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GUEST EDITORIAL 

The More We ERA Together. . . 
Tan Wee Kiat 

Contributions to the educational research scene in 
Singapore in the main come from institutions such as 
the Ministry of Education, the National University 
of Singapore and the Institute of Education. In ad- 
dition there are several organizations which also 
have an interest in the research, development and 
dissemination of educational matters. Among these 
are: the Singapore Educational Administration 
Society, the Science Teachers Association of Singa- 
pore and the Society for Reading and Literacy. 

By and large these organizations work indepen- 
dently even though Singapore is a small country 
with excellent communication facilities internally 
and internationally. (The Science Teachers Associa- 
tion of Singapore, for example, has held its own for 
the last twenty years and shows every sign of sustain- 
ing its growth.) With the birth and registration of 
the Educational Research Association (ERA) it is 
possible that this year (1986) will be seen as the begin- 
ning of a new era in educational cooperation. The 
objectives of ERA are as follows. 

To promote the practice and utilization of 
educational research in Singapore, particularly 
in the schools, with a view to enhancing the 
quality of education in Singapore. 
To improve training and facilities for educa- 
tional research personnel in order that their 
expertise can be used for educational improve- 
ment. 
To promote critical discussion of problems, 
methods, presentation and use of educational 
research. 
To disseminate educational research findings 
both to the education and wider community 
via journals, newsletters, conferences, work- 
shops etc. 
To facilitate closer ties with the international 
research community. 

In trying to meet these objectives, ERA will 
provide support for school-based research 
programmes; 
publish the results of pertinent and significant 
investigations and practices in Singapore 
education; 
sponsor workshops, conferences, and provide 
such training facilities for educational re- 
searchers as may be appropriate and feasible; 
and 
disseminate knowledge helpful in the solution 
of educational problems and act as a clearing- 
house for research information. 

What is the extent of the challenge faced by ERA? 
An earlier editorial in this journal (Vol. 6, No. 2, 
1984) makes the blunt statement: 

A deep chasm exists between the educational 
research community and the educational prac- 
titioners. There has been much talk about the 
need to bridge the chasm so that practitioners 
may have access to  the research wisdom gen- 
erated to help inform and improve practice. 

Can ERA bridge this chasm? Will it be to Singa- 
pore what the AERA is to the American educational 
research community? Will the 1986 formation of 
ERA in Singapore be the beginning of a new era for 
cooperation in educational research, development, 
dissemination and evaluation in Singapore? Only 
time can tell. 

In the meantime this journal must continue its 
good work of trying to bridge the gaps between 
(and within) groups of researchers and practitioners. 
In this issue there are two articles dealing with the 
problems of language acquisition. The topic of 'lan- 
guage teaching and learning must continue to  be a 
major area of interest, especially in a country which 
is as small as Singapore and which operates with 
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four official languages (English, Chinese, Malay and 
Tamil). Marie Clay's article "Beginning Literacy 
in Two Languages", though it describes the New 
Zealand situation, has many lessons for both practi- 
tioners and researchers. Her advice is that in teaching 
a child to read, to write or to speak we need to capi- 
talize on the child's own prior knowledge and ex- 
periences. Claudia Sullivan's article "Influencing 
Change in Language Teaching Strategies Through 
School Based on In-service Training" is an account of 
the development of a project to wean Singapore 
teachers of Primary 1 and 2 children away from 
rigidly structured and compartmentalized language 
teaching strategies. The aim is towards the integration 
of oral and written language learning, using the 
recommended Language Experience and Shared 
Book Approaches. She shares her experience on the 
strategy of selecting and training key teachers as 
"multipliers" to conduct school-based workshops 
for other teachers. 

In "Some Guideline Proposals for Teacher Educa- 
tion" Glen Evans surveys the Australian scene and 
advocates working towards a conceptualization and 
definition of teacher competence. He also feels that 
the development of teacher competence should be 
the aim of teacher education. Tay-Koay's contribu- 
tion "Additional Selection Criteria" looks at the 

more basic step of teacher-trainee recruitment pro- 
cedures, focusing on the need to develop valid and 
reliable methods of selecting potentially-competent 
teachers. She recommends that the indicators of 
teacher effectiveness be broadened to include the per- 
formance of the teachers after their graduation and 
emplacement as teachers. 

In contrast the articles "On Coping with the 
Stresses of Teaching" by Esther Tan and "A 
Comparative Analysis of the Personality Profiles 
of Teacher Trainees in Malaysia and Singapore" 
by Tay-Koay remind us of the fact that teachers 
are, after all, human beings and hence subject to the 
strains and stresses of daily life. Fortunately, Esther 
Tan's study on 160 teachers indicates that while 
they experience stress the majority of them are 
coping well and using positive coping skills. 

With all these articles, book reviews and sum- 
maries of local research studies this edition of the 
journal has played its part in helping to realize one 
of the aims of ERA, which is "to promote the 
practice and utilization of educational research in 
Singapore". What part will you and I play? Perhaps 
the answer lies in the line that comes after the title 
of this editorial: 

The more we ERA together 
The better we will be. 
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Beginning Literacy in Two Languages* 

Marie M. Clay 

In many parts of the world bilingual situations 
present unsolved problems for education and for 
the teaching of reading and writing in particular. 
All questions we have about literacy instruction 
are raised to another level of complexity when 
children are faced with learning their mother 
tongue and one, or even two, more languages. 
However when a society is clear about its language 
policies then the problems of teaching children to 
read in the mother tongue and in another language 
can be faced and solutions worked out. 

The most consistent advice available in the litera- 
ture today is for parents of a language group to use 
their own language with their preschool children 
so that they enter school with good control of their 
first language. This provides a sound foundation 
for education. Of course schools then have some 
consequential challenges to face. The second re- 
commendation commonly implemented today 
is to have children learn to read in their mother 
tongue while they are learning to speak the second 
language. They begin to read that second language 
after a year or two. This recommendation may be 
incompatible with the complex language situation 
in Singapore and serves to point out clearly that 
every language situation is different. There are no 
ready-made solutions to the particular language 
situations that are found in different societies. Singa- 
pore has a good record of funding research which 
asks questions about what works well in its schools. 
As there is no overseas expert who can bring the 
essential solution to Singaporean questions, efforts 
in problem-solving will have to be continued to 
find the solutions for the schools. An outsider can 
only suggest options. 

The two themes of this paper will be that children 
need to hear and use the languages they are learn- 
ing to read and write and secondly that we should 
enlist the power-to-learn that children bring to 
school and let them relate what they already know 

to our lessons. We should not destroy the whole- 
ness of the real understanding that young children 
have about the world they live in by an unnecessary 
emphasis on detail, on correctness, on separate bits 
of knowledge or skill which they cannot'relate to 
anything they already know. In speaking to these 
points some emphases in research today will be 
referred to by illustration rather than reporting 
the research itself. 

Undoubtedly Singapore will already have its 
established reading, writing and oral language pro- 
grammes but there may be some activities which 
can be included in these programmes and which 
may not yet be. For this time from other activities 
may have to be borrowed but those established 
practices need not necessarily be given up. The 
activities apply to children learning to read and 
write 

in their mother tongue 
or another language 
or even in two languages at once. 

Three Bilingual Children - Illustrative 
Cases 

Eruera Stirling, a New Zealand Maori 

To set the scene let us consider the case of an 
eminent Maori elder who recently died in Auck- 
land at the age of 80 years. He had a Maori mother 
and a European father, and, as was the custom, he 
was sent to live with his grandparents for most of 
his preschool years. He told his autobiography to 
Anne Salmond, an anthropologist, who was tak- 
ing down an oral history of his life: 

"This article is based on the Third Ruth Wong Memorial Lecture deli- 
vered at the National University of Singapore, 14 March 1986. 
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When I arrived at the home of my father 
and mother, I wasn't happy with the 
pakeha (white man's) way. Our father was 
(a white man) a builder and he had built a 
big home for us with a piano and every- 
thing, but I missed our little nikau hut in 
the bush. I couldn't speak any English, 
and when my father spoke English to 
my brothers, I didn't know what he was 
saying. Every time he spoke to me, my 
brothers had to tell me what he wanted . . . 

The first day I went to school at Rau- 
kikore, I wasn't interested in the other 
children and their games. I walked away 
from school into the paddocks and I was 
talking to the seagulls and the sparrows in 
Maori. Those were the sounds of my young 
days, the singing of the birds and the noises 
of the bush. In those days though, if 
anybody was found speaking the Maori 
language at school they'd get a hiding for 
it, and on my first day at school I was taken 
inside and the teacher gave me a warning. I 
didn't know what he was talking about so 
they had to get my brother Tai, and Tai 
told me not to talk Maori at school any 
more. The trouble was, I couldn't speak 
anything else and school life was not very 
happy for me at the start. I kept away from 
the other children, I wasn't interested in 
playmates and I got worse and worse, my 
mind kept going back to that other life and 
I didn't like school - I was more interested 

, in the past. 
Pretty nearly every day I'd get a hiding, 

and one morning I got so wild I refused to 
come into the classroom, I stayed outside 
talking Maori to the birds. They had to 
come and get me, and the master gave me a 
very strong thrashing. The marks showed 
on my hands and feet, and I cried and cried 
and cried! 

When I arrived home my mother . . . 
cried too. My father.. . looked at the marks 
on my hands and feet and he was wild. He 
said to Mum, 'I am not going to work 
tomorrow, I'm going to see that head- 
master!' 

