mday teachers' characteristics. 
9 English teachers' characteristics. 

1 0  Ethnocentrism scale. 
11 Biodata. 

Attitude Scale 1 
The attitude scale measuring attitudes towards 
Malay and English consisted of 10 questions for 
each language. It tried to elicit students' attitude 
towards various aspects of the language, such as 
the importance of the language in the economic 
field like commerce and industry, the importance 
of the language in inter-ethnic communication, 
the importance of the language within the family 
circle, the difficulty in learning the language, the 
ability to gain technological and scientific know- 
ledge through knowledge of the language, the 
ability to seek gainful employment through know- 
ledge of the language, the ability to succeed in 
pursuing higher education with the knowledge of 
the language, the appropriateness of the language 
as a medium of instruction and the appropriate- 
ness of the language as an instrument to express 
one's feelings and emotions. 

The attitude scale was obtained by computing all 
the scores of the ten items using the Likert Scale. 

Motivational Intensity Scale 

The motivational intensity scale measuring motiva- 
tional intensity towards the learning of Malay and 
English was developed along the lines of Gardner 
and Lambert (1972) and Pascasio (1980). It con- 
sisted of seven items for each language, namely: 

1 the degree of interest toward the learning 
of the language, 

2 the diligence or effort put into the learn- 
ing of the language, 

3 the importance attached to any home- 
work given by the teacher on the language, 

4 the importance of scoring high marks in 
the language, 

5 the time used in the learning of the language, 
6 the degree of liking for books published in 

the language, and 
7 the attention given to the study of the 

language. 
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The motivational intensity scale was obtained by 
computing total responses based on a four-point 
scale. 

Orientation Towards the Learning of 
English 

Respondents were asked to indicate their main 
reason or purpose for studying English. Th' IS was 
to ascertain whether the main motivational orien- 
tation was instrumental or integrative. 

Ethnocentrism Scale 

For this study "ethnocentrism" is defined as the 
feelings of love for one's race, language and cul- 
ture, the desire to retain one's ethnic identity and 
the rejection of western culture as symbolized by 
the English language. 

The ethnocentrism scale consisted of seven 
questions. It was obtained by computing the total 
responses based on a five-point scale. 

Teacher Factor 

The Malay and English teachers' characteristics as 
perceived by the students were elicited through a 
questionnaire consisting of eight concurrent ques- 
tions each for the Malay and English teachers. 
The eight aspects studied were: 

1 the effectiveness of the teacher's teaching 
2 whether the lessons were interesting 
3 whether the teacher was knowledgeable 
4 whether the teacher valued the good work 

done by pupils 
5 the teacher's fluency in the language 
6 whether the teacher encouraged the pupils 

to study 
7 whether the teacher was willing to help pu- 

pils whenever they encountered any problems 
8 whether there was good rapport between 

students and teachers 

Summary of Findings 

Attitudes towards Malay and English 

Table Ia shows the frequency distribution of the 
students' responses to the 10 items on the attitude 
towards Malay (ATM) scale. 

From the frequency distribution of the Atti- 
tude towards Malay Scale (ATM) it can be said that 
the respondents have a negative attitude towards 
Malay in such areas as the social and economic 
field - in trade and commerce, in securing a gain- 
ful employment and in interaction with other races. 

The positive aspect of the language as per- 
ceived by the respondents is its simplicity; it is 
thought to be easy to learn and understand. Most 
probably this is due to Malay being their mother 
tongue. The use of Malay in the home is also 
thought to be important, especially in promoting 
closer relationship within the family circle. 

Respondents seem unsure as to whether the 
knowledge of Malay can enable them to pursue 
their education to a higher level. They are also 
unsure of whether they can gain scientific and 
technological know-how with a knowledge of 
Malay. This is consistent with their attitude of un- 
certainty towards Malay being an effective language 
of instruction in schools. 

Table Ib  shows the frequency distribution of 
the respondentsy attitude towards English (ATE). 

From the pattern of responses one can infer 
that the respondents have a positive attitude to- 
wards English because of its importance in ter- 
tiary education, in employment and in trade and 
commerce. These are matters which are relevant 
to their future roles in society. One of the nega- 
tive aspects of the language as perceived by the 
respondents is the difficulty in learning and under- 
standing it. This is well related to the lack of con- 
fidence the respondents feel with regard to their 
ability to convey their feelings effectively in that 
language. 

Comparison of Attitudes towards Malay and 
English 

A t-test was used to compare the responses of the 
seven parallel statements for Malay and English. 
The results are shown in Table 1c. 

From the table it can be inferred that the atti- 
tude towards English is more positive in five areas, 
namely in inter-ethnic communication, employ- 
ment, business, tertiary education and in obtaining 
the technological know-how. These differences are 
significant at the 0.001 level. The positive aspen of 
the Malay language, discerned from the attitudes 
of respondents, is the simplicity of the language as 
compared to English, the difference being signifi- 
cant at 0.001 level. 
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TABLE l b - FREQUENCY DISTRIBUTION OF ATTITUDES TOWARDS ENGLISH I 
l 

TABLE l a  - FREQUENCY DISTRIBUTION OF ATTITUDES TOWARDS MALAY 

1 The knowledge of English is necessary in 
order to get a good job. 

2 The knowledge of English is important in 
order to  gain a high status in society. 

3 The knowledge of English is necessary in 
order to  get scientific and technological 
know-how. 

4 The knowledge of English is necessary in 
order to succeed in a university. 

5 English is easy to learn and to understand. 

1 The knowledge of Malay will not 
guarantee one a highly paid job. 

2 Those who speak Malay only will not be 
respected by society. 

3 Through the Malay language we can gain 
technological and scientific knowledge. 

4 If one's command of Malay is good one 
can go for further studies. 

5 Malay is easier to  learn than English. 

6 The knowledge of Malay alone will not be 
adequate for one to be successful in trade 
and commerce. 

7 One can have friends from other races if 
one uses Malay. 

8 Malay is not suitable as the medium of 
instruction in schools. 

9 Malay should be used to  promote rapport 
and close relationship between members 
of the family. 

10 Malay is a more suitable language to express 
one's feelings and emotions than for 

6 The knowledge of English is useful in 
order to be successful in business. 

7 The knowledge of English is useful for 
one to  communicate with other races. 

8 I learn English because it is compulsory 
for me to  do so. 

9 It is through English that we have access 
to  the unique western culture. 

10 I am confident that I can convey my 
feelings effectively in English. 

academic discussions. 

Not  Sure 

(36) 
12.9 

(32) 
11.5 

(105) 
37.8 

(112) 
40.3 

(10) 
3.6 

(41) 
17.6 

(36) 
12.9 

(86) 
30.9 

(49) 
17.6 

(77) 
27.7 

Strongly 
Agree 

l 

(82) 
29.5 

(11) 
4.0 

(15) 
5.4 

(8) 
2.9 

(102) 
36.7 

(75) 
5.0 

(7) 
2.5 

(14) 
5.0 

(57) 
20.5 

(32) 

Strongly 
Disagree 

1.8 

Disagree 

(27) 
9.7 

(93) 
33.5 

(48) 
17.3 

(62) 
22.3 

(16) 
5.8 

(86) 
14.4 

(105) 
37.8 

(62) 
22.3 

(40) 
14.4 

(50) 
18.0 

Agree 

(124) 
44.6 

(26) 
9.4 

(85) 
30.6 

(81) 
29.1 

(148) 
53.2 

(117) 
14.7 

(25) 
9.0 

(41) 
14.7 

(117) 
42.1 

(114) 

Strongly 
Agree 

(107) 
38.5 

(53) 
19.1 

(116) 
41.7 
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Strongly 
Disagree 

(9) 
3.2 

(116) 
41.7 

(25) 
9.0 

(15) 
5.4 

(2) 
0.7 

(75) 
5.4 

(105) 
37.8 

(75) 
27.0 

(15) 
5.4 

(8) 
2.9 

Agree  

(139) 
50.0 

(135) 
48.2 

(129) 
46.4 

Not Sure 

(19) 
6.8 

(43) 
15.5 

(24) 
8.6 

Disagree 

(11) 
4.0 

(43) 
15.5 

(9) 
3.2 



TABLE l c  - COMPARISON OF ATTITUDES TOWARDS MALAY AND ENGLISH 

Attitude Statement l Mean S D  I ~ e a n  S D  
t-value 

1 Importance in securing 
gainful employment. 

2 Importance in acquiring 
scientific and 
technological knowledge. 

3 Importance of the language 
in obtaining tertiary 
education. 

4 The simplicity in the 
learning of the language. 

5 Importance of the language 
for success in business. 

6 Importance of the language 
for communication with 
other races. 

7 Social status accorded 
to  those who speak the 
language. 

" Significant at 0.001 

TABLE I d  - THE ATTITUDE SCALE TOWARDS ENGLISH AND MALAY 

TABLE l e  - T-TEST ON ATTITUDE TOWARDS ENGLISH AND 
MALAY 

S c o r e  

20 and below 
21-30 
31-35 
36 and above 

* Significant at 0.001 

Attitude Scale Towards  
English 

Frequency Percentage  

0 0 
143 51.4 
111 39.9 
24 8.6 

278 100.0 

Scale  

Attitude towards 
English 

Attitude towards 
Malay 

An interesting finding is that in spite of the more those who speak Malay is deemed higher than 
positive attitude towards English than towards those who speak English. 
Malay, the perceived social status accorded to The attitude scale towards English and Malay 

Attitude Scale Towards  
Malay 

Frequency Percentage 

1 0.4 
21 7.6 

119 42.8 
137 49.3 

278 100.0 

N Min S D  t-value 

278 30.84 3.84 14.18" 

278 35.63 4.33 



(Table Id) is obtained by computing the total res- 
ponses of every attitude statement. A score of 20 is 
regarded as very negative, 21-30 negative, 31-35 
average and a score higher than 36 as positive. The 
maximum score is 50. 

Table le shows the result of the t-test on both 
the attitude scales. 

A comparison of both the attitude scales confirms 
that the majority of respondents have a negative 
attitude towards Malay with 51.4% of them get- 
ting a score of 30 and below. The mean score 
obtained for this scale is 30.84. 

O n  the other hand, the respondents' attitude 
towards English is very positive with only 9% of 
them getting a score of 30 and below. The mean 
score for this scale is higher, at 35.63. The differ- 
ences in the two scales are significant at 0.001 level 
with a t-value of 14.18. 

This negative attitude towards Malay can be 
attributed to an awareness among the respondents 
of the lower status accorded to it in relation to 
English. After two decades of being the national 
language it is still not accepted by the majority of 
the population and this study reveals the acceptance 
of this fact by the respondents. 

Rut even though the functional use of Malay has 
become narrower, its usage in the family domain is 
still very stable. This is the language most often 
used by the members of the family in their daily 
interaction in order to forge closer relationship 

and to express their feelings and emotions. How- 
ever, some changes in this pattern of usage can be 
expected in the future as 5.7% of the respondents 
in this study claim to use only English and 10.8% 
of them use more English than Malay at home. 

Motivation towards the Learning of Malay 
and English 

The results from Tables 2a and 2b indicate that 
motivation towards the learning of Malay, as 
shown by the seven indicators, is generally high, 
with a higher frequency obtained for the peri- 
pheral aspects of motivation rather than the core 
aspects, such as the time spent in learning, pri- 
ority in doing homework and the effort put into 
the learning of the language. The desire to attain 
something can be differentiated from really put- 
ting in effort to reach the desired goal. Indirectly 
this phenomenon indicates the presence of the 
"avoidance syndrome", i.e. avoiding getting into 
the thick of action, among the respondents. It is 
possible that these respondents can be categorized 
as those whose "need achievement" factor is lower 
in comparison with the "avoidance of failure" 
factor. 

From Tables 2c and 2d it can be seen that the 
respondents' motivation towards the learning 
of English, as indicated by the seven items is 
very high. But from the pattern of response it can 

TABLE 2a - MOTIVATION TOWARDS THE LEARNING OF MALAY 

Motivational Intensity Scale 

Statement 2 3 4 

1 Interest in learning Malay. 

2 Liking/fondness for reading 
books in Malay. 

3 Attention given to  the 
learning of Malay. 

4 Effort put in to  the 
learning of Malay. 

5 Priority in doing homework 
for Malay. 

6 Importance of securing high 
marks in Malay than in other 
subjects. 1 

Note: Numbers in brackets show the frequency distribution. 
Numbers without brackets show the percentages. 



TABLE 2 b - TIME SPENT IN THE LEARNING OF MALAY 
PER WEEK 

D o  not study at all 
1-2 hours 
3-4 hours 
5-6 hours 
7-8 hours 
9-10 hours 
11-12 hours 
13 hours and above 

l 1 Frequency Percentage 1 

TABLE 2c - MOTIVATION TOWARDS THE LEARNING OF ENGLISH 

Statement 

Motivational Intensity Scale 
1 2 3 4 

1 Interest in learning 
English. 

2 Liking/fondness for 
books in English. 

3 Attention given to  the 
learning of English. 

4 Effort put in the learning 
of English. 

5 Priority in doing homework 
for English. 

6 Importance of securing high 
marks in English than in 
other subjects. 

Note: Numbers in brackets show the frequency distribution. 
Numbers without brackets show the percentages. 

TABLE 2d - TIME SPENT IN THE LEARNING OF 
ENGLISH PER WEEK 

1 1 Frequency Percentage 

D o  not study at all 
1-2 hours 
3-4 hours 
5-6 hours 
7-8 hours 
9-10 hours 
11-12 hours 
13 hours and above 



be deduced that this high motivation is due to the The results of the t-test on both scales are pro- 
higher scores obtained in the peripheral aspects of duced in Table 3c. 
motivation, such as the importance attached to get- 
ting high marks for English language, interest in The following summary is derived from Tables 

the learning of English language and the attention 3b and 3c. 
- - - - 

given to the subject. Lower response is obtained 
1 The respondents' motivation toward the for the more serious aspects, such as time spent in 

learning the language, the effort put in to its study learning of Malay ranges from low to average. 

and so on. 2 The respondent's motivation toward the 
learning of English ranges from average to 

A Comparison between the Motivation towards 
English and Malay 

The result of the t-tests for all the motivational 
items shows that there is a significant difference 
between the motivation towards English and that 
of Malay on five of the items, with the mean 
response for English being higher than the mean 
response for Malay. The most significant difference 
is in the amount of time spent by respondents in 
learning English compared to Malay. There is a 
significant difference in the interest of respondents 
towards the two languages. This is also true for the 
enjoyment derived from reading books in Mday 
and books in English. 

A comparison of the motivational intensity scale 
towards English and Malay is given in Table 3b. A 
score of 0-10 on the scale is regarded as very low, a 
score of 11-18 as low, 19-23 as medium and a score 
of more than 24 as very high. The maximum score 
is 32. 

- 

high. 
3 The motivational intensity scale towards the 

learning of English is significantly higher than 
the motivational intensity scale towards 
Malay (a = 0.0001). 

Motivational Orientation towards the Learning 
of English 

Table 3d shows an overwhelming response for 
item 2 which is related to inter-ethnic communica- 
tion. This result indicates that the respondents' 
motivational orientation in the study of English is 
mainly integrative, with a small minority having 
an instrumental orientation towards the learning of 
English. ~ h i s ' f i n d i n ~  is not consistent with the find- 
ings of Pascasio (1980) on Filipino students and 
Rajgopal (1976) on Malaysian children; both studies 
find that the subjects of their study have an instru- 
mental orientation towards English. 

TABLE 3a T-TESTS ON MOTIVATION TOWARDS ENGLISH LANGUAGE 
AND MALAY LANGUAGE I 

Motivational Indicators 

1 Interest in the learning of English/Malay. 
2 Liking/fondness for books in Malay and 

books in English. 
3 Attention given to the learning of English/ 

Malay. 
4 Effort put in the study of English/Malay. 
5 Priority in doing homework for English/ 

Malay. 
6 Importance of getting high marks for English/ 

Malay. 
7 Time spent in learning English/Malay 

per week. 

t-value 

'"ignificant at 0.01 
** Significant at 0.001 
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TABLE 3b - MOTIVATIONAL 'INTENSITY SCALE TOWARDS THE 
LEARNING OF ENGLISH AND MALAY 

TABLE 3c - T-TEST ON MOTIVATIONAL INTENSITY SCALE 
TOWARDS ENGLISH AND MALAY 

Scale 
Motivation Towards 

Malay 

Frequency Percentage 

Scale 

- 

'' Significant at 0.001 level. 

Motivation Towards 
English 

Frequency Percentage 

0-10 
11-18 
19-23 
24 and above 

N Min SD t-value 

Motivation towards 1 

TABLE 3d - PERCENTAGE DISTRIBUTION OF ORIENTATION 
TOWARD THE LEARNING OF ENGLISH 

1 

English 
Motivation towards 

Malay 

Statement 

0 0 
68 24.5 

167 60.1 

43 15.5 

278 22.34 3.57 8.42" 

278 20.44 3.16 

1 It will enable me to get 
a well-paid job. 

2 It will enable me to mix 
with other races. 

3 I will be more respected if I am 
able to use two languages. 

4 Other reasons. 

0 0 
36 12.9 

141 50.7 
101 36.3 

This inconsistency can be explained by the dif- 
ferent status English has in the three countries. In 
Malaysia, English is only a second language; Malay 
(Bahasa Malaysia) is the national language and 
the language promoted by the government. The 
came is true for the Philippines where Tagalog is 
upgraded as the national language, but English re- 
mains the language used by the elite and the lan- 
guage of instruction in most urban schools. In 
Singapore, English has emerged as the most impor- 
tant working language, greatly promoted by the 
government and compulsory for every school 

Frequency l Percentage l;ii 
child to learn. More important than this, I think, is 
the fact that the subjects of the studies of Malaysia 
and the Philippines belong to the major ethnic 
groups while the subjects of this present study be- 
long to a minority group within the nation's popu- 
lation. Thus the motivational orientation in the 
learning of English is spurred more towards assimi- 
lation and integration with the major ethnic group 
rather than the practical consideration. This orien- 
tation towards the learning of English may have a 
different bearing if the subjects of the study come 
from the major ethnic group. 



l 

The Relationship between the Attitudes and Moti- wards it. This means that students who have a low 
vation towards the learning of English and Malay motivation towards the learning of Malay do not 

A correlational analysis (the chi-square test) has necessarily have a negative attitude towards the 

been used to determine the relationship between language and in the same way, students who are 

the attitudes and motivation of the respondents to- motivated towards Malay do not necessarily have a 

wards the learning of English and Malay. This is more positive attitude towards the language. 

prompted by the desire to get answers to the fol- 
lowing questions: 2 But there is a significant relationship be- 

tween the attitudes towards English and the moti- 
1 Will the students who have a positive atti- vation towards learning the language. It is very 
tude towards English also have a positive attitude probable that those with a high motivation to- 
toward Malay and vice versa? wards English also have a positive attitude towards 

2 Will students who have a high motivation it and, likewise, those with low motivation towards 
toward the learning of English also have a high English, have a negative attitude towards it. 
motivation towards the learning of Malay? 
3 Will students who have positive attitudes 3 There is a significant relationship between 
towards Malay be motivated towards its motivation towards the learning of Malay and 
learning? English. It is highly probable that those students 

those respondents who have a high who are highly motivated are motivated to learn 
motivation towards English also have a positive both the languages, and those whose motivation 
attitude toward English? are low are also likely to have lower motivation 

to learn both languages. 
The following four correlational tables show " 

the relationship between attitudes toward Malay 
and motivation towards it (Table 4a), attitudes to- 4 There is a significant relationship (o: =0.05) 

ward English and motivation towards it (Table 4b), between the attitudes towards English and Malay. 

attitudes towards Malay and attitudes towards Those respondents who have a positive attitude 

English (Table 4c), and motivation towards English t~wards English probably also have a ~ositive atti- , 
tude towards Malay and vice versa? i 

and motivation towards Malay (Table 4d) 
These findings confirm the close relationship 

between attitudes and motivation. The positive atti- 
tudes towards English are linked to the high motiva- 

From the four correlational tables we can sum- tion towards the learning of English in schools and, 
marize the following conclusions: likewise, it has been found that the negative attitude - 

towards Malay in relation to English has resulted in - 
1 There is no significant relationship between a low motivation towards the learning of Malay 
the attitude towards Malay and the motivation to- among Malay students. l 

l 

TABLE 4 a  - CORRELATION BETWEEN ATTITUDES TOWARDS MALAY 
AND MOTIVATION TOWARDS THE LEARNING OF MALAY 

Low 

Medium 

High 

Total 

Motivation Towards 
Malay 
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Attitudes Towards Malay 

Negative Neutral Positive 
Total 



TABLE 4 b  - CORRELATION BETWEEN ATTITUDES TOWARDS ENGLISH 
AND MOTIVATION TOWARDS THE LEARNING O F  ENGLISH 

Low 

Medium 

High 

Mot iva t ion  T o w a r d s  
Engl ish  

TABLE 4c - CORRELATION BETWEEN ATTITUDES TOWARDS ENGLISH 
AND ATTITUDES TOWARDS MALAY 

Att i tudes  T o w a r d s  Engl ish  

Negat ive  Neu t ra l  Positive 

Total 

T o t a l  ~ 

(22) (119) (137) 

Negative 

Medium 

High 

Total 

A t t i t udes  T o w a r d s  
Engl ish  

TABLE 4d - CORRELATION BETWEEN MOTIVATION TOWARDS THE 
LEARNING O F  ENGLISH AND MALAY 

Mot iva t ion  T o w a r d s  
Engl ish  

Negative 

At t i tudes  T o w a r d s  Malay  

Negat ive  Neu t ra l  Pos i t ive  

Medium 

T o t a l  

High 

1 Total 1 

Mot iva t ion  T o w a r d s  Malay 

Negat ive  

22.1 

(15) 
10.2 

(17) 
9.3 

(4) 
(36) 

Neu t ra l  

55.9 

(38) 
56.3 

(94) 
20.9 

(9) 
(141) 

Positive 

22.1 

(15) 
33.5 

(56) 
69.8 

(30) 
(101) 

To ta l  



Organizational Features of Argumentative Composition: 

R V Skuja 

Abstract 

This study analyses a corpus of argumentative 
compositions in order to isolate the features of 
organization pertinent to this genre of writing. A 
further aim is to compare compositions written by 
"A" level students and English teachers in order to 
highlight specific shortcomings of the former. 

Despite using more cohesive devices and an over- 
abundance of lexical repetition, student writing is 
less coherent. This is largely because of a lack of 
global links (between paragraphs), and an inability 
to properly utilize given information in structuring 
non-narrative writing. Finally, student writing 
suffers from presentation of content at the expense 
of discussion of issue and weighing of views. 

Introduction 

The purpose of this study was to analyse a group 
of argumentative compositions written by Singa- 
pore students with a view to identifying and quanti- 
fying the organizational features of these essays. 
This analysis was undertaken with the expectation 
that isolation of such features might lead to a better 
understanding of the inadequacies in student writing 
which might lead to improvements in the current 
methodology. 

Argumentative compositions have been chosen 
because they are extremely demanding on students. 
For the first time, pupils are called upon to struc- 
ture abstract ideas in their compositions instead of 
tangible facts or events - a challenge which they 
have not encountered previously with narrative 
and descriptive writing. They are now required to 
examine, to evaluate and to form opinions. They 
have to assign some degree of weight to these 
opinions, and they then have to organize them 
into a coherent discourse which maintains a line of 
continuity throughout. 

Yet, the argumentative type of writing assign- 
ment is one of the most commonly set for the 
General Paper. To further compound the serious- 
ness of failing in this task, writing at this level super- 
sedes all other language skill areas, even reading, as 
the gauge of student success or failure in examina- 
tions. A combination of all these factors has, there- 
fore, led to the choice of argumentative essays as 
the focus for this study. 

Approach Used 

Text organization features were examined to see 
how the students and teachers were handling two 
aspects of writing: text coherence and the genre 
conventions of argumentative writing. In order to 
do this the following features were analysed: 

1 Explicit signals of sentence relationships, 
i.e., gammatical and lexical cohesion. 

2 Global links, i.e., between paragraphs. 
3 Use of given/new information in dis- 

course thread maintenance. 
4 Implicit relationships, i.e., logical sen- 

tence links. 
5 Awareness of argumentative writing 

conventions. 

Background to Analysis Approach 

At the moment there is no discourse model that 
specifically describes the argumentative genre of 
school writing, so an analytical framework has to 
be built up from studies related to the features of 
the written product. Present studies in discourse 
analysis are attempting to look beyond the bound- 
aries of the sentence, at the way semantic and 
grammatical relationships create cohesion and 
coherence in a text. Another influence on research 
is the awareness of the interactive nature of texts, 
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i.e., how audience and purpose affect decisions 
regarding information organization and language 
choice. 

Dressler and de Beaugrande (1981) in their over- 
view of the field of discourse analysis define text 
features as those of surface cohesion, the under- 
lying coherence of ideas, the appropriate choice of 
information for the intended purpose, audience 
and writing context, the judicious use of given/ 
new information, and the incorporation of con- 
ventions associated with particular text types. 

A great deal of research has been done with 
regard to explicit or surface signals of discourse 
relationships, the major one being Halliday and 
Hasan's (1976) categorization of grammatical and 
lexical cohesion of texts.' Their study provides 
the basis for analysing cohesive devices in the 
present data. 

However it has been generally agreed (Winter 
1977, Brostoff 1981, Carrell 1982, Goodwin and 
Perkins 1982) that surface signals of text relations, 
i.e., cohesive devices do not necessarily establish 
coherence. The underlying organization of infor- 
mation and ideas, as well as the maintenance of 
the continuity of the "discourse thread" (Grimes 
1975) are what facilitate the decoding of a text. 
Such underlying connections are established by 
clausal relations (Winter 1977, Hoey 1983). These 
can be explicitly or implicitly signalled (Hoey 1979). 
The latter relationships can be clarified by para- 
phrasing the logical connections between clauses/ 
sentences or, by reconstructing the question being 
answered by the subsequent clause/sentence. The 
degree to  which the writer is able to anticipate the 
reader's expectations during the text decoding 
process (i.e. "audience awareness") contributes 
substantially to the manner in which he structures 
h' is text. 

Given/new information also has an important 
function in maintaining the continuity of the dis- 
course thread, especially in expository prose 
(Vande Kopple 1982, Kress 1982). Without its use 
semantic/logical gaps occur in the sentence sequen- 
cing and these interfere with the establishment of a 
theme focus. To maximize the readability of texts, 
the given information, i.e., that already mentioned 
earlier in the text, should precede new information 
in a sentence (Vande Kopple 1982). 