The next morning Dad took me to 
school, and when the bell rang Dad went 
over to Mr. Mulhern, the headmaster. 
'Don't you ever give my son the strap again, 
you bloody Irishman! If you touch him 

again I'll give you a hiding - you leave 
him alone!' 

They had a few words about it but after 
a while they calmed down, and Dad said, 
'This son of mine is the only one in the 
whole school who has been through the 
channel with the old people, in the real 
Maori way. You've got to give him time to 
pick up, I don't want you to punish him 
again; their way is different and you have 
to help him and be good to him,. . . 

The next day when I went to school, 
Mr. Mulhern's daughter Kathleen came - 
to me and took me away, we had a little 
room to  ourselves and she started to give 
me special lessons. I didn't like her at first, 
but she kept on with it and gave me a pencil, 
and started to point out the writing to me, 
and in the end I listened to her. She taught 
me the a b c at our little table and she was 
nice. Within a few weeks I was really inte- 
rested in schoolwork, and when I went 
home after school I'd get out my books and 
sit in the corner of our house and study.. . 

I kept on with school.. . and when 
they had the test at school, they found I 
was progressing quicker than the other 
children. . . I had this belief that my work 
with the old people was helping me with 
my studies, and when we started reading 
our books on Maori history, I looked at 
those histories and I thought, I've got a 
more important history behind me than 
anything written in these books. 

(Salmond) 

This extract makes us think of languages and 
beginning school and the problem of understanding 
what is going on in the classroom. We are impressed 
with the sense of being educated and the feeling of 
power over language that Eruera remembered 
from his youth. 

Richard Rodrigua, a Spanish-American ~ 
l 

Let us take another example, this time a Spanish- 
speaking child trying to learn to read in English. 
It comes from an autobiography called Hunger of 
Memory: 

I needed to look up whole paragraphs of 
words in a dictionary. Lines of type were 
dizzying, the eye having to move slowly 
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across the page, then down, and across . . . 
The sentences of the first books I read were 
coolly impersonal. Toned hard. What most 
bothered me, however, was the isolation 
reading required. T o  console myself for the 
loneliness I'd feel when I read, I tried read- 
ing in a very soft voice. Until: "Who is 
doing all that talking to his neighbor?" 
Shortly after, remedial reading classes were 
arranged for me with a very old nun. 

At the end of each school day, for nearly 
six months, I would meet with her in the 
tiny room that served as the school's library 
but was actually only a storeroom for used 
textbooks and a vast collection of ILTational 
Geographics. Everything about our sessions 
pleased me: the smallness of the room; the 
noise of the janitor's broom hitting the edge 
of the long hallway outside the door; the 
green of the sun lighting the wall; and the 
old woman's face blurred white with a 
beard. Most of the time we took turns. I 
began with my elementary text. Sentences 
of astonishing simplicity seemed to me life- 
less and drab: "The boys ran from the rain 
. . . She wanted to sing. . . The kite rose in 
the blue." Then the old nun would read 
from her favorite books, usually biogra- 
phies of early American Playfully 
she ran through complex sentences calling 
the words alive with her voice, making it 
seem that the author somehow was speak- 
ing directly to me. I smiled just to listen to 
her. I sat there and sensed for the very first 
time some possibility of fellowship between 
a reader and a writer. . . 

One day the nun concluded a session 
by asking me why I was so reluctant to 
read by myself. I tried to explain; said some- 
thing about the way written words made 
me feel all alone . . . as if I spoke to myself 
in a room just emptied of furniture.. . she 
replied that I had nothing to fear. Didn't I 
realize that reading would open up whole 
new worlds? A book could open doors for 
me .  . . I listened with respect. But her 
words were not influential. I was thinking 
then of another consequence of literacy, 
one I was too shy to admit but nonetheless 
trusted. Books were going to make me 
educated. That confidence enabled me, 
several months later, to overcome my fear 
of the silence. 

(Rodriguez, 1984) 

Both Rodriguez and Stirling learned a great deal 
from teachers who gave them individual teaching 
at school but only a few bilingual children can have 
those opportunities. It might be interesting for 
teachers in bilingual programmes and particularly 
for teachers-in-training to read biographies of bilin- 
gual childhoods. Perhaps students in training 
would find the taking of oral histories about learn- 
ing to be literate a sensitizing experience. 

Tomai, a Polynesian boy 

Finally let us look at a five year old storyteller. 
Tomai's parents came from the Cook Islands in 
the South Pacific. They probably spoke the Cook 
Island language at home. He had been at school for 
six weeks. Tomai was invited by a Radio NZ inter- 
viewer to retell the story of Goldilocks and The 
Three Bears. Just prior to this in his classroom a 
child had been reprimanded by the teacher for play- 
ing with the electric plugs and suitable explanations 
and warnings had been given. He asked the inter- 
viewer if he could tell 'another story'. Wisely she 
agreed. Listen for this five year old's cautionary tale 
and his attempt to talk about something like artifi- 
cial respiration and the application of oxygen. At 
the end of the story he brings the victim back to 
life and sets him up like new: 

A Cautionary Tale 
One day there was a little boy and there was 
a muwa. And so Muwa was gone shopping. 
And brother he saw a little . . urn a light 
came on. And so he broked it and he so he 
put his hands in the thing and he died and 
he shaked and he died. And Mum come home 
from shopping and as she looked for him 
and she said "Oh! My God! He is died. I'd 
better ring up the police." So she rang up 
the police. And so- the mans came. And so 
they got him. And - they've got a fing to 
carry him and they put him . . and they . . 
and they put the things in. And and they 
put him in the um the hospital and they do 
it. And and he wasn't still up and they and 
they push his leg, squeeze him, squash him, 
and and and he open his eyes like vis and 
he shaked'd again and died. An' you know 
what? He . . his mother came. And and the 
little boy waked up and they'd made his 
hands nice. And they - just cut his hands 
off. And they put a new hands on - and 
they put - cut his head off and they put a 
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new head on and - cut his leg off and they 
put another leg on - a new leg on. And 
then cut in another leg and they put it 
on and and and he was up and when they 
finished and and and they've got some fings 
to put in his mouth - some drink of water 
and sugar in his in his little thing and he 
drinked it and the Muwa gave him some 
milk and he sucked it and he waked up. 

Obviously Tomai has a good sense of story. The 
urge to tell that story breaks through all the barriers 
of his limited control over language. There is a 
wholeness to the encounter - a five year old on 
the way to becoming a more competent five year 
old. His language, his ideas, his level of thinking, 
his limitations of expression, but most of all his 
strengths come together in this creative outpouring 
of what he understood the teacher to say. Where 
did he get the art of the storyteller? 

Little children think differently from adults and 
yet they manage to talk to those adults quite well, 
and in those conversations they develop their 
home language and their understanding of the 
immediate world around them. Developmentally 
the network of connections is from the child, 
through his family experiences and his mother 
tongue to the world of school where he may en- 
counter another language, the language of the 
teacher and of the curriculum. 

Actively Connecting with the School 

It is well accepted in child development today that 
the child's psychological growth is the product of 
his active attempts to make sense of his own expe- 
rience (Kagan, 1971). The child is not passively 
moulded by his environment. Tomai could tell 
stories but (as we shall see later) he could not tell 
the story of Goldilocks and the Three Bears in the 
language of the book. He could tell it very well in 
his own English words. All children have active 
ways of making sense of the world of school when 
they first encounter it. To think about their new 
experiences children use the images from their past 
and they try actively to make sense of the new 
experiences. We can make this searching that the 
child does easier or harder depending on how we 
design our activities at school. 

Usually we break up the curriculum into subjects, 
and the subjects into sections, and the goals for 
the day into particular items to be learned. This is 
spelling, this is writing, now we have reading, and 
maths, and drama, and physical education, social 

studies and nature study or science. Inside the child's 
head the connections are rather closely linked but 
we are always taking our subjects apart and teaching 
them in small pieces. Our curricula and our time- 
tables, our rules to be learned and our teaching 
sequences actually prevent connections being made 
by the child. And the younger the child the less 
he can tolerate this fragmentation and the more 
trouble he has with putting the learning together. 

To guard against such fragmentation we have 
to have some activities which focus many kinds 
of learning around one important topic. The child 
reads, talks, writes, paints, and makes things relating 
to a book shared, a theme for the week, an expedi- 
tion that the class took, or a wall display constructed 
co-operatively. Activities like these put learning, 
which we usually take apart, together again. That 
needs to happen in second language learning, and 
we need to plan to make it happen. What we have 
to learn to think about is how we can get multiple 
payoffs in learning from one activity in our pro- 
gramme. 

How can we get children to actively work on 
learning what we want them to learn? How do 
we get the child to use his prior knowledge in the 
service of new knowledge? How do we get children 
to see connections between aspects of his school 
subjects? We have to have some activities which 
allow the child, learning in his mother tongue or 
another language, to use the knowledge of the world 
which he already has in his head in thateactivity. He 
needs to  write about and hear about the things he 
knows, when he is faced with a second language. 
He needs to read books about and talk about the 
things he already knows in that second language. 
In that way meaningftllness ,is retained. The mean- 
ings that he already understands are reworked in a - 
new medium - another language. 