Writers must combine these local relationships 
in a complex, yet consistent, overall pattern, based 
on a well organized sequence or hierarchy of 
connections. Such patterning is considered to be 
central to  coherence (Hoey 1983). These patterns 
are universally present in human cognitive process- 

ing of information and yet, despite an infinite 
number of discourse pattern possibilities, certain 
ones predominate. One such example is the Situa- 
tion - Problem - Solution - Evaluation pattern 
(Hoey 1983). Patterns, i.e. conventions, are also 
associated with different types of genre, the most 
formalized and complex of these being those of 
expository and argumentative writing. 

Ongoing research into the writing process is 
attempting to isolate and quantify the psycholog- 
ical and cognitive factors that bear on the quality 
of the written product. Insights can be gained from 
considering the way the levels of difficulty in the 
demands of genre conventions (Kress 1982) are 
reflected both in the handling of the process and 
the quality of the product. Flower and Hayes 
(1981) have conceptualized a model for the writing 
process which goes far beyond the usual categories 
of the pre-~riting/writin~/~ost-writing stages. 
They divide the act of writing into three major 
aspects of problem-solving governed, firstly, by the 
nature of the writing task, secondly by the writer's 
background experience and knowledge, and thirdly 
by the act of composing or expressing the informa- 
tion into words. Inadequacies in any of these areas 
will be reflected in the final product. 

Data for Analysis 

Twenty General Paper compositions on the topic, 
"Love is All You Need: Is That Right?" were used 
as the corpus for this analysis. These were written 
by a class of "A" level students in a Singapore 
Junior College. Fifteen teachers from England and 
New Zealand with university qualifications in 
English also wrote on the same topic. 

Since it was not intended to quantify how much 
"better" the teacher compositions were, it was not 
deemed necessary to ensure identical writing condi- 
tions for both groups. Rather, it was envisaged that 
the teachers' compositions would serve as a 

'Cohesive devices are classified according to  the function of the "rie" in 
the text. They describe these "ties" as both grammatical and lexical, and 
group them into the following five categories: 

I Reference - e.g. pronominals, demonstratives, definite articles. 

2 Substitution - e.g. by "one". This occurs most frequently in conversa- 
tion. 

3 Ellipsis - or  substitution by zero. This occurs most frequently in conver- 
sation. 

4 Conjunctions - i.e. additive, adversative, causal, temporal 

5 Lexical Cohesion - e.g. synonyms, general nouns, superordinate nouns, 
repetition, collocation. 
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comparison or check on the features mishandled or 
missing from the student writing. 

Findings 

l Explicit Signals of Sentence Relations 

Using the Halliday and Hasan classification, con- 
nectors, pronominals, determiners and lexical repeti- 
tion occurrences were located and counted. Teacher 
data was adjusted by a factor of 10,771/6,756 to 
make it consistent with the pupil data, i.e. to  reflect 
the proportion of occurrences relative to the total 
words used by each group in their essays. 

Causal 
Additive 
Adversative 

Pupils Teachers 

Pronominalization 1 97 1 
l Determiners 

This 
That 

" 
1 

The students' essays, despite the obviously lower 
level of readability, used more grammatical cohe- 
sive devices than the teachers. It was apparent that 
one had to look elsewhere for the reasons for the 
difference in writing quality. 

Points of conjecture as to why the pupils used 
more cohesive devices were as follows: 

The fact that pupils wrote more short sentences 
than teachers implied the need for more connec- 
tives. 

For non-narrative writing, there appeared to be 
an over-reliance on pronominalization to establish 
sentence relationships. This was partly because the 
students incorporated more anecdotal/narrative 
type illustrations in their essays and partly because 
it reflected a coping strategy in a transition from 
narrative to expository writing. 
*Pupils' use of "this" differed from that of teachers 
who used it generally to refer to a foregoing chunk 
of text, e.g., "But can love alone manage all this?" 
Pupils tended to refer only to the foregoing sen- 
tence, characteristically when they were making a 
comment about it, e.g., "A patriot will serve his 
nation whenever necessary. This is especially appa- 
rent in times of war." This practice appeared to 
reflect a general reluctance to use subordination 
to construct longer sentences. 

Lexical Repetition 

I Occurences per Essay (Average) 

It was apparent that students used twice as much 
repetition as the teachers and they used it in ways 
that led to inept text structuring. 

Teachers generally employed repetition in a 
deliberate manner for establishing local and global 
text relations, as well as for emphasis and disambig 
uation, i.e., repeating a word in order to avoid any 
misunderstanding as to the antecedent reference. 
In most cases repetition was an indicator of given 
information. Inevitably, a certain amount of uncon- 
scious repetition crept into their writing, but this 
was minimal. 

Pupils, on the other hand, exhibited a noticeable 
tendency to maintain a topic based on repetition of 
one or more key words over a space of a few senten- 
ces. Thereafter, through word association they 
appeared to drift from one topic cluster to another 
until the associations were exhausted, whereupon 
they would typically return to the list of types of 
love from paragraph "A" and start again. This 
coping strategy resulted in overlong or overshort 
paragraphs, depending on how well the associa- 
tions were flowing. 

It seems that the linear influence of the imme- , 
diate context and the semantic search for tangible 1 

l 

Words from Title 
Other Words 

Total 

- 

equivalences for complex abstract ideas lead to a 
dependence on lexical repetition for text cohesion. 
One common example of this was "chaining", in 
which the last word of a sentence would become 
the subject of the next sentence: 

I 

I2 Love produces the family unit. 

I3 Within thefamily, love is again evident in the 
parental and sibling relationships. I 

I4 The parents have made willing self-sacrifices in ' 

order to bring up their children and many have 
succeeded. 

I5 The children in turn . . . 

Pupils 

24 

18 

42 

Word associations as a basis for discourse organi- 
zation also meant that often there was minimal 
addition of new information. This does not mean 
that there was a lack of factual material, but that 

Teachers 

13 

7 
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there was a lack of evaluative information, i.e., 
discussion of implications rather than a recording 
of content. Where a writer is uncertain about what 
to say or indeed did not have much to say, or does 
not possess a mental image of the target text conven- 
tions, he then keeps grasping the most readily 
available comments/words and uses these as 
building blocks for another sentence. 

1 2 Global Links 
l 

There was oniy rudimentary and sporadic inter- 
paragraph linking in pupil writing. The global 

i links established were by repetition of single 
lexical items, listed usually in the initial paragraph 
of the essay. However, this related to content 
rather than to issue presentation. 

The lack of systematic structuring of a text 
pattern was one of the most serious problems of 
student writing. This meant that the reader was 
left with an impression of a random stringing 
together of discrete paragraphs associated with 
the various forms of love, a defination of which 
usually appeared in an initial paragraph. Such an 
approach did not come to grips with the issue of 

I "Is love all we need?" Student writing reflected a 
I non-awareness of connecting sentence-level infor- 

mation with the text structuring goals. In contrast, 
teacher compositions -signalled global patterns by 
the use of given information, especially restate- 
ment and summary. 

3 Given/New Information 

The term "given information" is related to the 
manner in which information mentioned earlier 
is reintroduced later into the text for some specific 
purpose. The possible uses of given information 
range across a broad spectrum, but fall into three 
main areas as evidenced by the data examined: 

(a) Any short repetition, pronominaliza- 
tion, etc, which provides a cohesive effect through 
simple anaphoric reference. 

1 (b) A somewhat more extended repetition 
i 
1 of prior information which provides a context or 

foundation for the introduction of new informa- 
tion in a sentence. 

(C) A fairly complex restatement or sum- 
mary in the form of clauses, phrases, or even 
whole sentences, which reintroduces previous 
information in a manner specifically structured to 

highlight a focus against which subsequent new 
information may be judged in context. 

Although teachers' use of given information 
was only about a third more extensive than that of 
students on a word count basis, the nature of the 
given information was quite different. Particularly 
evident was the students' preference for the (a) type 
given information function in text structuring, 
some use of the (b) type, and extremely rare examples 
of the (C) type. Student utilization of nouns and 
pronominalization amounted to 46.8% of their 
total given information, as opposed to only 17.0% 
for teachers. This meant that there was little 
evident was the students' preference for the (a) type 
global links, or acting as a springboard for in- 
troducing new information, or for clarifying/ 
highlighting the writer's views. There was an occa- 
sional summing up at the end of a paragraph but 
the continuity was inevitably broken at the begin- 
ning of the next one. 

Though teachers at times included seemingly 
discrete'chunks of information, these were retro- 
spectively gathered into the pro/con views being 
presented and were stylistically intended. Teacher 
use of phrases and clauses as given information 
was 66.7% of their total, as against 42.8% for 
students. This was correspondingly reflected in 
longer average length of sentences for teachers 
versus pupils: 23 words vs. 16 words. Short sen- 
tences rely on cohesive devices rather than longer 
restatements to signal links. 

The foregoing demonstrates the importance of 
teaching the function of given information in 
discourse organization. Aspects related to the 
amount and quality of given information and the 
syntactical realization in texts needed to be under- 
stood in order to improve the flow of ideas in the 
pupil's writing of argumentative essays. It also 
reflects badly on the practice of teaching grammer 
points in single sentences rather than short text 
contexts. 

4 Implicit Sentence Relationships 

Initial perusal of student compositions revealed 
that much of the writing was simple, fragmentary 
and with a general lack of discourse thread main- 
tenance. Any linkages between portions of the 
text were at best implied. 

In an attempt to ascertain the underlying relation- 
ships between sentences in an argumentative 
composition, sentences were classified into types 
through the use of paraphrasing and questions 
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(Winter 1977, Hoey 1983). After this had been 
completed for all the sentences, it was found that 
they could all be broadly categorized into 16 types 
of sentence function appearing in the development 
of argumentative discourse. These functions were 
then split into four groups corresponding to State- 
ment, Elaboration, Response and Conclusion. This 
tentative hierarchy was ordered according to the 
way these sentences were naturally sequenced in 
argumentative text organization. 

Hypothetical Sequence of Sentence 
Relations in the Information Organization 
of Argumentative Discourse 

(a) Statement (i.e. presentation of theme) 
Textual 
General 
Specific 
Conjectural 

(b) Elaboration (i.e. clarification) 
Illustration/example 
Detail/listing 
Additional aspects or factors 
Definition 
Restatemendreiteration 
Summary 

(c) Response (i.e. explanation) 
Reason 
Result 
Contradiction 
Comment/evaluation 
Waystage conclusion 

(d) Conclusion (i.e. to main theme) 
Conclusion 

Next, the occurrences of each type of sentence 
were totalled separately for pupil and teacher 
essays, and the percentages of each one relative to 
the total were calculated. 

The Comment and Reason categories repre- 
sented the largest percentage of sentence types 
used by both pupils and teachers. These two catego- 
ries represented 27.9% for pupils and 25.2% for 
teachers and were expected for argumentative type 
discourse. However, the two data samples diverged 
in the use of summary, conclusion and the general 
statement categories, with important implications 
for the quality of writing. 

Pupils Ranking Teachers 

Waystage 
Conclusion 10.6% 5 7.7% 

Conclusion 1.9% 12 4.4% 
Total 12.5% 12.1°/0 / 

place in the Elaboration and Response categories. 
Typically pupils used a binary sequence of general 
statement plus commentary sentence. Frequent 
instances were noted of sentences being out of 
apparent logical order with the adjoining text and 
relating instead to a sentence earlier in the same 
paragraph. 

Teachers used more summary type sentences ~ 

  he tendency of student writers to over-use 
General statements in their essays was at times 
compounded by instances wherein two or more 
such statements were strung together, one after 
another. Without some transitional commentary, 
the subsequent General statement(s) appeared to 
be out of sequence; one got distracted by the 
obvious lack of semantic linkage which caused the 
coherence of the paragraph to be impaired. 

Take an example from pupil essay PI: 

and more concluding statements. In fact, only half 
of the pupils' essays made an attempt at formula- 
ting a conclusion. Pupils tended to make more 
random conclusions half-way through the essay 
and then continued on, almost as if they decided 
that they had not yet written enough. 

The most serious difference noted was the use of 
general statement sentences. It should be recog- 
nized that a general statement is an independent 
proposition not necessarily linked to any foregoing 
sentence. The great use of this type of sentence 
means that there is a corresponding decrease in 
semantic links to other parts of the text and less 

C1 Wisdom and integrity, to me, is just as impor- 
tant as love in the modern societies. (General 
statement) 

C2 The modern world emphasizes economic 
development and the specialization of labour. 
(General statement) 

I 
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elaboration of points. For given discourse volume 1 

an increased percentage of such sentences neces- 
sarily means a corresponding decrease in other 
types; and such a decrease will most inevitably take 



C3 All of us, need wisdom and integrity to adapt 
ourselves to this fast-changing world. 
(Comment) 

C 4  Another important factor in modern living is 
education. (General statement) 

This shows what happens when three General 
statements are used together with only minor 
elaboration provided in C3; and this is perhaps the 
principal reason for school writing being referred 
to as "thin" or "naive". 

5 Awareness of argumentative writing 
conventions 

Another serious deficiency noted in pupil writing 
was an apparent inability to come to grips with the 
need to develop an issue as well as to present a 
body of content. This resulted in an over-abundance 
of simple comments on content matter - with 
particular reference to keywords from the title 
such as "love" and "need" - at the expense of 
development of pro and con views in relation to 
the issue. It was as if the pupil writers were avoid- 
ing the abstractions of the overall issue (Is Love All 
We Need?) and were, instead, writing on parallel 
topics related to love and its forms and characteris- 
tics. This particular deficiency was demonstrated 
by a survey of pupil writing on a paragraph-by-para- 
graph basis, wherein out of the 20 essays reviewed 
only four compositions exhibited consistent 
evidence of pro/con awareness throughout the 
entire body of the text. Of the rest, eight 
showed intermittent evidence of such awareness, 
and the remaining eight showed no such aware- 
ness whatsoever. This lack of indication of pro/ 
con views provided little ground on which to 
base a conclusion. Therefore, pupil conclusions 
generally appeared to be brief and superimposed 
rather than having evolved as a result of the fore- 
going discussion. 

Teachers, on the other hand, generally reflected 
a strong awareness of issue throughout their 
compositions. In some instances such awareness 
was not immediately evident in the text; however, 
they subsequently tied it in to the overall theme 
and to their own pro/con views. This was a stylis- 
tic feature which only the teachers utilized. 

In order to provide a uniform format for compa- 
ring one essay with another, a graphical representa- 
tion of sentence functions had been created to show 
the sequential relations within the discourse. At 
the same time it would indicate whether the writer 
was aware of argumentative writing conventions, i.e. 

pro/con views and the need for a concluding state- 
ment. Various patterns were expected to emerge, 
e.g. presentation of pro views in the early part of 
the essay and con views in the latter part. On the 
other hand, each paragraph might contain both 
pro and con views or alternate paragraphs'might 
express pro views and con views. 

Each sentence was recorded according to its func- 
tion in the appropriate column. Pro or con views 
were circled green and red, respectively, to high- 
light their use. At the same time, relationships to 
sentence either directly preceding, or elsewhere 
earlier in the text, were indicated by a solid line to 
denote a clear association; a dotted line to denote a 
tenuous association, and no line to indicate the 
lack of any apparent connection to any other 
sentence in the essay. The net result was a gaphi- 
cal representation in which various features of the 
discourse could be directly visualized. 

Figure 1 represents a successfully organized 
teacher essay using a pattern in which pro views 
are expressed in the first half of the essay and offset- 
ting con views in the second half. Both local and 
global links are consistently maintained through- 
out the essay. This provides a contrast with the 
pupil essay in Figure 2 which exhibits problems in 
all three areas mentioned above. 

Concluding Comments 

The results of the study confirm that cohesion and 
sufficient content do not ensure quality writing. 
These two aspects can be, and are, taught in the 
classroom, but they do not have any substantial 
bearing on the inadequacies evident in student 
work. This study indicates the areas to focus on: 
genre conventions, audience awareness and cogni- 
tive skill development. 

In order to properly handle an argumentative 
essay assignment, students must understand that 
there is an issue to be addressed; that weighted pro/ 
con views must be presented; that all of these must 
lead to a reasoned conclusion; and that the whole 
must be systematically organized into a pattern 
consistent with argumentative conventions. At 
present, school methodology does not provide 
enough explicit illustration of these conventions. 

The second major requirement for the struc- 
turing of a successful argumentative composition 
is the awareness of the audience for whom the 
composition is being written. Without an aware- 
ness of another's decoding requirements, the 
student is unable to choose appropriate informa- 
tion to back his argument or to provide clear 
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FIGURE 1 

FIGURE 2 I 



signals as to how the overall line of persuasion fits 
together to achieve a final stand. 

Thirdly, we must know, since dealing with 
abstract ideas is new and difficult, that the student will 
resort to a variety of coping strategies such as 
dependence on word association to construct new 
sentences, and on the use of simple commentary 
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Varieties of English and Educational Linguistics: 
An Agenda for-~esearch 

S Gopinatban and Vanitba Saravanan l 

Introduction in the seventies moved to replace English with 
Bahasa Malaysia as the language of education and 

In many multilingual societies, and especially those 
Singapore moved from acceptance of two lan- 

with colonial pasts, the choice of school languages 
guages, Chinese and English as the suitable media 

is problematic. The colonial experience leaves a for higher education, to  only one, English. 
linguistic legacy - a colonial language which is 
often positively regarded since it is the language of The Emergence of Non-Native Dialects 
a political or economic elite, the medium of instruc- of English 
tion at the tertiary level, or because it is promoted 
by such elites as a vehicle of desirable, often 
western-styled, modernization. It is of course true 
that not all colonial languages are kept on after 
independence is gained - Dutch was rather quickly 
phased out in Indonesia - but in such 'situations 
another exogenous language is often found neces- 
sary. Thus in many newly independent countries, 
in Southeast Asia and elsewhere, languages like 
English, French, Spanish and Dutch have signifi- 
cant educational relevance. 

As may be expected, a variety of situations exists 
with regard to the exogenous language. Consider- 
able variations may exist due to differences in 
objectives of English language teaching. As Kachru 
(1976) has pointed out English need not be taught 
with a view to its serving as a vehicle for British or 
American culture. "In these countries, English is 
used to teach and maintain the indigenous patterns 
of life and culture." English may also be used to 
serve, as in Singapore, as a link between culturally 
and linguistically plural ethnic groups and to main- 
tain continuity and uniformity in administration. 
A full mapping of the types will require us to take 
into account at least some of the following varia- 
bles: the status of the language - colonial (English 
in Singapore, Spanish in the Philippines), non- 
colonial (English in Thailand, and in Indonesia) 
- whether it has second, foreign or additional 
language status, which in turn may depend upon 
the domains it is expected to  be used in, and the 
manner (whether as a medium of instruction or a 
subject in the curriculum) and educational levels in 
which it is used. In the Southeast Asian context at 
least, considerable fluidity exists with regard to 
the status of these exogenous languages. Malaysia 

64 . SINGAPORE JOURNAL OF EDUCATION 

While problems concerning the choice of school 
languages have been treated rather extensively in the 
literature there is another which is only now coming 
to be recognized, i.e. deciding which variant of the 
exogenous language to use within the education 
system. Typically, two variants are seen as avail- 
able - a standard which is the closest approxima- 
tion to the educated native speaker's usage and 
a non-native variant of the language spoken by 
educated non-natives within the country in ques- 
tion. As we shall see later, the two variants are 
often seen as being in competition, and having 
different levels of prestige accorded to them. It is 
also worth noting that it is perhaps only in a situa- 
tion where an exogenous language is widespread or 
has a role in a variety of domains that the issue 
of the role of the variant is most salient. Thus it 
appears as a "problem" in Singapore and the Philip- 
pines but not in Indonesia or Thailand. Perhaps 
the existence or otherwise of a colonial context is 
important as well. It is possible that in countries 
like Singapore which has a colonial history and 
keeps on the colonial language, discussions on 
proper standards and norms may well arise out of 
non-linguistic considerations as in the case of an 
English-speaking political elite using language 
variety as a marker of status. 

How does a variant come into existence, and 
why is it a problem for educational linguistics? One 
explanation is that a variety comes into existence I 

when a language that is transplanted into a differ- 
ent linguistic context begins to take on, especially 
after a lengthy period of transplantation and 
extended use, features at variance with those of the 
original variety. The variety, or more correctly , 



varieties, have been labelled variously as "indige- 
nous", "nativized", "local", and "non-native" by 
comparison with established (and implicitly, stan- 
dardized?) varieties in use in native contexts. 

What factors in the host country context con- 
tribute to the emergence of the non-native variety? 
One factor must be the influence of native lan- 
guages though little research exists to indicate if the 
process is different according to whether native 
languages are cognate or non-cognate, if the exist- 
ence of a number of non-native languages (as in 
Singapore) makes a difference either to the process 
or to the product. Richards cites a shift in the 
functions of language, ~ r o b a b l ~  accompanied by 
new clienteles, as another cause. In this case ex- 
tended use must imply new and more numerous 
contact situations. Consequently, we may expect 
new speakers who encompass a greater variety of 
backgrounds and levels of competence to intro- 
duce variation in a number of linguistic features. 
We may also add the lack of a sufficiently large 
number of native speakers to serve as role models, 
the conflicting models set up by the mass media, 
and poorly trained language teachers as contribu- 
tory causes. 

Recognition and study of non-native varieties 
have a great deal of relevance for educational lin- 
guistics. Richards (1980) makes the point that the 
vast number of speakers who now speak non-native 
varieties, and the recognition that they are rela- 
tively stable and systematic varieties of English, 
force linguists to acknowledge the importance of 
studying the linguistic, pedagogic, cultural and 
societal variables involved. He makes a further 
point that policy making in language education 
will be aided by such analysis and data, for in many 
countries there is considerable opposition to even 
recognizing that such varieties exist. There is often 
a tendency to deny the existence of a systematic 
variety and such a variety is often labelled "wrong 
English". Policy makers and educators have been 
slow to realize that the more widespread the 
domains of usage and the more speakers of English, 
the more likely English will become domesticated. 
If the notion of "wrong English" prevails a class- 
room corollary is that teachers may spend a great 
deal of time and effort eliminating what they 
consider only substandard, error-ridden approxi- 
mation of the standard variety. This has both educa- 
tional and societal consequences. Can it be done in 
a mass-education system, and at what costs and 
with what consequences in student motivation and 
attitude towards the school variety? If language 
learning is heavily influenced by non-school factors 

- use at home and among peer groups, existence 
of, or ability to encourage by parents, or paying 
for tuition to aid language learning, s~cia l  class fac- 
tors may be crucial as to who learns the standard 
variety best. An awareness of the non-native 
varieties and a realistic attitude towards them in 
the classroom can have important consequences in 
the communicative competence of pupils and in 
their ability to use both written and spoken lan- 
guage in its many forms flexibly and effectively. 

Linguistic and Educational Contexts 

Singapore is 2 multiracial and multilingual country 
of 2.5 million people comprising 76% Chinese, 
15% Malays, 7% Indians and 2% others made up of 
Europeans, Arabs, etc. It has been estimated that 
Singaporeans speak a total of some 33 languages 
and dialects, though the 1970 Census indicated that 
seven main ethniddialect groups account for 90 
per cent of the total variation. Not surprisingly the 
three largest groups are among the Chinese: 
Hokkien (32.2%), Teochew (17.0%) and Cantonese 
(13.0%). (Goh, 1982) 

Singapore recognizes four official (also school) 
languages: English, Chinese, Malay and Tamil, and 
one National Language (Malay) which today has 
largely symbolic and ceremonial roles. Within 
these official languages Kuo (1976) has identified 
five major languages (Malay, English, Chinese, 
Tamil, Hokkien) and three minor languages 
(Teochew, Cantonese and Hainanese). English has 
particular significance in Singapore as it is the lan- 
guage of administration and legislation and now 
the dominant language of trade, tourism and indus- 
try. It is an indispensable requirement for entry 
into the professions and quite clearly the language 
of social and occupational mobility (Clark & Pang, 
1980). The government also promotes English as 
the neutral link language between the various 
ethnic groups. English has such high prestige in 
Singapore that in recent years there has been a mas- 
sive enrolment shift away from schools using other 
languages as medium of instruction. The English 
school population (elementary) has risen from 
31.6% in 1947 to 92.5% in 1983. In 1987 English will 
become the main medium of instruction at all 
levels in the education system. 

English is now more widely used in Singapore than in 
any other Asian country, largely due to expandedschool- 
ing opportunities. There has been an increase from 
21 per cent in 1957 to 33 per cent in 1970 in the popula- 
tion aged 10 and over who are literate in English. How- 
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ever, while English continues to gain more and 
more speakers, the Singapore context is best 
termed multilingual and polyglossic (Platt, 1977). 
In many working-class homes a Chinese dialect 
(and not Mandarin which is the school language) is 
likely to be the most widely used language. We 
should also bear in mind that though social prestige 
in the mass media rests with English, this is at vari- 
ance with the larger numbers who read Chinese 
newspapers compared with English (in 1982, 
326,600 and 285,500 respectively). Chinese dialect 
programmes over radio and television had a large 
following before they were replaced by Mandarin 
programmes in line with the government's Speak 
More Mandarin and Less Dialect campaign. Finally, 
we should bear in mind the ambivalence towards 
English felt by the older Chinese-educated adults 
for whom the extended use of English has meant 
less opportunity and who regret the fact that 
Chinese-medium education, long a community 
sponsored system, has lost out decisively to 
English. 

As to norms, in cultural and entertainment terms, 
the major western influences are American. The 
Streets of San Francisco, Dallas, TIME, Readers Digest, 
H. Robbins dominate the popular imagination. But 
British influences remain strong. The British 
Council is actively encouraged by the Singapore gov- 
ernment and lately has mounted an ever increasing 
number of programmes for teachers. Language 
teachers are trained largely in the UK and speech 
instructors from the BBC have been hired to 
read news and coach newscasters in the Singa- 
pore Broadcasting Corporation. The political 
elite, though only in part educated in the UK, 
seems to prefer British linguistic standards. The 
Prime Minister himself has publicly praised 
Fowler's Modern English Usage as a standard refer- 
ence text for senior civil servants. The Ministry of 
Education has taken the cue and is busy importing 
"native speakers to bring up the standard of Eng- 
lish in our schools." The link between an essentially 
conservative political philosophy and language is 
also worth noting. The political leadership con- 
stantly contrasts its own emphasis on hard work, 
its refusal to subsidize social services, the merito- 
cratic and competitive school system with develop- 
ments, and not least in education, with "the 
permissive west". There is an implicit suggestion 
that an acceptance of deviation from the standard 
is not only undesirable but dangerous which can 
lead to all sorts of social ills. Effort and difficulty 
are virtues in Singapore and it is probably believed 
that more application will lead to better standards. 

"International intelligibility" (of English) is seen as 
the key to national credibility. 