Writing Down Messages 

The New Zealand literacy programme for all 
children, including the second language Pacific 
Island children like Tomai, has four facets. Firstly 
children are expected to write when they come to 
school and before they have been taught their letters 
or can read. They dictate little texts, sentences 
or stories about their personal experiences to the 
teacher who writes these down and the children 
'read' them back. Soon they are writing some of 
the letters, or even words, for themselves and the 
teacher is helping only when necessary. Before 
very long they are doing some of the writing for 
themselves. Classrooms are a riot of writing and 
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children who can re-read what they have written 
begin to read what others have written. 

The messages are the children's messages, coming 
from their experiences. They may be very short, 
but they are written with care, re-read with pride 
and shared with others. From time to time the 
teacher adds a sample of the child's creative writing 
to the child's folder of work and that provides the 
assessment of progress. The changes in skill in these 
samples of work in the first year can be captured. 
There is much to  learn from them about scripts 
and writing text long before children know any 
words. 

Reading to Children -- Experience with 
Book Language 

A second activity is reading to  children as a first 
step towards them reading to themselves. About 
1978 a little book called On The Way To Reading 
was distributed widely to  parents of preschool 
children in New Zealand. It contained advice like 
this: 

Reading to children can give as much plea- 
sure to  parents as it does to children. 

From the very time your child is big 
enough to  climb on your knee, he will love 
to share books and nursery rhymes with 
you . . . One of the best ways to get children 
interested in reading is t o  read to  them your- 
self from enjoyable-books. Let them handle 
the books..  . 

Look at the pictures in books with 
your child. Talk about them together. Ask 
him questions such as: "What's in the pic- 
ture?", "Where do you think it's going?", 
"Why do you think it's doing that", "What 
do you think it will do next?" 

Children will choose their favourite 
stories to  be read to them over and over 
again. 

When you are reading to your child 
you may try to cheat now and then by 
turning over a couple of-pages at once. It 
doesn't take long before you realise you 
can't do that any more. Instead of you read- 
ing to  your child, he is joining in with you, 
and becoming more and more familiar with 
the story. . . 

You will soon find he returns to his old 
favourites and "reads" them to himself. He  
will look at the pictures, turn the pages and 
repeat the story. 

At first, this "reading" is often simply 
remembering the ideas in the story. The 
child puts these ideas together in his own 
words. This is a very important stage in 
learning to  read. 

By re-telling his favourite stories in his 
own &ay, a child learns many things. He 
finds out how to turn pages and grows used 
to  the language in books. H e  develops his 
memory and learns to concentrate. H e  uses 
and understands more and more words and 
practises the things he has seen you do 
when you have read to  him. 

Some young children may learn to re- 
cognise a few words. However, this is not 
usual before they start school and it should 
not be expected of them. 

(On The Way To Reading, 1978) 

There is much to  be learned about the format and 
the conventions of stories even before the child 
learns any words. 

The text goes on to  explain to parents that 
teachers will share books with children too. 

Many teachers share books in a similar way 
in the classroom. The teacher reads with a 
group of children, rather than with one 
child. She holds the book so that all children 
can see the pictures and words. T o  make 
sure of this, some teachers make large copies 
of books that are favourites, or  that they 
know will become favourites. These often 
have rhymes, o r  repeat words in patterns, 
as in: 

I do not like green eggs and ham, 
I do not like them, Sam-I-am. 

or  
1 meant what I said, 
And I said what I meant. 
An elephant's faithful, 
One hundred percent. 

As the teacher reads aloud the children 
gradually join in, until they are reading 
with her. She will ask questions and encou- 
rage discussion about the book as they go 
along. She'll encourage them to  guess what 
the book's about, what's going to  happen 
next, and what may happen at the end. 
She'll pause now and then to  encourage 
children to predict a word and help them 
check their guesses by getting them to tell 
her how they know. In this way children 
learn and practise many skills. 

(On The Way To Reading, 1978) 
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Shared book experience in classrooms was an 
approach developed by Don Holdaway (1979) in 
the multiethnic inner city schools of Auckland. 
The story-sharing model was at first based on the 
bedtime story model. The teaching conditions that 
he advocated were these: 

Read to the children in school in a way so 
that the print can be seen. Use enlarged 
print for listening and looking at stories 
and participating in all aspects of reading. 
Select some books that are favourites or 
will become favourites. Select simple stories 
without undue concern for vocabulary, 
have plenty of books like 20 for the first 
two weeks. Enlarged books are not all illust- 
rated, nor polished pieces of work. The 
children will return to the trade book for 
their independent reading. . . an emerging 
reader needs a battery of books that he 
can zoom through with joyous familiarity. 
Children not familiar with the syntactic 
patterns, idioms and tunes of English require 
the joyful repetition of a rich literature 
through the ear and across the tongue even 
more than children who have enjoyed this 
experience in their own homes and in their 
own vernacular. . . so that the patterns of a 
book dialect are running through the auto- 
matic language system of the child. 

(Holdaway, 1979) 

In New Zealand schools story books chosen 
according to their difficulty, for their memorable 
quality, high interest and special satisfactions in 
language, are 'enlarged' or 'blown up' into a 'big' 
version with big print that allows every child in a 
reading group to see the detail of letters and words. 
An enlarged text makes it possible for a large group 
of 6-8 children to participate and share in the plea- 
sures of the story being read to them and at the 
same time enjoy a clear view of print detail. The 
children sit in an informal group on the carpet in 
front of the easel with the teacher seated on a small 
chair to one side of the enlarged book. In this way 
all obtain a clear view. 

The materials used for shared book experience 
are continuously and readily available for long 
periods in classrooms so the children are able to 
return frequently to re-read a wide variety of fami- 
liar material in this enlarged form. 

In a recent UNESCO document an official des- 
cription of the New Zealand programme stated 
that it is important for the child learning to read to 

hear books read. Books are not written in the same 
dialect that we use when we talk to one another. 
In the sharing children hear book language: 

The regular and frequent reading to the 
children of attractive story books of high 
literary quality. . . is therefore an impor- 
tant feature of classroom programmes. 

(Leckie, 1983) 

Sharing books with children is an integral part of 
the school's programme. It is central and focal to 
increasing power over language and language varia- 
tions. It is not entertainment. Reading to children 
leads to (I) discussion, (2) re-reading, and (3) inde- 
pendent reading of that book. 

Three development research projects which 
could be used to defend this position will now be 

1 At the preschool level sharing books was 
used in a research study in a Maori preschool in 
Hamilton. Jane Ritchie (1978) compared the pro- 
gress of three groups of children on the Peabody 
Language program and the Distar program with a 
Book Experience program. 

The teacher used questioning techniques to 
ensure that children were actively participating in 
story reading so that the story became a language 
extension experience. 

The f i s t  books were chosen as particularly sui- 
table for developing positive and negative state- 
ments. For example, from The Lion in the Meadow: 

What is the boy doing? 
Can a boy dance? cry? sing? fly? 
Is this boy singing? running? 

Books were chosen because they were good for 
predicting what will happen next: 

Over in the Meadow 
Goodnight Owl 
Just in Time for the King5 Birthday 
My Cat Likes to Htde in Boxes 

Books were chosen because they were suitable for 
'why' questioning, for then you must also have a 
reason for your prediction, which is a step ahead: 

mose Mouse Are You? 
Is This You? 
The Cat m o  Thought He Was a Eger 
Just Suppose 

and so on. 
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Several days were spent in detailed discussion of 
the text and illustrations of the story so that the 
children came to have an inside knowledge of the 
book (and books in general), and a kind of power 
over it, which came from a familiarity that seemed 
to say, 'Now I know all about you. You are my 
servant, not my master.' The story was re-read, 
acted and discussed and listened to through the 
listening post. Multiple copies were available. 
Stories were repeated so they could be kept in the 
memories of the group. 

Children were being trained to link books with 
talking, making jokes, acting roles and all the fun 
of using words effectively and well. Book language 
is different from oral language and children who 
have contact with the language of books will find 
transitions in school easier than those whose lan- 
guage background is exclusively oral. The assessed 
gains of the book sharing programme were as 
great as those from a structured language kit: 

The children in the shared book expe- 
rience programme made just as much 
progress as those who were taught by 
means of the American language develop- 
ment kits. 

(Ritchie, 1978) 

2 The Reading Research Quarterly for the last 
year gives an account of how these ideas have been 
used in a careful piece of research completed 
by Warwick Elley (1983) which tells how a reading 
programme based on shared book experience was 
used with village children in Fiji who were- nine 
and ten years. It increased the oral language scores 
of those children. 

3 Research reports are available of a similar 
programme run on Niue Island in the South Pacific 
and studied by Elley before his Fiji study (1980). 

What Should be Happening 

These are language activities. English is being heard 
in association with pictures. The meanings of lan- 
guage are being clarified by the teacher's questions 
and the children's discussions as meanings have 
pride of place in this activity. Prediction and antici- 
pation are being encouraged as the story is brought 
to a stage of familiarity. In the child's retelling of 
the story the language of the book is being mingled 
with the language of the child, influencing it to 
change. So both oral language and reading are being 
taken care of in this situation. 

A child who has limited control of English partici- 
pates earlier in such language situations when his 
(likely to be) partly wrong responses are drowned 
in the group responses. In New Zealand there are 
no magical qualities attributed to "Big Books". 
They will not teach children to read. Big books 
display book conventions to groups of children, 
clearly. They provide a transitional tool to enhance 
the visual input from print during sharing time. 
They provide opportunities for re-reading in twos 
and threes or at the listening post. Those activities 
are also transitional because the end goal is to have 
the child read the book alone, and to be free to do 
this again and again. Re-reading enriches the initial 
experience. 

Sharing books with children before they try to 
read them makes the task easier. They have some 
idea in their heads of the language that is to be used, 
they have a sense of the ideas and the plot and how 
the story should go (just as Tomai did). Some of the 
strangeness of the book is made familiar. When this 
approach is taken for second language children they 
are able to approach more reading in a holistic way 
-they read text for its meanings. Otherwise, they 
could fall into the trap of believing that reading is 
only a matter of attending to letters and to words. 
Warwick Elley's work in the South Pacific islands 
of Fiji and Niue supports this approach with second 
language children. The idea here is not of a whole 
programme but rather of a second important facet 
of a comprehensive programme. 

Reading Instruction 

A third facet of the programme is the formal read- 
ing lessons, whatever the traditional programme. 
There may have to be some curtailing of these 
lessons to make room for other activities. It is 
important to take into account that the child will 
be doing important learning about reading in his 
writing activities and in shared book experience, in 
oral language and in dramatic play. 

Teacher-Child Talk - A Fourth 
Component 

A learner may make the most surprising links and 
not the ones the teacher had expected. This is to 
be valued; it is a sign of an active mind. The student 
has to learn actively to look for connections, to 
test what he finds against other connections, to 
weigh up the result and to accept or reject the 
solution, searching again if need be. 
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Dialogue between teacher and child is one way 
of helping children to search for connections. Not 
didactic teaching (which tries to put the child on 
the right path by correcting him) but conversation, 
exploring how the child understands a text. 

Dialogue is where the understandinp of the child 
and the teacher meet and connect. Then cultural 
mismatches are revealed. There are wide p l f s  
between what adults understand and what the child 
can make sense of. The gulfs are narrowed when 
the adult tries to see what connections the child is 
making. Joan Tough comments on this: 

The skills that are developed through the 
experiences of participating in dialogue are 
those skills of thinking and using language 
that would seem to provide the very basis 
from which education should proceed. 

(Tough, 1977:76) 

There is a sound rationale here for sharing books 
and talking about the child's view of those books 
or  for allowing time for a conference about a book 
the child has read in which the lead is taken by the 
child reader. For these reasons it is important to 
create contexts in school in which dialogue can 
take place. The formal environment of school 
should be modified to promote a need to communi- 
cate and to give time to conversation. 

Acting and Storytelling - Further 
Bridges to Language Gains 

What occurred in Warwick Elley's research in Fiji 
is analogous to what occurred in the following 
case study. There is an account of learning by 
American kindergarten children written by Vivian 
Paley, called Wally's Stories. It is a delight. Her 
barely articulate children learn to tell stories and 
have their classmates act those stories. The teacher 
helps the children discover more and more about 
themselves and their worlds including inventing 
pulleys and measuring the relative size of two 
carpets by lying children down on them to dis- 
cover that one took five children and the other 
only four. That dialogue is hilarious. 

We shall, however, look at a girl with little English 
who came through storytelling to risk expressing 
her ideas in English before others. Below is the case 
report of language change through acting and 
storytelling. 

"Akemi does not permit herself mistakes," 
her father had said on the first day of school, 

"so she won't practice English." He watched 
his daughter as she sat alone, drawing with 
her new school crayons. "If she learned 
English better she wouldn't be so disagree- 
able with the children. She was so angry 
when the nursery school children did not 
understand her." 

The Nakamotos had come to America 
from Japan the year before. They were 
disappointed with Akemi's adjustment to 
school. "In Japan she loved school," Mr. 
Nakamoto continued. "She reads and writes 
in Japanese like a seven-year-old." 

Mr. Nakamoto was right about Akemi. 
She was not comfortable with the children 
and she was afraid to speak English. What 
neither of us foresaw was the speed with 
which she began to use English in order to 
act in a play. 

The first character she wanted to be was 
the woman in lie Funny Little Woman. 
This Japanese folktale concerns an old 
woman's attempt to retrieve a rice dumpling 
that rolls through a crack in the earth 
down to a place where "statues of the gods" 
live alongside monstrous creatures called 
"wicked oni". The old woman tricks the 
oni, stials their magic rice paddle, and 
returns safely to the world above. 

The old woman's habit of saying "tee- 
hee-hee" made Akemi laugh despite a 
determined effort to remain the solemn 
outsider. She took the role immediately and 
produced a barely audible "tee-hee-hee", 
but it was enough to make her wish for 
more. 

"Read me," she would insist, following 
me around with the book in her hands. 
Each time I read the story, Akemi repeated 
more of the dialogue. "My dumpling, my 
dumpling! Has anyone seen my dumpling?" 
became Akemi's leitmotif. She had accom- 
plished her first complete English sentence, 
and since everyone knew the story she did 
not have to explain herself further. 

By Monday of the second week, Akemi 
was ready to add to her repertoire. She 
walked directly to the library.corner and 
began leafing through a pile of books. 
When she came to A Blue Seed our only 
other Japanese story, she examined it care- 
fully. 

"If I be this?" she asked, pointing to 
the fox. 
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"Can I be the fox?" I repeated her 
question. 

"If I can be fox?" She asked again. 
"Yes, you can. We'll read the book at 

piano time." . . . 
I took four Japanese stories out of the 

library, but Akemi, after a quick glance, 
passed them by. Her commitment was not 
to Japanese stories but to magic. She wanted 
characters who looked the way she wanted 
to look and said what she needed to say. 

In Tico and the Golden Wings, the 
wishingbird said the right words for Akemi. 
"I am the wishingbird. Make a wish and it 
will come true." . . . 

"Drakestail" gave Akemi a couplet 
she liked even better. "Quack, quack, 
quack, when shall I get my money back?" 
Akemi carried her memorized lines around 
like gifts, bestowing them on children in 
generous doses. "Quack, quack, quack, 
when shall I get my money back?" she 
would say, dipping a brush into a jar of 
paint. Soon everyone at the painting table 
would be chanting along with her. 

"I am the wi~hin~bird," she said, flying 
gracefully into the doll corner. "I wish for 
a golden crown," Jill responded, where- 
upon Akemi delicately touched her head 
with an invisible wand. 

Adults who go about quoting poetry 
seldom receive encouragement, but the 
children rewarded Akemi by repeating her 
phrases and motions. She correctly inter- 
preted this as friendship. Whenever a child 
copied her, Akemi would say, "Okay. You 
friend of me." 

Her triumph came just before Hallo- 
ween. She wanted a witch story but none 
of the Halloween stories pleased her. She 
told the librarian, "Witch story but not 
Halloween," and was given Strega Nona, an 
Italian folktale about a kindly old witch 
who owns a magic pasta pot. 

Akemi memorized the magic verse at 
home. 

Bubble bubble, pasta pot, 
Boil me up some pasta, nice and hot. 
I'm hungry and it's time to sup, 
Boil enough pasta to fill me up. 

Wally came running over. "What's 
that from, Akemi?" 

"Witch book not Halloween," she 
replied. "You can read." 

"I can't read yet," said Wally. "Mrs. 
Paley'll read it to us." 

By the end of the day almost everyone 
knew the entire verse, and Akemi was 
ready to tell her first story. "Now I telling 
story, okay?" In only six weeks, Akemi 
had become a storyteller in English. "Is 
Halloween story," she began. 

One day four colors walking. But one 
witch sees four colors. Witch with four 
hands. Witch holds four colors. "Let 
go, let go!" Four colors running. Witch 
running. Four colors running home. Is 
Mother. Oh, good. 

In Akemi's next story just two weeks later, 
she had made considerable progress. 

One day is magic cherry tree. A nice 
skeleton is coming. The cherry tree 
says, "We are playing." A'black cloud 
is coming. The cherry tree says, "They 
are playing all day." The mother 
comes. "You are coming home." 

On Rose's birthday, in January Akemi 
dictated a story to be acted out at Rose's 
party. "Rose is the magic princess," she 
told us. 

Once there is castle has everything. 
Even nine princesses and nine dogs . . . 
But then the bad king came and stole 
the magic princess but she is not afraid. 
The king is magic but she makes him 
unmagic so he can't use his.magic. She 
makes him into a frog and makes her- 
self into a magic shark and she ate up 
his castle. Then the good-guy prince 
comes back and she makes him magic 
too so he is never afraid forever. 

Akemi was conquering English, and I 
was learning an important principle: magic 
can erase the experiential differences be- 
tween children. . . When magic is accepted 
and encouraged, the children are not afraid 
to think and speak. 

Compare the wholeness of Akemi's experiences 
with this language learning lesson from a British 
classroom of six year olds - a good lesson, of 
its kind!, carefully recorded by Richard Mills 
(1980:57). 