Educational policy with regard to language is 
characterized by the ~ o l i c y  of bilingualism; all 
pupils in the school system learn two languages, 
English and the mother tongue (one of the other 
official languages). In practice there is a match 
between ethnicity and the second language chosen, 
though it is known that a sizeable proportion of 
Indian pupils at the elementary level do not offer 
Tamil. The main emphasis in the elementary 
grades is on -language learning, mathematics and 
science with the latter two taught in English; 
instruction in languages takes up about 11% hours 
per week out of the 23 hours available as curri- 
culum time (Goh, 1982). Pupils of varying mother 
tongue backgrounds are taught English in the same 
classroom. At the elementary level a single teacher 
instructs pupils in the various language skills. What 
must be noted is that the school system is very 
examination-oriented and students must achieve 
minimum grades in the first and second language 
to proceed to the next grade. The emphasis on 
language in curriculum time is reflected in a double 
weighting given to the two languages in the ter- 
minal examination at the elementary level. The 
transition from secondary to sixth form and then 
to university is likewise blocked by the national 
examinations and satisfactory language grades are 
necessary for promotion (Gopinathan, 1980). 

Singapore English 

Judged by the criteria offered earlier we may claim 
that conditions have existed in Singapore to facilit- 
ate the emergence of a different variety of English 
- the multilingual language situation offers 
numerous contact situations and linguistic "inter- 
ference", the progressive extension of domains of 
usage for English to the extent of replacing Malay 
as a 'bazaar' (market) language and the acceptance 
of English medium education (1965-1980) by the 
Chinese, thus bringing in new users of the lan- 
guage. Increasing use of English in the media, and a 
shortage of native-speaker language teachers in the 
classroom are additional factors. 

But to claim that conditions exist is not to prove 
that a distinct variety has in fact emerged. It is only 
in the last ten years that linguists have begun to col- 
lect and classify deviations from standard British 
English (SBrE): Ray Tongue (1974), William 
Crewe (1977), Platt and Weber (1980, 1982), Jack 
Richards (1979), Mary Tay (1980), Anna Kwan - 
Terry (1980), A Shields (1977), Tay and Gupta 
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(1981). What follows is a brief summary statement 
on the major features of Singapore English. 

Phonological Shift 

Most writers seem to agree that some distinguish- 
ing features exist. The following are noted from an 
analysis of speech of undergraduates. Tay and 
Gupta (1981) note that tessitura (or the character- 
istic range of notes, or compass, within which the 
pitch fluctuation falls) is sgenerally wider in British 
English than in Singapore English. The wide tessi- 
tura is unanimously interpreted as an affective 
index by Singaporeans to whom British English 
sounds "affected" and "excitable". The other differ- 
ence noted is that there are more than one nucleus 
in a sentence in Singapore English whereas British 
English will normally have only one such nucleus. 

Compare: Lobk at this picture (British English) 
Look at this picfure (Singapore English) 

Some of the other features noted in intonation 
patterns are, first, the falling tune which is used in 
British English in uh-questions, but in Singapore 
English a rising tune is generally used for all types of 
questions. 

Compare: Whit's your name? (British English) 
Whit's your nlme? (Singapore English) 

Second, the rising tune is used in British English 
in statements to reassure the listener, but not in 
Singapore English where a falling tune is used. 

Compare: Don't worry (Singapore English) 
Don't woriy (Singapore English) 

Third, in British English the rising tune is used 
in tag questions where the speaker does not neces- 
sarily expect his listener to agree with him. In Singa- 
pore English, the rising tune is used in all tag 
questions, regardless of the attitude of the speaker. 

You've finiihed, ha+en't you? (British English) 
You've finiihed iS if? (Singapore English) 

There are also differences between the stress 
patterns of Singapore English and British English. 
Tay and Gupta (1981) summed them up as follows: 

1 equal stress in Singapore English where 
primary and secondary stress would be used in 
RP (e.g. celebration, anniversary). 

2 absence of stress distinctions to mark dif- 
ferent parts of speech (e.g. increase as a verb and 
increase as a. noun). 

3 different stress placements in Singapore 

English from stress placements in British English 
(e.g. faculty vs faulty, colleague vs colleague). - - 

Other distinguishing features observed by Platt 
and Weber (1980) are the considerable simplifica- 
tion or modification of consonant clusters. The 
higher educated have deletion of one consonant 
and those with lower education have deletion of 
two consonants, for example, jus instead of just, 
recen instead of recent, and mi (MaI) instead of 
miles. There is a reduction when the second con- 
sonant of a final cluster is a stop, e.g. in words like 
and, don't and think, and when it is an alveolar stop 
as in rent, expect and mind. 

Speaking of television newscasters, Crewe 
claims that "news broadcasts are delivered with a 
very marked syllable-time rhythm, a much nar- 
rower range of pitch variation, a tendency to over- 
read commas and natural breaks and to introduce 
artificial breaks. . ." (Crewe, 1977, p. 106). Finally 
it is claimed that the variant has a syllable-time 
rhythm rather than a stress-time rhythm. 

Grammatical Shift 

The following have been noted as variations in 
the speech of those with low levels of education. 

1 a variable lack of marking for past tense as 
in "my father bring my mother over" and "from 
there I pick up my English". 

2 deletion of "it" as in "If by bus is very 
convenience" and "You see is compulsory". 

3 deletion of verb "to be" as in "this coffee 
house - very cheap" and "my brother - working". 

4 languages such as Chinese and Malay 
have aspect systems rather than tense systems. 
Features of an aspectual system are observed in 
the following expressions. (Platt and Weber, 1980). 

I work about four months already. 
My father @e)d to work for X CO. 

Usually I get up around 6.30. 
I hope the government would take action 
to put a stop to this practice. 

Morpheme Addition 

Richards (1980) has provided examples of "the 
variable employment of morphemes from local 
languages which are attached to  English sentences 
to  mark a communication style, characterized by 
informality. In particular, the inclusion of la 
(from Hokkien, a Chinese dialect) as in "Cannot, 
la," "Up to you, la," "I said no, la." 



Also noted is the wide use of two invariable 
tags, is it? and isn't it? as in "You check out now, is 
it?", "At six, is it?", "You not going home, is it?" 

Lexical Shift 

Lexical shift variation is recognized at two levels. 
The first level is lexical borrowing, or the use of 
terms for which no English word exists, or in 
which words are used differently. For the last we 
have such examples as "His father was attached to 
the department," "We have a batch of girls out 
promoting this product," "an outstation call"; at 
another level the lexical shift is used to indicate a 
shift to an informal communicative style as in 
"lets go makan" for "lets go eat" and "call the 
amah" for "call the maid", or "an ulu place" for 
" a primitive place". 

Generally speaking, there is a consensus on the 
use of British spelling. As one will expect, the 
newspapers published locally use British spelling, 
but imported magazines, largely from the US, use 
of course, American spelling. 

Though the above description of Singapore 
English is admittedly an abbreviated version - in - 
truth there are not many more works than cited in 
the bibliography - we need to ask several questions. 
We need to ask if such variation is stable, i.e. in 
Kachru's terms, categorical and systematic. Since 
Singapore is heir to three native languages does 
variation relate closely to the native language use of 
the speaker? &chards' answer is that variation in 
Singapore English is both stable and systematic 
while Platt, agreeing with the above, adds that there 
is an "increasing similarity of Singapore English as 
spoken by those of different ethnic backgrounds" 
(Platt, 1980, p 46). 

There appears, however, to be less agreement as 
to ways of sorting out the variation that occurs 
among educated Singapore speakers of English 
and those poorly schooled in English. Part of the 
problem appears to be a lack of extensive docu- 
mentation of the acrolect in Singapore English; 
Platt on the basis of his research feels that formal 
written Singapore English comes close to formal 
written SBrE. There is, as is to be expected, much 
greater variations with regard to the norm for 
spoken English in Singapore. The political leader- 
ship in stressing "international intelligibility" 
appears to have Received Pronunciation in mind, 
and believes that there is a norm to which Singa- 
poreans should aspire to. Academic opinion 
generally tends towards the view that Singapore 
should aim at a standard that is indistinguishable 

from Standard British Engjish in the area of 
syntax but not in the area of phonology (pronun- 
ciation, rhythm, stress and intonation) and 
vocabulary. It is phonology and vocabulary rather 
than grammar that identify a speaker as distinctly 
Singaporean (Tay, 1982). This view is expressed 
in the now well-known remark of Professor 
T T B Koh, Singapore's long-time Representative 
to the United Nations: ". . . when one is abroad, 
in a bus or train or aeroplane and when one over- 
hears someone speaking, one can immediately say 
that this is someone from Malaysia or Singapore. 
And I should hope that when I am speaking abroad 
my country men will have no problem recognizing 
that I'm a Singaporean." (Quoted in Tongue, 1974). 
Unfortunately, little reliable research exists, for 
instance, as to the speech variations of teachers of 
the English language in Singapore's classroom and 
the norm they seek for their students. 

A third feature to note about variation is the 
social class dimension. The particular problem 
faced by the majority of the Chinese population in 
Singapore is that neither of the two school lan- 
guages, English and Mandarin, are languages of the 
home. One may expect that in a large majority of 
working-class homes where educational levels are 
low and where exposure to English medium educa- 
tion minimal the exposure to English and the avail- 
ability of suitable models will be certainly low. 
Thus the school has a great deal of responsibility 
in ensuring that pupils achieve an acceptable 
command of English, especially when adequate 
mastery is crucial to occupational success, and 
when so much of success in school depends upon 
success in English. Indeed it is known that most 
students bring to school at least a passive knowledge 
of English and a high motivation for mastering it. 
How well they learn the school variety of English 
will depend on how the teachers and the school 
treat their variant. As Richards has noted, emer- 
gent variations have an "affective and social signifi- 
cance" and they are markers of identity, at once 
distinct and separate. If the school is insensitive to 
this aspect of social class identity and views varia- 
tion merely as linguistic phenomena which need 
to be firmly erased, it will undoubtedly complicate 
its vital mission to promote adequate levels of 
English language competence. 

Issues for Education 

This section proposes to explore issues for educa- 
tion at three levels: policy formulation, pedagogy, 
and research. 
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Policy 

This is a problem as there appears to be no clear- 
cut view, a position created both by statements 
from a variety of sources and the use of terms and 
phrases which are too imprecise to serve as guides, 
e.g. "good Englishm, "correct Singapore Englishu, 
" 'G. unnecessary Singapore innovations", Interna- 
tionally intelligible", "maintaining standardsM.* As 
for sources, politicians from the Prime Minister 
downwards, the English Language Teachers in 
Singapore (ELTIS), academics in the relevant 
departments of the Institute of Education (teacher 
training), and the National University of Singa- 
pore have expressed their views. In very broad 
terms the key political leaders seem to prefer 
norms of SBrE while the academics are more 
accomodating of variation. It also seems to be true 
that expatriate academics seem to be the more 
active campaigners for Singapore English norms - 
a fact lost on the government which has been 
actively recruiting "native speakersm from Com- 
monwealth countries to improve standards in 
Singapore schools. 

It does appear, however, that attempts to adhere 
closely to SBrE norms are likely to continue. The 
Prime Minister speaks impeccable English and his 
speech is a good example of educated Singapore 
English of the acrolect variety which is close to 
SBrE norm; he is, in addition, a highly respected 
person whose word is literally law (many explana- 
tions and rationalizations of education policy are 
prefaced with quotes from the Prime Minister). 
Secondly, instructors at the Institute of Education, 
Singapore's single teacher training institution, are 
themselves part of an essentially conservative 
pedagogic tradition and are not likely to offer or 
encourage experimentation. Thirdly, political 
rhetoric on larger national issues is often couched 
in terms of standards and efforts versus easy solu- 
tions and permissiveness. It may be assumed that 
policy makers in education are not likely to be 
immune to this context. 

Pedagogy 

Though the goal of English language teaching is 
said to be functional competence, an examination 
of both the English primary and secondary school 
syllabuses indicates that they are grammar based 
and emphasize the learning of structures at the 
expense of the communicative needs of the learners. 
It is of course possible to justify the use of a gram- 
mar-based syllabus. The deliberate learning of 
grammar has the advantage of being systematic 

and lends itself to organized gadation, learning 
from easy to more difficult structures. This ap- 
proach is suitable for teaching the basic structures 
of English to elementary school learners. 

As for the advanced language learner the 
justification given by the designers of such struc- 
tural syllabuses is that the majority of pupils do not 
speak English beyond the classroom. They come 
from non-English-speaking homes and even in 
group interaction in the playground or the canteen 
use their mother tongue, a dialect or Mandarin. 
They may not even have positive encounters with 
English through listening to English programmes 
or viewing television (Mok, 1983). 

On the other hand, the language examinations 
and standardized tests that students must pass 
demand an adequate grounding in English struc- 
ture. The Cambridge English examinations are 
based on a conventional, structural approach to 
the teaching of English. However, students who 
need English in the future have specific communi- 
cative needs that may not be identified during 
their secondary school years. These are the students 
who need to master English to get jobs that range 
from factory foremen to salesmen; students will 
also need English to read manuals and handbooks 
in order to be trained in technical skills and in 
computer technology. 

According to the Secondary School English 
Syllabus - Express, students are expected to master 
the English phonological system: its vowels, diph- 
thongs, consonants, consonant clusters, word stress, 
sentence stress, and intonation. A great deal of pre- 
scription inevitably enters the syllabus, and later 
teaching. Given the lack of exposure to good 
models of Spoken English and the lack of oppor- 
tunities to develop communicative skills it can 
scarcely be expected that teachers will be able 
to produce speakers that master the more formal 
variety at the acrolectal end of the continuum. 
Also the elementary classes tend to be large, often 
40 pupils to a class. Even if the non-native speaker 
masters the gammatical structures of the language 
he will still need to learn to use the language appro- 
priately in its social context. It is within this context 
that efforts to promote norms must be seen. 

What about teacher competency? Singapore 
schools, especially at the primary level, face a short- 
age of skilled teachers due to an expansion of 
instruction in the English medium. It is not 
unknown for out-of-work Chinese-educated tea- 

"All taken from a paper by a language project director at the Ministry of 
Education. 
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chers, after a short spell of teacher training to teach 
English or, most often, content subjects in English; 
they cannot be expected to be good models. Other 
teachers who are expected to use a structural sylla- 
bus and curriculum materials and textbooks based 
on the Ministry of Education approval scheme 
find the task complex and demanding. It is com- 
plex because the teacher whose native language is 
not English will find it difficult to teach communi- 
cative skills using a structural syllabus. The notions 
relating to communicative competence rules such 
as those underlying speech acts, or notions related 
to topics of discourse and social norms regarding 
appropriate usage, are subtle and complex. 

The teacher finds the communicative approach to 
language teaching demanding because the socio- 
cultural milieu in which language learning and 
teaching take place is determined by culturally- 
determined learning styles. It is the Singapore 
experience to find great teacher resistance to 
learner-centred instruction. Though some pro- 
gress has been made notably through the sustained 
efforts of the Institute of Education, teachers often 
shy away from classroom activities associated with 
the use of dialogues, role play, dramatization, 
language games, songs and audio-visual aids, and 
task-oriented activities which require students to 
interact in pairs and groups. 

As the syllabus is grammar based teaching of 
necessity tends to be "accuracy" based. The conse- 
quences are that when teaching is "accuracy" - 
based learners produce language primarily in 
order to acquire feedback on performance in 
terms of adherence to norms and such a percep- 
tion cannot lead to communicative fluency 
in students with little or passive knowledge of 
English. As Brumfit (1983) has noted there is a 
need to stress "fluency-based" language teaching, 
for while accuracy work promotes dependence 
on teacher, textbook and sjllabus the former 
forces learners to use strategies and develop pro- 
cesses to meet the language challenge of situations 
and events. The point is that the stress on norms 
and structure of language undermines the goal 
of communicative fluency. Since major examina- 
tions are externally set the insistence on norms 
quite external to societal realities is likely to prove 
difficult for the large majority. 

Other contradictions abound: Singapore teachers 
are concerned with correct pronunciation yet the 
typical reading strategy is to have pupils called at 
random to read aloud with the teacher correcting 
'6 errors"; as the typical Singapore classroom 
includes a mix of native speakers of Chinese 

dialects, Malay and Tamil, the phonological confu- 
sion may well be considerable. A further complica- 
tion arises from the recruitment of expatriate 
teachers to make up for the teacher shortage for 
they bring a variety of models and attitudes to bear 
upon the teaching situation. 

Language arts strategies at the level of writing, e.g. 
composition, are equally rigid. Though communica- 
tion is now acknowledged as the major object of 
writing, the typical strategy is the listing of a 
random list of topics (often rather bizzare topics 
such as "My Life As a Coin"), a list of words 
deemed useful/appropriate to the topic and a time 
limit within which to finish the composition; it is 
not clear what goals the teacher has in mind in 
using these techniques. In the context of Singapore 
English, one observation may be made. Composi- 
tions are graded very often with attention to errors 
rather than meaning; variation in syntax and lexis 
are likely to be ruled errors and this will apply as 
well to such form of writing as letter-writing in 
which informality and intimacy may be expected, 
and indeed in which a less forward style is needed 
to be functional. 

One final example. For several years now there 
has been pressure to use locally written fiction and 
prose in the classroom. At the primary level this 
has meant using, in   lace of Snow White, Jack and 
the Beanstalk, and similar children's classics, 
"readers" containing Asian and local myths and 
legends, and at the secondary level, a greater use, in 
particular, of the efforts of local poets and short 
story writers. The goal, according to proponents, is 
to encourage a sense of identity and  ride, to make 
reading and literature more meaningful and acces- 
sible. Opponents are, however, scornful of local 
literary efforts, condemning not so much the ima- 
gination as "poor use of language" which it is 
claimed will serve as wrong models for pupils. The 
latter follows from the assumption held by lan- 
guage teachers in Singapore that the literary classics 
are classics because they display language at its best. 
Yet literature is very often taught as content, with 
teachers having little flexibility in choice of texts 
especially at the higher levels. Many editions of 
these texts have end-of-chapter questions and 
exercises to aid students in tackling examinations. 

We hope to have shown with these examples 
that practice is not always consistent with objec- 
tives; it will perhaps be so even if Singapore English 
did not exist. Its existence complicates life for the 
teacher who often fails to distinguish between 
errors unacceptable even in Singapore English and 
those which are acceptable variants according to 
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objective and functions and whether reading or 
writing is being considered. Most language teachers 
seem unable to accept that styles and registers may 
vary according to function; they begin from a 
model of correct (almost always formal, even 
frozen) language which they then seek to impose 
on their pupils. 

Research 

The research agenda in this context is clear-cut. 
Policy can hardly be made without consensus and 
more detailed description of the syntax, lexis, 
phonology, and code mixing of Singapore English. 
Some works of course exist but much more is neces- 
sary. Information on the attitudes of Singaporeans, 
especially teachers and pupils, towards the acrolect, 

, mesolect and basilect - or what these are con- 
sidered to be - will provide useful insights into 
how motivational variables in the classroom may 
be utilized to  achieve goals in relation to the 
varieties. Such information will also enable rational 
target setting for different groups of pupils and the 
establishment of criteria by which progress towards 

the goal may be determined. (We may of course 
not change the minds of politicians even with this 
information!) One of the major problems of the 
language situation in Singapore is that the current 
description of SE has been based on too small a 
sample and it seems particularly useful to study 
more extensively the language usage of teachers. 
One cannot hope to use teachers as classroom 
models without being clear as to the type of 
models they represent and the direction in which 
they need to be moved. 

Conclusion 

This essay in educational linguistics has sought to 
relate data from a multilingual country to the con- 
cerns of standard language theory. Variants do 
become, over time in some contexts, standardized; 
but until they do, they have to fight a battle for 
survival. In such context social and power consid- 
erations matter as much as linguistics. The school 
as a dependent institution is not likely to be innova- 
tive and its dilemmas are best likely to be solved 
by a clearer understanding of the options. 
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RESEARCH REPORTS 

Measures of Teachers' Workload 

Ong Hoon Liong, Tan Yoke Yin and Koh Yong Guan 

Introduction 

The measurement of teachers' workload has till 
now been subjective. Teachers feel that they have a 
great responsibility to their pupils and to society 
and their workload heavy, while non-teachers may 
have different views. This debate occurs even 
amongst teachers teaching different subjects and 
levels in a school as well as amongst teachers in 
different schools. A comparison of teachers' work- 
load in different countries is also particularly diffi- 
cult because of different class sizes, curriculum 
time, etc. It is therefore essential to provide a 
quantitative and objective measure for evaluating 
teachers' workload. This measure can then be used 
as a reference by school principals when allocating 
extra duties to teachers. It is also useful to educa- 
tion authorities when deploying teachers to various 
schools in centralized education systems. 

Unfortunately, the measurement of teachers' 
workload using quantitative methods has not 
received much attention. The most common mea- 
sure of teachers' workload is by the number of 
hours a teacher has to teach per week (contact 
hours). The pupil-teacher ratio (PTR) has also 
been used, particularly when teachers' workload 
in different countries are compared. It has been 
argued that taking only the ratio of pupils and 
teachers in a school will not adequately reflect the 
actual workload of the teachers. A good measure 
will take into consideration factors such as teach- 
ing hours per week, class size, number of subjects 
taught, nature of the subjects taught, etc. 

The first section shows that the pupil-teacher 
ratio is not independent of the above parameters. 
However, it does not include factors related to the 
nature of subjects taught which will be discussed in 
the next section. The third section proposes a 
better measure which further considers the nature 
of subjects, the number of subjects and the number 
of levels taught by a teacher. The advantages of the 

proposed method will be discussed in the fourth 
section. 

The Pupil-Teacher Ratio (PTR) 

The pupil-teacher ratio is obtained by dividing the 
number of pupils by the number of teachers in a 
school. It is assumed that the greater the value, the 
heavier the workload. We want to show that the 
PTR takes into consideration the following factors: 

Class size: The average number of pupils in a 
class. Denoted by CLASSSIZE[pupillclass]. 

Contact hour: The average number of teach- 
ing hours per week per teacher. Denoted by 
CONTACTHRFourlweek teacher]. 

Total curriculum time: Total number of 
hours per week per class. That is, the total time 
slots in a class timetable per week. Denoted by 
TOTALTIMEFourlweek class]. 

Consider the units (dimensions) of the above 
definitions and arrange them as follows: 

CLASSSIZE[pupil/class] X CON?'ACTHR[hour/week]*teacher] 

- 
CLASSSIZE X CONTACTHR 

[pupil/teacher] 
TOTALTME 

which has the same units as the pupil-teacher ratio. 
The pupil-teacher ratio has, therefore, taken into 
account the class size, contact hour and total curri- 
culum time factors. The PTR therefore does give a 
measure of the teachers' workload in a school. 

Amongst homogeneous schools which have 
similar total curriculum time and in which class 
size does not vary widely, the PTR does give an 
accurate comparative indicator of the teaching 
loads in the schools. 
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I However, most teachers consider their teaching 
load as only part of the workload. There are other 
activities involved in teaching, such as preparation, 
marking, setting of examination papers, setting up 
laboratory experiments, participation in field excur- 
sions for further demonstration and illustration of 
some subjects, etc. Besides, teachers are expected to 
conduct remedial classes and counselling sessions 
for weaker students. Teachers teaching the same 
subject may spend more time in subject co-ordina- 
tion. These activities take up more time and effort 
and need to be considered when measuring the 
workload. In general, the time and effort spent on 
these activities depend a lot on the nature of the 
subject and the importance of that subject in the 
school. Therefore, if a teacher is in charge of a few 
subjects which are important, such as English or 
Mathematics, he is believed to have a compara- 
tively higher workload as more teaching activities 
will be involved. In the next section, we propose a 
measure which takes into account the nature of 
subjects a teacher teaches that is not included in 
the PTR. 

Measure of Workload by Subject Factors 

The proposed model takes into account the class 
size, the nature of the subject being taught and the 
number of subjects a teacher teaches. It can be used 
to compare workload among homogeneous 
schools in which the curriculum or system is 
similar as is the case in Singapore (MOE, 1980). 

A subject taught at different levels may be treated 
as several different subjects if separate preparation 
work has to be done for each of them. The work- 
load for teaching a subject consists of the following 
three factors: 

Preparation time The activities include planning 
lessons, preparing teaching materials, setting exami- 
nation papers and homework, and making the 

These tasks depend very much on the class size 
and the nature of the subject. 

The workload, WORKLOADj for teacher i 
teaching the subject j is defined as- follows: 

WORKLOADj = olj + Pi CLASSES; + 7, 
CLASSSIZE; (1) 

where a, is average amount of preparation time 
per week for subject j, 

pj is the number of teaching (contact) 
hours per week per class for subject j, 

y, is the average number of hours per 
student per week spent on marking and 
compiling the marks, 

CLASSES; is the number of classes taught 
by teacher i for the subject j, 

CLASSSIZE, is the total number of stu- 
dents taught by teacher i for the subject j. 

The workload for the teacher is then defined as 

W; = Cj WORKLOAD, 

where the sum extends over only those subjects j 
taught by him. 

To apply the proposed model, the three para- 
meters 9, Pi and y, for each subject j have to be 
determined first. They can be obtained by send- 
ing a survey form td those teachers involved in 
teaching the subject. 

The information supplied by the teachers can 
be analysed by statistical technique through 
obtaining the estimated values of the two para- 
meters (Bowerman & O'Connell, 1979). These 
estimates can then serve as standard values for the 
three parameters. 

Example: 

Assume a survey has been done and the following 
parameters have been obtained: 

- - 
necessary co-ordination with other teachers teach- 
ing the same subject, etc. The time and effort spent 
on these activities depend very much on the nature Sec 3 Maths 

of the subject. Sec 4 Maths a 2  Y2 

1 3 Sec 3 English a 3  7 3  

Assessment time The average number of hours 
per week spent on marking students' homework, 
tests and final examination. This parameter in- Assume also that the class size of each class is 
cludes the time spent on compiling the marks. constant and is equal to 40 students. 

Teaching hour The number of actual teaching 
hours and the average hours spent on remedial 
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4 Sec 2 P.E. a, 2 Y4 

Sec Science a 5  6 Y5 

sec 0 3 7 6  
classes and counselling per week. 



To compare the workload of various cases, we 
consider the following examples: 

Teacher A teaches three classes of Secondary 4 
Mathematics. Thus, his workload = a2 + 5 X 3 
+ 7 2  X 40 X 3. 

Teacher B teaches two classes of Secondary 3 
Mathematics and one class of Secondary 4 Mathe- 
matics. Thus, his workload = (a1 + 5 X 2  + y, 
X 80) + (a, + 5 X 1 + y2 X 40). 

Teacher C teaches two classes of Secondary 4 
Physical Science and one class of Secondary 1 Draw- 
ing. Thus, his workload = (a5 + 6 X 2 + y5 X 

80) + (a6 + 3 X 1 + 7 6  X 40). 
Teacher D teaches one class of Secondary 3 

English, one class of Secondary 3 Mathematics 
and one combined-class of Physical Education. 
Thus, his workload = (a3 + 8 X 1 + y3 X 40) 
+ (a, + 5 X 1 + y, X 40) + ( a 4  + 2  X 1 + 

7 4  X 40). 