1985 VOL 7 NO 2 . 11 



T: 

Ch: 
T: 
Ch: 
T: 
Ch: 
T: 
Ch: 
T: 

Ch: 
Ch: 
T: 

Ch: 
Ch: 
T: 
Ch : 
T: 
Ch: 
T: 
Ch: 
T: 

Ch: 
T: 

Ch: 
Ch: 
T: 

Ch: 
T: 
Ch: 
T: 
Ch: 
T: 
Ch: 
T: 
Ch: 
T: 

Right. Here's a pencil. The pencil is in 
the tin. The brush is in the cup (Actions 
and oljects are used.) The scissors, the 
scissors are in the box. The crayon is 
in the box. Now, Balvant, tell me 
about the pencils. 
Pencils in the tin. 
They're in the tin. Right. 
They're in the tin. 
Inderjit, tell me about the brush. 
In the cup. 
It's in the cup. It's in the cup. 
It's in the cup. 
Tell me about the crayon. Tell me 
about the crayon. 
The crayon's on 
The crayon's in the cup. 
The crayon's in the box. It's in the 
box. 
Box. 
It's in the box. 
It's in the box. It's in the box. 
It's in the box. 
You say it. Good. It's in the box. 
It's in the box. 
Good. Tell me about the scissors. 
It's in the box. 
(Whispers) They, they. They're in the 
box. 
They're in the box. 
Right. They're in the box. In. Now 
all those things are in. In. In. Now 
then. Where's my hand? 
O n  the table. 
On the table. 
Right. My hand's on the table. The 
picture's on the wall. That picture's 
on the wall. This picture's. . . 
O n  the wall. 
. . . O n  the board. On the board. 
O n  the blackboard. 
My coat, it's . . . 
On, on .  . . 
. . . on the peg. 
On the peg. 
The bin, it's . . . 
O n  the floor. 
. . . O n  the floor. It's on the floor. 
Right. 

Much (but not all) of such structured linguistic 
teaching of language should be transferred for the 
young child to the writing, shared book and discus- 
sion sessions of primary grade activities. Lessons 

such as these should be used (rarely) to address any 
persisting problems noted by the teacher. 

Natural  Language Texts,  Contr ived Tex ts  
and Li terary  Tex ts  

Let us now look at the texts available for children 
to read. 

A teacher who shares books with children will 
need to know how difficult her books are. She will 
need to work out a gadient of difficulty among the 
stories she shares with her pupils. Some have easier 
language than others and should be introduced first. 
Trade books can have a literary kind of language 
that is too hard for newcomers to the language. 

On the other hand books written as reading texts 
with a controlled vocabulary may look simple but 
they do not teach the children the English that we 
use when we speak. They use a contrived form of 
English. We would not want our child to talk the 
way basal readers are written. 

A third kind of text is helpful here. It is a natural 
language text. It is written in the kind of language 
that children of five to seven years use in their 
mother tongue. It is children's language or close to 
it. 

Natural language texts allow the very young 
child to predict what will occur in books without 
the demands of bookish kinds of language (as in 
literary texts) or contrived kinds of language (as in 
basal readers). Language that rises naturally to the 
child's tongue is what the author uses. It is written 
the way that children speak. 

Sam's Mask is an easy early natural language read- 
ing text, unpretentious but the language sounds like 
child language. The pictures are delightful. 

(Ready To Re& 1984) 

Sam made a mask 
He made eyes. 
He made a big mouth. 
He made a nose. 
He made long hair. 
Sam took the mask home after school. 
He knocked on the door. 
"Help!" said Mum. 
"Who's this monster wearing Sam's pants?" 

Number One is a ghost story; illustrated very 
effectively black and white. The text is very much 
like everyday speech. 

It is night. 
The ghost comes 



out of his cupboard, 
out of his house 
and into the town. 
"Who can I boo?" he says. 

Look! 
Here comes a man in a taxi. 
"He'll do," says the ghost. 

The taxi stops, 
and the man jumps out. 

"Boo!" says the ghost. 

"Oooo! A horrible, horrible ghost!" 
says the man, 
and he runs away. 
"Number One!" says the ghost. 

(Ready To Read, 1984) 

Before long the child is gaining experience with 
book dialect and a gradual transition is made from 
natural language texts supported only by the lan- 
guage the child previously controlled to texts 
which contain a little more of the literary flourishes 
that teach him something new about book language. 
i%e Great Grumbler and the Wonder Tree is a text 
making that kind of transition. 

Mrs Finch was a good gardener 
and Mr. Finch was a great grumbler. 
Whenever Mrs. Finch grew something 
and cooked it for his tea, 
Mr. Finch always said 
he would rather have something else. 
When she cooked carrots, 
he said he would rather have cabbage. 
When she cooked cabbage, 
he sighed and asked for corn. 
He said "Yuck!" to her parsnips 
and "Poof!" to her pumpkins. 

(Then someone gave Mrs. Finch a wonder seed.) 

Mrs. Finch planted the wonder tree seed 
by her back door. 
She fed it well. 
She watered it well. 
And she weeded it very well. 

(By the time we get to the last page a more literary 
style has taken over.) 

While Mr. Finch was doing the dishes, 
Mrs. Finch went out to the wonder tree, 
and watered it carefully. 

She gave it a lovely leaf mould 
and weeded around its toes. 
"You're a good friend to me," she said. 
"I can see he won't do much more grumbling 
with you to help me." 

And neither he did! 
(Ready To Read, 1984) 

The last line presents a challenge to the young 
reader - a small challenge but a challenge nonethe- 
less. 

Conclusion 

Whichever language we are teaching the child to 
read, to write or to speak we need to use the child's 
prior knowledge in the service of the new learning. 
The child's world is full of meaningful experiences 
and our activities can be related to these to enlist 
child-power to get learning gains. If the language is 
new to the child there is so much to learn that it 
would be foolish to divorce the activities from the 
only thing the child can bring to these activities - 
meaning, drawn from his understanding of the 
world and how things work. 

Whether he is learning literacy in his first or 
second language the child needs to write about 
things he knows and wants to write about, to have 
stories read to him which he can understand at his 
level of oral language and which will extend that 
control, to be encouraged to retell, or act, or discuss, 
or re-read those stories, and be given planned 
opportunities to hear the language aloud, and to go 
back over it independently in the last phase of 
mastery. 

For some of these activities there may be a need 
to write natural language texts, or find them, or 
construct them with the children's help. This 
important and reassuring fact should be remem- 
bered - there is a vocabulary control in natural 
language. Every language has some words that 
occur more frequently than others. Frequency is an 
inbuilt vocabulary control in the language and leads 
to a gradual and increasing control over frequently 
occurring words. The child from two cultures will 
need to be given learning opportunities which 
allow him to bring these two cultures together in 
some way. Tomai provides an example of this. 
Tomai tried to retell Goldilocks and the nree  Bean 
in the words of the text. "Too hard," he said. "Can 
I tell you Goldilocks out of my head?" Wisely the 
interviewer agreed and he told a good tale. The 
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ending, especially, should be noted becaused of its 
delightful cultural connections as Goldilocks' 
parents take action to straighten out the social 
etiquette of the situation. Tomai has the opportu- 
nity to make the necessary social adjustments. 

. . . and Goldilocks ran home to mummy. 
And she said, "Mummy, I was naughty." 
"Oh, you shouldn't go there, little Goldi- 
locks, I will give you a hard smack. Smack, 
smack." And father came home from work 
and he boot the little Goldilocks harder 
and harder. . . And then he said, "We're 
going to go there tomorrow." And they 
went there and Mother got some porridge 
and some apples and the little Goldilocks 
got some bananas. And so, knock, knock, 
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Some Guideline Proposals for Teacher Education" 

Glen Evans 

Why Imperatives? 

There is now in Australia good reason for re-examin- 
ing teacher education. Indeed, over the last six 
or seven years, there have been a national inquiry 
and separate inquiries by five of the six states into 
teacher education. The issues those inquiries raised 
have been sharpened all the more by examination 
of the education systems themselves. 

The Commonwealth Government has initiated 
a number of special purpose programmes and nom- 
inated a number of priority areas, including such 
concerns as computer education, English as a sec- 
ond language, multicultural education, ethnic 
schools, schooling in country areas, special educa- 
tion, aboriginal education, education and the arts, 
parent participation in schooling, the education of 
girls, and participation and equity. Each of these 
creates special expectations for both pre-service 
and in-service teacher education. 

Similarly the various states are developing special 
programmes, as well as participating in common- 

. . .  
wealth initiatives. Several states are also in the pro- 
cess of planning or implementing considerable 
changes in the structure of educational systems. 
For example, Queensland is currently undertaking 
planning which could lead to curriculum realign- 
ments into three levels: Pre-school to Year 3, Years 
4 - 10, and Years 11 and 12. Such a radical change 
from the current P-7, 8-12 would have far-reaching 
effects on the needs for teacher education. 

One programme which clearly shows the rela- 
tionship between educational change and the need 
for changes in teacher education is the Participation 
and Equity Programme (PEP). The general prin- 
ciple of this programme is that all young people 
have an equal right to full secondary schooling to 
the end of Year 12, or its equivalent. It is an attempt 
to avoid policies which advantage some social 
groups and disadvantage others. In fact there has 

been a very large increase in the proportion of stu- 
dents staying on at school beyond the compulsory 
learning age and entering Year 11, which has risen 
from about 45% on the average three years ago to 
65% now, and will continue to rise still further. 
The problem is to ensure that all young people in 
this age group have an opportunity to participate 
in a meaningful education. Finding adequate so- 
lutions to this problem and creating the diversity 
of opportunities needed poses an outstanding chal- 
lenge for school systems, technical and further 
education colleges, curriculum developers, and the 
community at large. It also creates a great need for 
continuing teacher development and pre-service 
teacher education, relying as it does on teachers to 
generate much of the needed curriculum develop 
ment and institutional improvement and change. 