From the above examples, although each of the 
teachers A, B, C and D teaches 15 hours per week, 
their respective workload may not be equal as 
they depend on the values of ol, and y, which are 
determined by the nature of the subjects. 

Comparison of the Two Measures 

While the PTR is easy to implement, the above 
measure is more precise and flexible. Some of its 
advantages are discussed below. 

The workload of each teacher can be calculated 
via fixed and variable factors. The marginal 
increases or decreases in workload, after adjust- 
ments in the duties of a teacher, can be computed. 
This will assist the school principal in the making 
of decisions. 

Not only can each subject's workload and each 
teacher's workload be obtained, but the overall work- 
load of the school can be calculated by means of 

statistical technique (Bowerman & O'Connell, 
1979). The workload of various schools can then 
be compared using this measure. Similarly, the 
educational authority can also use this measure as 
a reference when assigning teachers to schools. 

Another flexibility of the measure is that it can 
take into account the extra-curricular activities 
(ECA) of the teachers. This can be done by con- 
sidering the "class" used in model (l) as a group 
of students joining that activity. For instance, 
students from several classes of different levels 
joining the Mathematical Society can be regarded 
as a class. 

The drawback of the proposed measure is that it 
is more costly. A large random sample survey is 
needed in order to obtain accurate and representa- 
tive values for the parameters. Although it is a 
quantitative model, it is the collection of subjec- 
tive opinions and measures, and thus the para- 
meters that form the norm of the measure of 
workload. 

Conclusion 

The measurement of teachers' workload by quanti- 
tative methods is essential in order that a more objec- 
tive judgment on teachers' workload be obtained. 
The two models discussed in this paper may be 
used. The proposed measure is a better indicator of 
workload than the PTR as it takes into account 
the number of subjects a teacher teaches and the 
nature of the subject taught. 

There are advantages and disadvantages of the 
two measures as discussed in the previous section. 
It will depend on the individual's objectives for 
attempting such an estimation. Nevertheless, it is 
hoped that this paper has helped generate more 
creative ideas for developing better quantitative 
measures for estimating teachers' workload. A 
better method will lead to improved decision- 
making in the field of education. 

REFERENCES 

Armitage, P. and Williams, G., (1976) Planning Models in Ministry of Education, (1980) New Education System Zmple- 
1 Education, The Open University Press, London. mentation Guidelines, Singapore. 

Bowerman, B.L. and O'Connell, R.T., (1979) Forecasting and Williams, P.7 (1979) Planning Teacher Demand and Supply, 
Time Series, Duxbury Press. The United Nations Educational, Scientific and Cultural 

Organization, Paris. 

74 . SINGAPORE JOURNAL OF EDUCATION 



Norming of Tests with Primary One Pupils 

Poh Sui Hoi and associates2:- 

Researchers who use tests developed in countries 
other than their own are faced with two fundamen- 
tal problems. Firstly, some items in the test may 
have cultural-linguistic biases. Secondly, the refer- 
ence group on which the foreign test norm has 
been established can be rather dissimilar to the 
local group if the same test is to be used. These 
may render the validity of the test results suspect. 

This research note reports an attempt to collect 
data for establishing norms for Primary One pupils. 
Primary One pupils, at the time of testing, were in 
the age range between 6 years: 4 months and 7 
years: 10 months. 

The Instruments 

The instruments were chosen after due considera- 
tion of their reported validity and reliability and 
the children's maturity level, concentration span 
and endurance limit. A review panel scrutinized 
the items of the instruments with the view of mo- 
difying them where necessary to suit the local 
context. 

Slosson Intelligence Test (SIT) 

This is a screening intelligence test for the indivi- 
dual, specifically designed for teachers, principals, 
guidance counsellors, psychologists, psychometri- 
cians, social workers, and other responsible persons 
who often need to evaluate an individual's mental 
ability. The median correlations with the Stanford 
Binet Intelligence Test (SBIT) and Wechsler Intelli- 
gence Scale for Children (WISC) are .90 and .75 
respectively. For this study 55 items for the age 
group 4 years: O months to 12 years: O months 
were administered. The original sequence of the 
items was retained. 

Raven's Standard Progressive Matrices (SPM) 

This is a widely used and intensively researched 
non-verbal test of mental ability. High test-retest 
reliabilities (.80 and above) have been reported. 
Correlations with Wechsler and Binet scales range 
from .54 to .86 and correlations with scholastic 
achievement some time after its administration 

were reported to be ranging up to .70. As this test 
is purported to be culture-fair, no modifications 
were made; it was administered in its original form. 

Slosson's Oral Reading Test (SORT) 

The Oral Reading Test comprises word lists based 
on standard readers used in American schools. A 
correlation of .96 was obtained with the Standard- 
ized Oral Reading Paragraphs by William S. Gray. 
The first 120 words of the  200 in the original test 
were used for this study. 

Gates - MacGinitie Reading Test, Readiness 
Skills. Subtest 1 - Listening Comprehension 

The test was normed on a sample of 4500 children 
in the USA. The median discrimination index for 
the items in the Listening Comprehension Subtest 
was .72 and the KR20 coefficient was .72. As many 
as the original 20 items showed cultural elements, 
10 items which seemed to have little cultural bias 
were used after slight modifications. 

Banham's Maturity Level for School Entrance and 
Reading Readiness: Individual Record Checklist 

The checklist consists of 25 items on five aspects of 
maturity. The validity of this instrument was 
evaluated by the contrast groups method. Signifi- 
cant differences were reported between the maturity 
scores of high and low groups in grades K and 1. 
Coefficients of stability were .53 for Grade K and 
.69 for Grade 1. After slight modifications in the 
wording of some items, all items were used. 

The Sample 

The sample consisted of 209 pupils (106 boys and 
103 girls) in the Primary One classes. This sample 
was drawn on a stratified random basis by a two- 
stage process. Stratification was first done accord- 
ing to the type of schools (i.e. Government Schools 

'Peter Khor Sinn Yeou, Peter Lam Tit Loong, Elena Lui, Dr Soh Kay 
Cheng, Esrher Tan and Katherine Yip. The guidance of Dr Tan Wee Kiat is 
acknowledged. 
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MEANS, STANDARD DEVIATIONS AND MEDIANS 

Test 
items I 
used 

Slosson's Intelligence 1 55 
Test 

Standard Progressive 
Matrices l 60 

Slosson's Oral Reading 120 
Test 

Banham Maturity 
Checklist 1 25 

Gates-MacGinitic 
Listening Compre- 
hension Test 

Whole Sample (N = 209) 

10 ' 

Skewness 
Mean SD Median Index 

Boys (N = 106) 

" All F-values are not satistically significant (p > .Cl) for mean comparison between Boys and Girls 

Mean SD Median ' Mean SD Median ' 

or Government-Aided Schools). In line with the 90 minutes, a break was given at an appropriate 
policy of a unified education system, schools of the time so that the child's performance would not be 
English Stream were chosen. Sixteen schools were affected by fatigue. The form teacher of the child 
drawn at random from 164 Government Primary tested was requested to complete the Banham 
Schools, two from 19 Government-Aided Schools Maturity Checklist based on her observation of 
and one from 10 Government-Aided Full Schools. the child's behaviour in class. 
One Government school declined to participate 

Girls (N = 103) 

in the study. From these selected 18 ;choob, a 
random process was used to select pupils from 

F-value* 

1.74 13.8 6.9 12.75 

* - 
Primary One classes to make up the required Using the raw scores obtained by the 209 Primary 
number of boys and girls. One pupils, two types of derived scores have been 

generated by the computer. These are the percen- 

15.1 7.3 14.3 

Data Collection 

Data collection extended over a period of several 
months and to ensure a high degree of consistency 
in the testing procedure only the staff of the Depart- 
ment of Educational Testing, Guidance and Coun- 
selling were involved. Before data collection, a 
briefing session was organized to standardize the 
procedure of administering the tests. After the first 
week of testing, testers met to provide feedback to 
the group to consolidate the testing procedure. 

Each child selected for the testing was given the 
tests individually in a reasonably quiet room with 
little distraction. Recording of the responses was 
done inconspicuously so as not to arouse unneces- 
sary anxiety in the child. As the testing took about 

tile rank and T-score. These norms will be useful 
for research and administrative purposes in place 
of the American and British norms in the original 
version of the tests. 

The table shows the means, standard deviations 
and medians for the five tests. It should be noted 
that there are no significant differences (p > .01) 
between boys and girls and hence the norms for 
the sample as a whole can be used for either sex. It 
has also been observed that, as indicated by the 
skewness indices, the Slosson's Intelligence Test, 
the Standard Progressive Matrices and the Slosson's 
Oral Reading Test, have positively skewed distrib- 
utions, whereas the Banham Maturity Checklist 
and Gates-MacGinitie Listening Comprehension 
tests have negatively skewed distributions. U 
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BOOK REVIEWS 

Educational Research Environments in the 
Developing World 
Sheldon Shaeffer and John A. Nkinyangi, eds 
Ottawa, Canada: International Development Research Centre, 1983 

288 PP 

Reviewed by Philip G. Altbach 

The development of the capability for educational 
research is a complex matter. The nature of the 
educational research undertaken and the dissemina- 
tion and use of that research is just as complicated. 
Add on the variables of nations with multiple eco- 
nomic and social problems and a limited cadre of 
highly educated manpower and the issues become 
incredibly murky. For these reasons, Educational 
Research Environments in the Developing World is a 
particularly valuable volume. It provides a p i d e  
not only to the research situation in education in a 
number of key Third World nations but also in- 
cludes an essay that seeks to make sense of the 
various aspects of research development and use in 
the field of education. The book is important to 
researchers and policy makers in the Third World 
and also to those responsible for providing exter- 
nal assistance in the industrialized nations. The 
book raises many questions and answers a few of 
them. But at least the issues are discussed in the 
context of specific national situations. 

This volume includes an excellent introductory 
essay by Sheldon Shaeffer that  laces the develop- 
ment of educational research in an analytic frame- 
work and discusses most of the key aspects, inclu- 
ding the capacity for research on education, pro- 
blems of dissemination, the research climate, differ- 
ing educational systems, the competency of re- 
searchers and the like. The rest of the book is 
taken up with a series of case studies of educational 
research in the following countries: Colombia, 
Mexico, Caribbean, Thailand, Jordan, Kenya, 
Uganda, Mali and Senegal. Each of these country 
studies is written by a scholar from that country, 

sometimes with the collaboration of a foreign aca- 
demic. The essays deal with common ~roblems 
and issues and are pided, in a general way, by the 
issues raised in Shaeffer's introductory essay. 
Thus, the case studies are nicely complementary 
and permit the reader not only to learn about the 
countries discussed, but also to reflect compara- 
tively on common problems facing educational re- 
search in a number of Third World contexts. 

There are a number of issues that are identified 
by this volume, indicating problems faced by edu- 
cational research in most Third World nations. 
The issue of the use and dissemination of research 
is common everywhere. In the Third World, there 
is a dearth of journals and other outlets for publish- 
ing research and as a result dissemination is quite 
difficult. It is particularly difficult to ensure that 
research will reach a wide scholarly public not 
only within the country in which the research is 
carried out but also elsewhere in the region and 
internationally. A number of the case studies men- 
tion dissemination as an important problem and 
several note that the situation has become worse 
rather than better in recent years. Political pro- 
blems (as between Kenya and Tanzania, for exam- 
ple), endemic economic problems and other factors 
have made dissemination and communication in- 
creasingly difficult. Without established means of 
disseminating knowledge, it is difficult to quickly 
get information into the hands of the relevant 
groups. While it is often claimed that journals are 
not read by those with decision-making power, 
they at least provide the basic means to get know- 
ledge to a relevant audience. 
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One is struck by the continuing impact of the 
industrialized nations on Third World educational 
research. In a number of countries, the research 
community remains dominated by expatriates 
(mainly from the "North"). In others, scholars 
from universities in the West are significantly in- 
volved in educational research. Just as important, 
Western funding agencies are frequently involved 
in Third World educational research. A number of 
the essays argue that this very significant foreign 
involvement in research has skewed the topics of 
research and has oriented the research toward the 
interests of the industrialized nations. None of the 
contributors argues that this involvement is evi- 
dence of a Western "plot" to subvert Third World 
educational systems, but they do recognize the 
inevitable results of foreign participation, and in 
some cases domination, of research. A few authors 
argue that the stress on large-scale quantitative re- 
search is a result of Western influence and that 
smaller scale research may be more appropriate. 
Most agree that the current situation is not desir- 
able but few have any blueprint for changing it. 

The variations in research capability, the research 
environment and research orientations among the 
countries considered in this volume are striking. A 
few nations, such as Mali and even Senegal, have 
very small research operations and even these are 
dominated by foreigners (in this case French expa- 
triates). Some, like Kenya and Mexico, have very 
considerable research capabilities and have amassed 
a good deal of research data on many aspects of edu- 
cation. In both Mexico and Colombia, there seems 
to be relatively little involvement by foreign re- 
search scholars. The volume has no concluding 
chapter, perhaps a good idea since making general- 
izations about these countries will be quite difficult. 