The Participation and Equity Programme points 
up dramatically the close relationship between 
educational change and teacher education. This 
relationship, however, exists in all aspects of school- 
ing. There is a central need for teachers who are 
not only competent in one particular situation or 
under particular conditions, but who are also able 
to adjust to changes and needs which may not yet 
be even anticipated. It is the notion of teacher 
competency itself which is most in need of analysis. 
To this end a set of guideline propositions set 
around teacher competence has been framed. 
These guidelines are in turn based on the following 
assumptions: 

1 There is a link between the quality of educa- 
tion and the quality of teaching. 

2 Effecting real change is often only possible 
through massive (and initially dislocating) 

'This paper has been based closely on an address presented at the Institute 
of Education, Singapore, in February 1985. 
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changes in structure, or through bottom-up not the end-point of teacher development. Rather, 
problem-solving at the school level. the developmental needs of teachers become quite 

3 There are changes in train for school systems different in nature after a certain level of compe- 
which make it worthwhile concentrating on tence is attained, focusing then on such tasks as 
teachers and change. school improvement, specialist skills, and supervi- 

sion of teachers at earlier stages of development. It 
The first of these assumptions seems self-evident. 

The third has been demonstrated for the Australian is the nature of these developmental tasks and the 
corresponding role of teacher education which is 

setting. And there may be a wish to test whether 
the focus of the second part of the paper. it is true for Singapore. The second will be argued 

The concluding section of the paper considers 
for later in the paper. 

the relationships between these two sets of needs 
and the implications for teacher education and for Given these assumptions, these are the guidelines 
teacher educators. proposed: 

A - 
1 We should continue to concentrate on teacher 

competence as the critical aim of teacher The Nature of Teacher Competence 
education. 

2 We should strive for an adequate definition 
and conceptualization of teacher competence. 

3 We should treat teacher competence as an 
aspect of personal development. 

4 Teacher education should provide for close 
relationships between theory and action. 

5 Teachers should learn how to learn to teach; 
knowledge about teaching should be generic. 

6 Initial teaching credentials should be com- 
pleted in-service. 

7 Teachers should have access to role models. 
8 School-based problem-solving in instruction, 

curriculum, school organization, and com- 
munity involvement should be taken as the 
critical focus of in-service teacher education. 

9 Supervision and assistance of student teachers 
and beginning teachers should be a normal 
professional responsibility and opportunity 
for competent teachers. 

10 Teacher education personnel in tertiary insti- 
tutions and education systems should have a 
continuing link with the practice of teaching 
in schools. 

The concern of this paper is to provide a rationale 
for these assertions and to explain their implications. 
It is generally recognized that development in teach- 
ing competence is not automatically associated 
with opportunities for practice or the duration 
of teaching experience, but with how the teacher 
utilizes experience. The first section of this paper 
provides an attempt to define what is, or could 
be, meant by the development of competence in 
teaching and to outline some of the needs implied 
by this definition. 

The attainment of a high level of competence in 
classroom teaching, it is generally recognized, is 

There have been many approaches to the notion 
of teaching competence. Often what is involved is 
the selection of a particular philosophical stance 
about the nature of schooling and a listing of the 
kinds of student outcomes and teacher actions 
which seem to  conform with that stance. The em- 
phasis in this paper differs considerably from this 
process-product approach, although it is inevitable 
that eventually teachers will be judged in the light 
of some model of teaching (e.g. Joyce and Weil, 
1980). 

Let us make a more general analysis which focuses 
on the developmental nature of teaching compe- 
tence, and on the kinds of cognitive processing 
that teachers do. This enables the borrowing of 
some of the ideas of cognitive theor-  as well as 
utilizing available research on teacher decision- 
making and problem-solving. 

The distinction between novice and expert has 
received considerable attention recently, particularly 
in the learning of scientific concepts and solving 
problems (e.g. Chi, Glaser, and Rees, 1981). The 
general distinction arising from this research is 
between general problem-solving procedures and 
domain specific problem-solving procedures, which 
are informed by a more intimate knowledge of the 
domain of knowledge. 

What follows is a number of suggestions about 
the differences between novices and experts in 
teaching. The first of these is that experts make 
many more strong connections between their cog- 
nitive representations and classroom reality and 
between elements of the classroom reality. Elliott 
(1981), for example, found that this difference 
penetrated as deeply as the linguistic expressions 
teachers actually used to describe their teaching. 
In an interview, presented with a description of a 
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classroom event, student teachers used terms such 
as "you show. . ." or "they do .  . .". Teachers with 
actual teaching experience used the first person 

,, very much more frequently - "I show. . . or, in 
referring to  the class, "we d o .  . .". 

The second distinction refers to the source of 
limitations on what the teacher is actually able 
to do in the classroom. Novice teachers cannot 
take full advantage of the ~otential of whatever 
classroom context or system they are teaching in. 
They tend to be "capacity limited" in that shortfalls 
between their ideal and their practice are due to 
insufficient capacity to process the classroom in- 
formation available even in terms of their own 
paradigm of teaching. Competent teachers, in con- 
trast, tend to be limited by the context of teaching 
and learning and by the models of teaching under 
which they work. They are "system limited" rather 
than constrained by their ability to function within 
a system. In a literal sense, they are doing the best 
they can under the circumstances. Some evidence 
for the validity of this distinction comes from a 
study of a national sample of teachers (Evans, 1981). 
The teachers were asked not only about the fre- 
quency with which they practised particular types 
of teaching activity with a particular junior high 
school class, but also to list up to four from a list of 
twenty-seven possible influences which they per- 
ceived as "encouragers" for each activity and 
also up to four for the "discouragers". First year 
teachers stood out from the other teachers in the 
sample in their attributions of both encouragement 
and discouragement: For seventeen of the thirty-six 
activities the number of first year teachers seeing 
their own teaching skill as an encouraging influence 
was dramatically below the average, and for five of 
the categories, the same was true for oam knowledge. 
On the other hand, they cited the usual constraints 
of class size and time available as discouragers a 
little less often than more experienced teachers. 
At the other extreme, in reporting on their recent 
study of alternative and mainstream courses at Year 
11, Campbell and McMeniman (1983), made the 
point that the alternative course coordinators, 
judged on evidence to  be very successful in the 
alternative programmes, were invariably also "well- 
experienced teachers with high credibility among 
their peers and successful teaching records in the 
traditional system" (McMeniman and Campbell, 
1983). The teachers in the alternative programme 
were evidently able to capitalize on their expertise 
in traditional programmes. In their case, the new 
settings changed their behaviours, but not their 

competence; there is apparently much transfer of 
skill across settings. It is tempting to conjecture 
that "novices" would still have had to go some 
way to  developing competence, whatever the set- 
ting, although different settings may be more or 
less conducive to teacher development. 

The third distinction refers to the kinds of schemes 
which teachers actually use in teaching. At one 
extreme, the novice tends to use general purpose 
intqret ive schemes which are responsive to the data 
of the classroom but are inefficient at controlling 
them. This amounts to largely bottom-up processing 
in which the teacher is likely to be slow at making 
decisions, to fail to anticipate many classroom 
behaviours, whatever the setting, and to be un- 
prepared with responses to  these behaviours. By 
contrast, the expert teacher more often utilizes 
top-doam processing. That is, the expert anticipates 
the observations he should make at any particular 
time and is prepared with specific responses to 
what he or she observes. 

The kind of processing which the teacher does 
helps account for capacity limitations in using 
information. The speed at which the person can 
use general purpose schemes and react to unanti- 
cipated events, rather than use practised responses 
to anticipate events, makes for much reduced infor- 
mation processing capacity. It means, for example, 
that the novice teacher can attend to only a very 
much smaller range of classroom stimuli and is 
unlikely to coordinate those which he or she does 
attend to. The effect of this tends to be a rigid teach- 
ing performance, constrained by a plan of attack 
which fails to respond contingently to classrbom 
events, be they student inattention, lack of interest 
or comprehension, or deviance. That is, the teacher 
fails to be able to control the significant variables 
of the classroom. These suggested differences be- 
tween novice and expert teachers are summarized 
in Figure 1 on the next page. 

The following vignettes, taken from actual class- 
room observations and subsequent discussions with 
the teachers, in this case, "experienced" ones, are 
representative of many teaching situations and illus- 
trate a continuum in the degree to which teachers 
control important variables in teaching. 

Episode l .  In this episode, the teacher had, in the 
previous lesson, set work to be done individually 
by the students. They were now asked to continue 
with the work assigned. As students asked for as- 
sistance, the teacher helped them individually. A 
few of the students began to speak more and more 
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FIGURE 1 - DIFFERENCES BETWEEN NOVICE AND EXPERT TEACHERS 

2 Limited by own capacity. 1 Limited by "system" or 
setting characteristics. 

Novice  

1 Few and weak connections 
between person, environment, 
and behavioural elements. 

Expert 

Strong connections between 
main person, environment, 
and behavioural elements. 

3 Uses mainly general purpose 
schemes. 

Uses more specific schemes. 

4 Does not anticipate classroom 
events. 

1 6 Rigid teaching performance. Flexible approach. 1 

Anticipates classroom events. 

5 Can control a limited range 
of classroom variables 
simultaneously. 

Can control a wide range of 
classroom variables 
simultaneously. 

8 Bottom-up, data driven 
processing. 

7 Teaching acts uncoordinated 
with student responses. 

Topdown, pattern or theory 
driven processing. 

Coordinates teaching actions. 

loudly. The teacher reprimanded, but gradually 
more and more students began talking among them- 
selves, and the teacher was unable to maintain the 
quiet conditions she required. 