Most of the essays deal with the research environ- 
ment in their countries. This environment differs 
considerably from nation to nation. In Kenya, 
there has been a willingness to permit foreign re- 
searchers to have access to data and this has had an 
impact on the nature of research - and it has gene- 
rated a good deal of methodologically sophisticated 
social science-based research on education, with 
considerable funding from Western agencies. The 

political problems of Uganda during the past two 
decades have meant a virtual disappearance of re- 
search on education - and of course very significant 
damage to the university and to the educational sys- 
tem. In Mali, the poverty of the country and the 
lack of trained personnel to do research or even to 
interpret research results has meant that a very 
limited amount of research has been done. Senegal, 
with a larger research community, has the pro- 
blem of domination by French expatriates, acade- 
mic norms and even books. Mexico seems to have 
a large, well organized research apparatus with rea- 
sonable access to policy makers. A country like 
Jordan, with a small population and fairly new 
higher education facilities, has not unexpectedly had 
problems in developing research capabilities. 

The key issue of the use made of research results 
is not addressed in a clear way in this volume. The 
concern is with research environments, but once 
the environment is created, the research has to be 
used. "Use" is often seen to include only the 
immediate policy ramifications of research, and of 
course this is important. But the long term implica- 
tions of research may also be quite important. Re- 
search gradually builds up a store of knowledge 
that can inform policy or create a climate for 
change. It is frequently necessary to have a basic 
receptivity toward the use of knowledge for policy 
and this can be helped by a range of research o p  
tions. In education, as in the other social sciences, 
a single research result may not be reliable and 
policy makers as well as the academic community 
need a range of ideas. Thus, even the issue of the 
use of research tends to be complicated and not a 
simple unidimensional relationship between a parti- 
cular research result and a policy decision. 

Sheldon Shaeffer and John Nkinyangi have pro- 
vided a thoughtful and variegated consideration of 
the nature, role, and environment for educational 
research in a number of Third World nations. 
They have also provided a way of thinking about 
the nature and usefulness of educational research. 
This volume is, therefore, a particularly valuable 
contribution and should be carefully read not only 
by policy makers but also by those funding research 
and those carrying out the research. 
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Timely Voices: English Teaching in the Eighties 
Roslyn Arnold, ed 

m Melbourne: Oxford University Press, 1983 

227 PP 

Reviewed by Dudley de Souza 

This highly readable collection of essays by aca- 
demics involved in language and literature teach- 
ing in Britain, Canada, Australia and the United 
States, provides a stimulating insight into a range 
of issues connected with contemporary English 
teaching. 

The aim behind the volume is announced quite 
candidly in the opening pages: 

This book attempts to provide some in- 
sights into the extremely complex nature 
of teaching English in contemporary class- 
rooms. It does not attempt to cover the 
whole spectrum but to pin-point, through 
its points of view and examples, fruitful 
areas for further analysis for consideration 
in the development of worthwhile class- 
room experiences. (Introduction, p.i.) 

Comprehensiveness of coverage is certainly not 
what the editor has been striving for. No  227- 
page volume on English teaching can hope to 
come anywhere near completeness of coverage - 
but this by no means detracts from the distinctive 
value of this compilation. 

There is, nevertheless, a good range of distinctive 
contributions, ensuring that the reader is provided 
with a varied perspective of the English teaching 
scene in developed countries. The contributions 
range from Robert E. Shafer's "Pushing the Pen- 
dulum: New Perspectives for Teacher Education 
in the Eighties" to Roslyn Arnold's study of chil- 
dren's writing entitled "How to Make the Audi- 
ence Clap: Children's Writing and Self-esteem". 

Perhaps a sampling of some of the more relevant 
offerings in this mixed platter may be of help to 
the reader. 

Margaret Gill's account of "Three Teachers: De- 
fining English in the Classroom" provides a fresh 

and instructive insight into the realities of class- 
room practice and the variety of influences bearing 
upon it. The conclusion that she comes to - that 
teachers need sufficient professional competence 
to develop their own curriculum - will seem to 
have less than immediate bearing upon the local 
context. Nevertheless, although centralization has 
made it somewhat academic to think in terms of 
school teachers being in a position to develop their 
own curriculum, the trends - of late - seem to be 
in the direction of more individualized instruction. 
But realities are realities, and Margaret Gill's Aus- 
tralian context comes up sharply in the assertive- 
ness of this kind of action - which will seem well- 
nigh impossible in the local context. Describing 
one of the teachers in her case study, she observes 
that: 

His solution is to design a new English lit- 
erature syllabus, in which the responsibility 
for the choice of texts, and for the student's 
assessment, is located with teachers, and 
not with external examination boards. (p.94) 

Whether the possibility of this occurring here is 
desirable or not is, of course, another question. A 
number of implications revolving around the decen- 
tralization of the school system will have to be scru- 
tinized closely. 

Bruce Bennett's contribution entitled "The 
Necessity of Metaphor" may mislead one into 
thinking that it is another of those brain-spraining 
exercises in semiotics, but the essay is a lucidly 
written, carefully constructed argument for an im- 
portant and clearly demarcated place for the teach- 
ing of metaphor. The question he poses will be as 
applicable to the teacher of English in Singapore as 
to the teacher in Australia, Canada, Britain or the 
United States. This is the question he focuses on: 
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If metaphor is the crucible of the imagina- 
tion, how should we, as teachers of English, 
the Sciences and Social Sciences treat it? 

One option, he says, is to ignore the figurative lan- 
guage swarming all around us (through the media, 
etc.) and to  go on educating students "towards a 
literal-minded truthfulness and reasonableness". 
The obverse will be to teach metaphor directly - 
as in the old rhetorical tradition. Bennett, how- 
ever, prudently opts for another approach: the tact- 
ful, indirect one. It is an approach that he seems to 
have adopted for his essay and the reader cannot 
but agree with the convincing and tactful case he 
has made. 

In the context of Singapore, the ultimate argu- 
ment for the nourishing of the metaphoric imagina- 
tion will be one that appeals to the pragmatic and 
commonsensical mentality. Bruce Bennett, who 
has spent some time in Singapore on a visiting fel- 
lowship at the then University of Singapore (Bukit 
Timah Campus), provides the appropriate ratio- 
nale: 

But the potential inventiveness of the 
metaphoric imagination, its capacity for per- 
ceiving and making new connections, for 
solving problems, must be stressed again 
and again in the face of a social order 
which seeks its solace in conformity. (p.34) 

If innovation and creativity are cherished values 
then some genuflection in the direction of the meta- 
phoric imagination will have to be made since, in 
the course of his essay, Bennett has shown us how 
some of the major scientific discoveries of the cen- 
tury were dependent on leaps of the metaphoric 
imagination. 

From the pen of one of the better-known figures 
in English teaching is the piece entitled "Excerpts 
from an Educator's Notebook" by James Moffett 
author of Teaching the Universe of Discourse, a jus- 
tifiably popular work in the United States. Moffett 
is, as the note on the contributors goes, "one of 
the most original thinkers in the theory and prac- 
tice of English teaching". His contribution to  

Timely Voices is in the form of fairly personal reflec- 
tions on a number of tenuously related topics like 
the connection between counting and narration, 
the psychology of the "terrible twos of junior 
highH, semantic pondering on language, reality 
and the role of literature. . . The range is wide and 
the style refreshingly different. Here is a typical 
example of the kind of flashing insight Moffett's 
style so aptly conveys: 

. . . most so-called breakthroughs in think- 
ing are really cases of unthinking something 
that was not so. Language never appears so 
effective as when undoing its own mischief 
-. (p.120) 

If only intellectual modesty happened to be as 
popular as conferences and seminars then many 
pseudo-profundities will never have seen the light 
of day! And the environment will be much healthier ' 
for the intellect. Which is why, I think, Moffett I 
deserves to be even better known. 1 

The compilation includes a piece on the teaching 
of reading, another on teacher education, one on 
curriculum change in New South Wales, and it i 
ends with a piece on "English as a World Lan- 
guage - Right Out There in the Playground". 
The hallmark of the compilation appears to be 
variety - the presentation of a cross-section of 
issues from people who are most concerned. 

Despite the fact that the volume does not at- 
tempt to follow through specific themes and sys- 
tematically extricate the thorny undergrowth there 
is a sense in which such a volume can help im- 
mensely. In the context of Singapore, it can, un- 
doubtedly, help illumine some of the problems 
that confront the teacher almost daily. Although 
no easy solutions are proffered, the teacher can 
benefit through seeing how these problems are con- 
fronted. in another context; on another level one 
can only conjecture about the benefits that can be 
derived out of the examples of concern that these 
educationists evince in the detailed accounts they 
present of their case studies. Who knows, a volume 
like this can be made prescribed reading for teachers 
working on projects in the area of language and 
literature. 
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Alternative Perspectives on School Improvement 
/ David Hopkins and Marvin Wideen 
. London and New York: The Falrner Press, 1984 
1 212 pp 
l 

I Reviewed by Jarnes Davies 

This is a challenging and exciting book. Its message 
is not unique but it is sufficiently novel to demand 
study. Many of the themes given prominence in this 
text already find an echo in IE's activities. Thus, 
we read that the onus for much of the change that 
is necessary lies with the principal of the school. 
Our own new Diploma in Educational Administra- 
tion intended for the preparation of just those top 
level leaders in schools who are prospective princi- 
pals and vice-principals has fully acknowledged this. 
The teacher as researcher, a theme of constant and 
growing importance at IE, is not only emphasized 
in this work but coupled with the previous point: 
the principal as both researcher and leader of his 
research team of teachers. In the past, the roles of 
research and evaluation have most frequently been 
seen as outside "objective" activities, conducted by 
agencies, whereas throughout this work, as indeed 
within IE itself, there is a growing emphasis on a 
much different type of activity coming under the 
aegis of evaluation and research. Here, research is 
regarded as an activity carried out much closer to 
the school and classroom and it is well recognized 
that such an activity is much more likely to galva- 
nize school improvement than the "outside" efforts 
of the past. 

The need for awareness, the need to support and 
facilitate but not control complexity and the need 
for diversity are the four themes on which this 
monograph is based in an effort to draw implica- 
tions for school improvement. These themes are 
explored at the level of the classroom, school and 
supporting agencies with an emphasis on examining 
current practice, exploring alternatives and pro- 
posing action plans. The need for collaboration 
and joint planning are emphasized where the 

culture of the school, the needs of the system and 
the potential of the teacher coalesce in the search 
for better schools. 

Again and again, the recognition that the school 
is the essential unit of change in the educational 
system is emphasized. Within the school itself indi- 
vidual responses to complex societal situations are 
seen as crucial to the regeneration and reconceptual- 
ization of teaching and learning strategies. 

The norms of contemporary western educational 
thought which value control, efficiency, ~redict- 
ability and accountability above everything are 
called into question as are by implication the 
certainties and ~redictability characteristic of the 
attitude to life which this breeds. Nevertheless, this 
root-and-branch condemnation must be tempered 
with at least a degree of caution. Is there nothing 
to be said for the old ways? Can social life go on 
without some, albeit assumed, "certainties"? 

Under the current "top-down" approaches to 
curriculum implementation/prevalent learning 
modes, a student is subjected to a curriculum in 
order to meet some pre-specified objective. The 
approach stressed in this work is that students inter- 
act with the curriculum in order to extract some 
subjective meaning from it, in an attempt to 
broaden or deepen their intellectual perspective 
which may or may not be amenable to pre-specifi- 
cation. In summarizing this Stenhouse points out 
that "education as induction into knowledge is 
successful to the extent that it makes the behav- 
ioural outcomes of the students unpredictable." 
One must ask if this is entirely true. Surely this 
requires considerable qualification if not a com- 
plete change of emphasis. However, it would be 
difficult to disagree that what has been devalued or 



even ignored in much of modern educational think- 
ing is the human element. The creativity and 
uniqueness which belong to us all certainly need 
to be incorporated within the ambit of school 
improvement strategies and theories. This is the 
undoubted strength of the alternative strategy 
proposed. 

The work is divided into four main sections each 
of which contains three or four chapters by differ- 
ent authors. 

Section one is concerned with the-Concept of 
School Improvement in which Hopkins sketches 
out the territory and articulates the alternative 
perspective offered. Schmuck takes as his focus the 
concept of the autonomous school providing an 
ideal model for comparative purposes. Eckholm 
adds reality to these largely theoretical articles by 
reviewing the experience of a number of school 
improvement efforts in Sweden. 

Section two concentrates on the Actors. Rudduck 
argues that school improvement cannot effectively 
occur without the involvement of students. Many 
innovations have failed because students have not 
internalized the meaning of a specific change and it 
is important therefore to consider the students' 
perspective when initiating school improvement 
efforts. The teacher taking a critical approach to 

his own efforts and the developing of new teaching 
skills by teachers training each other and assuming 
collective responsibility for their own professional 
development are ideas propounded by Stenhouse 
in the first instance and by Joyce and Showers 
jointly in the second. Fullan then highlights the 
role of the principal. 

Section three entitled Perspectives on Change is 
concerned with different ways of improving 
schools. Aoki provides a rationale for the alterna- 
tive approach to school improvement taken in the 
work. Eltis deals with the continuing education of 
teachers. School based reviews are recognized as - 

an important aspect of school improvement and 
Robinson analyses the process. Runkel describes 
organizational development as a "self-help" stra- 
tegy for change. 

Finally, in A Call for Action the authors take the 
themes implicit in the book, draw them together 
and consider how they can be made manifest in 
schools and local situations. Runkel deals with 
increasing our adaptability whilst Wideen and 
Andrews take a practical approach by developing 
some of the underlying themes and issues in the 
book into straightforward principles that can guide 
school improvement efforts in local settings. W 
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