Episode 2. In this case, the teacher allowed students 
to work at their own pace on the topic prescribed. 
The students were seated in groups at benches so 
that, effectively, the work was done in small groups. 
The teacher moved from group to group explaining 
points. She commented that it was very difficult 
to see all groups and that she wasn't sure that the 
students had learnt much. The groups were also fairly 
noisy, which worried her because of the principal's 
views on noise level. In the subsequent lesson, she 
used an expository approach, teaching the whole 
class simultaneously. The students were attentive 
and noise levels were low. The teacher remarked, 
"The class was attentive. I don't really think it's as 
good as individual work or group work but we do 
accomplish something this way." 

Episode3. This teacher said, prior to the lessons 
observed, that he believed that students learnt very 
little from a discovery approach. He preferred to deal 
methodically with the topics in the order suggested 
by the workbook. In the first lesson, he developed 

notes .on the blackboard, with the aid of his ques- 
tions and student answers. The students copied 
down the material from the blackboard and the 
teacher commented that they would be examined 
on the unit. The teacher commented to the observer 
that he thought that the students had gained by writ- 
ing out the important facts. In the next lesson, the 
same procedure was repeated, but this time the 
students were noisy and inattentive. The teacher 
threatened to send some students to "the office" 
and lectured them on proper behaviour. The stu- 
dents quietened down and remained silent for the 
rest of the lesson. 

Episode A The teacher, because of the need to 
cover another topic in the period, decided to conduct 
the experiment as a demonstration and to point out 
to students the significance of the results. She did 
this but still felt dissatisfied. She thought that the 
students would have understood the point of the 
exercise better had they done the manipulations 
themselves. At that stage, she decided to hold over 
the other topic until the next lesson, and instead 
allowed the students to do the experiment them- 
selves in groups and to discuss the results among 
themselves. She had access to materials and equip- 

ment which allowed her to organize this change in 
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plans rapidly. She commented after the class that 
the students had learnt a great deal from the hands- 
on experience. 

�� is odes 1 and 2 each exemplify an unresolved 
conflict situation. In the first, the teacher, in focus- 
ing on the prepared task and the noisiness of the 
activity, ignores both the nature and causes of what 
she finds a distraction and has not prepared response. 
In the second, the teacher controls the situation 
by responding to the data without analysis of the 
original situation. 

In the third episode the conflict is resolved by 
force but, as with episode 2, the variables of student 
interest and meaningfulness of the material are not 
controlled by the teacher. 

In episode 4, the teacher has not only coped with 
the situation, but injected principles from outside 
of the situation itself. That is, the teacher's actions 
were not solely reactive, but made use of ideals and 
ideas which were part of the teacher's professional 
repertoire and also of the feedback supplied by the 
students' work and comments. In this sense, this 
teacher's actions flow in the opposite direction to 
the others. 

Observations like these suggest an ordering of 
teachers' competence in terms of control over vari- 
ables. Among the possible bases for such a scale, the 
work of Biggs and Collis (1982) on the structure of 
observed learning outcomes (SOLO) offers a useful 
model. Figure 1 borrows from this work, from 
related work by Fischer (1980), and from Joyce's 
and Weil's (1980) notion of models of teaching 

The levels proposed are outlined in Figure 2. The 
first level represents a very early and possibly not 
inevitable phase in learning to teach. The most com- 
mon element on which beginning students focus is 
the stream of their own presentation. In some cases 
little else about the situation is attended to, so that 
the result is virtually a monologue. More frequently, 
perhaps, the beginning teacher tends to focus on only 
one activity at a time, so that in asking a question, 
for example, he/she focuses on a single student, 
but does not attend to the remainder of the class. 
In Kounin's (1970) terms, the teacher may lack 
"withitness". 

The second level is more often traversed by begin- 
ning teachers. It is illustrated by episode 1, in which 
the teacher is working in a setting and model con- 
ducive to just the behaviour she wished to avoid. 
She has not coordinated the aspects of the activity 
or changed them so as to make use of student discus- 
sion, or taken a natural response by the students to 
this situation into account. 

Neither has the teacher in episode 2, but she 
has avoided the discipline problem by reverting 
to an easier setting and model for her to cope with. 
Episode 3 demonstrates a similar solution, this time, 
the teacher controlling the situation by means of 
the threat. Both of these cases demonstrate people 
coping in a familiar setting using a fixed model of 
teaching but nevertheless coordinating elements of 
behaviour. There is little evidence that they could 
vary their behaviour by successfully using alterna- 
tive approaches, or, in the case of episode 3, that the 

FIGURE 2 - DEVELOPMENTAL LEVELS IN TEACHING 

Data 
Driven 

1 Single element Able to control only one aspect 
focus of performance at a time 

2 Multiple element Able to control several aspects 
focus of performance and/or to attend 

to student behaviours, but not 
to coordinate these elements 

Pattern 
Driven 

Theory 
Driven 

3 Relational focus Able to coordinate aspects of 
Fixed Model performance and of students' 

responses within a familiar setting 

4 Model focus Able to recognize and utilize 
Fixed Setting aspects of various models of 

teaching in a familiar setting 

5 Setting focus Able to change contextual and 
setting elements to suit needs 
of students 
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teacher might be prepared to entertain an alternative 
approach at all. Each episode is the result of a con- 
cept or recognized pattern of teaching, in that the 
teacher can control the elements of the pattern, but 
not move away from that pattern. 

The difference with the teacher in episode 4 is that 
she not only was able to cope with one approach, 
the demonstration, but was, on the basis of her 
understanding of her students' learning outcomes, 
able to convert the approach to a more inquiry 
based procedure without losing control of the situa- 
tion. The setting, in terms of the physical context 
and relationships between teacher and student, was 
presumably relatively unchanged but the teacher 
was able to select from models. This episode illus- 
trates teaching that approaches level 4. 

Finally, the kinds of alternative settings and cur- 
ricula reported by Campbell and McMeniman illus- 
trate teachers possibly operating at yet a different 
level, where not only models are controlled but 
also the nature of the setting. It is of course true 
that teachers do not readily change settings of even 
models. Such changes of necessity require much 
analysis of the present situation. It is the task of 
undertaking that analysis and implementing the 
changes involved that might be regarded as appro- 
priate to the "competent" teacher. 

It is now possible simply to assert that the needs 
of student teachers and beginning teachers are to help 
them gain the characteristics of more expert teachers. 
Let us now turn to the development of these char- 
acteristics of expert teachers. 

form or adopt theories about teaching, learning, 
schooling, education, and children, and about family, 
community, and social influences. Teacher education 
involves making instructional interventions and 
providing critical experience to intensify and direct 
the spiralling interchange between intention and 
reality. 

The difficult question concerns the nature and 
timing of the instructional intekentions. Is it better, . 
for example, for student teachers to undertake a 
considerable amount of teaching practice before 
being introduced to theoretical notions about teach- 
ing and schooling? Does this provide, as some claim, 
the reality with which to interpret propositions 
about teaching? O r  is it better to proceed the other 
way round, and to provide propositions as a lens 
through which classroom reality can be interpreted? 
That is, to learn to teach by attempting to apply 
theory. 

The research which bears on this question will 
not be discussed here. Rather, the conclusions to 
which the various national and state inquiries in Aus- 
tralia came after reviewing the evidence available 
will be given. Since 1978, there has been a review of 
teacher education in each state, as well as a national 
Inquiry. 

1 All reports recognized that it was impossible 
for pre-service training even to span the necessary 
range of teachers' knowledge and skills. 

2 It was generally agreed that the content of 
pre-service courses should be relevant to the actual 
task of teaching. 

The Development of Teacher Competence 3 Two of the reports (from Victoria and South 

Teaching skills are defined here as those actions 
which bear on what is provided by the school envi- 
ronment, i.e. the creation and fulfilment of learning 
experiences. Teaching skills thus include aspects of 
preparation, planning and instruction, structuring 
of learning settings, assessment and feedback, and the 
orchestration of resources. These activities include 
both intention or planning for particular activities, 
and the reality of the actual experience. The process 
of converting intention into reality is referred to as 
"action". Most of the novice/expert distinctions 
compiled in Figure 1 are, in fact, aspects of action. 
As teachers cope with improving these aspects of 
action they also form patterns or concepts of teach- 
ing by generalizing from their own experience, thus 
altering their perceptions of reality and modifying 
their intentions in teaching. At the same time, by 
direct discussion, instruction, and research, they 

Australia) pointed to the advantages of school- 
based pre-service programmes in which the prac- 
ticum became central in providing a context for 
studies in such courses as psychology and sociology 
of education. 

4 One state (Queensland) went so far as to 
say that the pre-service year should be basically 
concerned with an introduction to teaching, with 
more disciplined study (in areas such as educational ~. 

sociology, philosophy, and psychology) left to a 
mandatory in-service award course to be taken in 
the early years of teaching - an extended version of 
the API scheme in Singapore. 

5 Most reports remarked on time constraints 
within pre-service programmes, particularly the 
end-on Diploma in Education Course. 

The thrust of these conclusions is clearly to favour 
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a pattern of initial teacher education which spans 
both pre-service and early in-service work. It is 
recognized that there should be continual interac- 
tion between a teacherls.exposure to prepositional 
knowledge about teaching and practice in teaching. 
However, the reports suggest that, in this interac- 
tion, it is practice which should precede theory. 
The. inference is that it makes more sense to teach 
educational theory through reflection on a limited 
amount of practice than to precede the initial year 
of teaching with a great amount of theoretical discus- 
sion. This is not to advocate no theoretical work in 
the pre-service course; on the contrary. There must 
be sufficient theory to help students make sense of, 
and to inform, the practicum. The argument is that 
the two should be in balance, and that theory should 
not outstrip the experience that the student has 
gained in order to deal with it. Nor should there be 
long periods of uninformed practice, during which 
the student teacher or beginning teacher is merely 
reinventing an inappropriate wheel. 

In this developing interaction between practice 
and theorizing by the teacher, there seem to be two 
indispensable conditions. First, there should not 
only be the opportunity for the student or beginning 
teacher to try to put ideas into practice but also 
opportunities to reflect on his or her actions. For 
student teachers, this may best be accomplished by 
observing and being observed by a more knowledge- 
able and competent teacher, who is able to help the 
student develop increasingly strong connections 
between the elements of teaching, and to prompt 
clarification of theoretical notions about teaching in 
order to make them more available and able to fit 
existing conditions. 

Such a competent teacher would also serve the 
second condition, that there should be available role 
models who provide the beginner with some ver- 
sions of good practice and who are able to articulate 
the bases of their own practice. While there are 
dangers in simply modelling teaching actions in 
an unthinking way, there are also problems in not 
having the opportunity to model at all. That is, the 
teacher's experience should provide a continuing 
range of new, perhaps exciting, examples which can 
act as a stimulus for further development. At the 
pre-service level, role models most frequently are 
provided by cooperating teachers, but they can also 
be provided by the teaching/learning experiences 
provided in teacher education institutions. 

The difficulty in practice in providing for oppor- 
tunities for reflection and good role models seems to 
be the lack of available people to do it. Cooperating 

teachers may simply not have the skills for clinical 
supervision of the kind suggested. Teacher education 
staff are in schools insufficiently often to provide 
continuing support of the kind needed, and the 
kinds of teaching student teachers themselves experi- 
ence in coursework do not always provide them 
with either a clear model or genuine alternatives 
that they themselves can use. This kind of problem 
has important implications for continuing teacher 
education and for the role of teacher educators. 

The ~uither Development of Competent 
Teachers 

The kinds of problems which competent teachers 
face are not those of gaining control over classroom 
variables but the professional problems of improv- 
ing schooling. Apart from developing better ways 
of meeting the traditional needs of students and 
making use of new insights into learning, teachers 
find themselves in schools which have become more 
organic and more responsive to social change and 
social expectations. Teachers, whether they wish it 
or not, have more responsibility for curriculum 
development, and must also be responsive to new 
views of schooling, to emergent social needs and 
conditions, and, at the senior secondary level, to 
increasing participation by a population of adoles- 
cents who bring very new demands to Australian 
schools. For various reasons, it is at the school level 
that many of these problems must be tackled. It is be- 
coming increasingly less possible for the competent 
teacher simply to keep up to date with curriculum 
expectations determined by others. 

This state of affairs undoubtedly imposes extra 
strain on teachers. It also has some benefits. One of 
these has to do with teacher development. As argued 
by Evans (1984), school level problem-solving is an 
important means to teacher education. It provides 
the motivation for reflection and study and, by its 
nature, is educative. 

Apart from the symbiotic relationship of teacher 
development and school improvement, it is not 
hard to find evidence for the efficacy of school-based 
approaches to in-service teacher education. Batten 
(1979) in her synthesis of findings of evaluation 
studies of the Schools Commission's teacher develop 
ment programme, concluded inter alia that schools 
need to plan a continuing programme of develop- 
ment, making use of the contribution of those teach- 
ers who have taken in-service courses; that peer 
group influence is of major importance in teacher 
development; and that school-centred professional 
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development has been received by teachers with 
universal acclaim. While this approach to in-service 
education has been developed and examined in a 
growing number of individual cases (e.g. Whitehead, 
1981; France and Wooton, 1982; Pirozzo, 1982) it is 
far from being the prevailing paradigm. It is perhaps 
time to attempt to understand the mechanism by 
which in-service education has its effect. 

There are at least three possible approaches to 
in-service teacher education: (1) external fonrs, which 
seeks to help teachers develop new orientations, 
knowledge, and skills without particular consider- 
ation of their own school setting, (2) school-focused, - . .  

with an essentially transmission model, involving 
the learning of externally developed skills in the 
school setting, and (3) school origin, with a basic 
problem-solving model, involving groups of teachers 
in the identification and resolution of school prob- - 
lems and calling on external expertise as needed. 

There are many examples of the external focus 
type, which include formal award bearing course- 
work and shorter in-service courses. An example 
of the second, school-focused, approach is reported 
by Srnyth (1982) who argues that the method of 
"clinical supervision" (Goldhammer, 1969) can be 
used to help teachers incorporate potentially useful 
findings from research on teaching into their own 
instructional repertoire. 

There is still the need for much research to suggest 
what might be viable mixes of these three approaches, 
the resources and changes to school organization 
needed, and their relative effectiveness. Certainly, 
the first approach, taken alone, does not appear to 
be directly effective. Ingvarson (1982) asked teachers 
in Victoria about the sources of actual changes in 
their teaching. Of the 474 (out of 619) teachers who 
reported changes, many more mentioned self rnoti- 
vation, experience, better understanding of children, 
dissatisfaction with existing methods, and the like, 
than in-service activities. Discussion with, and obser- 
vation of, other teachers were also very frequently 
mentioned. Other research (Evans 1979, 1981; 
Cohen and Harrison, 1982) also emphasize the 
teacher's own knowledge and skill and the teaching 
skill and knowledge of team members. Ingvarson's 
data, however, also show that teachers readily attri- 
bute influence in their profssional development not 
only to in-service education courses, but also to 
formal study, professional reading, original teacher 
training, and meetings in the school to discuss educa- 
tional topics. 

These results suggest possible mechanisms, pre- 

sented schematically in Figure 3, for both profes- 
sional development and school improvement. It 
seems that teachers are often impressed with what 
they learn from formal coursework, publications, 
and in-service offerings, but are also often unable 
to apply these leanings directly in their own school 
setting. O n  the other hand, problem situations are 
dealt with in school by individual teachers and groups 
of teachers. School-origin in-service is basically a 
method of utilizing teachers' participation in the 
problems which are being actually confronted in 
school as an opportunity not only for school im- 
provement but for personal and professional develop 
ment, particularly when the teacher coordinates 
these efforts with on-going formal coursework. 

FIGURE 3 - MECHAN'ISMS OF IN-SERVICE 
EDUCATION 

Formal l External 

Development Problems 

Problem School-Origin 
Solving . In-service 

School 
Development 

School-level problem-solving requires a method- 
ology. Among a variety of possibilities, one approach 
that appears explicitly to incorporate both the aspects 
of school improvement and teacher development 
is action research (e.g. Kemmis et al, 1981). Action 
research, as it has been recently developed, is also 
compatible with helping principals and teachers 
redefine the models of teaching and the learning 
settings used in their schools, that is, in promoting 
the theory driven approaches to teaching proposed 
earlier. 

A different, but related, concern of competent 
teachers bears on their role as teacher educators. 
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Already, experienced teachers play a very large part 
in the practicum supervision of student teachers in 
Australia. Their role in this, however, has, apart 
from monetary arrangements, been formalized in 
only one or two tertiary institutions, where they 
have been selected as master teachers. It is now impor- 
tant to recognize that role not only as an essential 
part of the professional service, but as a reciprocally 
valuable development experience for the master 
teacher. If the notion of completion of credentials 
in-service is accepted, master teachers might also be 
expected increasingly to accept the tasks of supervi- 
sion, helping, and provision of models for their 
younger colleagues. 

The Task for Teacher Education 

These suggestions for both the development of 
teacher competence and for teacher development 
beyond competence have important implications 
for teacher education. 

The model proposed requires the full registration 
of teachers' completion of formal educational studies, 
part-time, by the teachers after they actually begin 
employment as teachers. This arrangement would 
of course meet many practical difficulties, particu- 
larly for teachers who fail to gain employment. It 
also raises questions of continuity between the initial 
pre-service courses and the in-service studies required 
for completion. Nevertheless these difficulties can 
be overcome, although obviously at some expense, 
by appropriate use of internships, reduced loads 
for first year teachers, and the use of senior teachers 
as professional tutors or master teachers. 

Competence has been stressed as the critical aim 
of teacher education, and the idea to include the 
wider professional role of teachers has also been 
expanded. If any genuine understanding of and con- 
trol over classroom processes, let alone curriculum 
planning and design, assessment, or  evaluation, 
depends on reflection on practical experience in 
conjunction with "theoretical" studies, there may 

well be a law of diminishing returns in what is offered 
as educational studies in pre-service courses. Strong 
arguments can be mounted for increasing the liberal 
arts and science components of pre-service courses 
to provide for the general and personal education of 
future teachers, but, if there is to be an increase in 
the time devoted to professional studies, one would 
hope that it is in-service. A strongly developmental 
approach to teacher education, as argued here, would 
span much of a teacher's career. In particular, it has 
been argued that initial teacher education should be 
completed only after some experience as a teacher. 

The main strategic problem concerns the linkages 
between teacher education activities, teaching tasks, 
and school-based professional development. While 
there is a case that teachers should have opportuni- 
ties to stand back from their daily practice and to 
broaden horizons, they need still to see the link 
between their own situation and the distant view. 
One purpose of teacher education is to provide 
enthusiasm and hope for doing one's job better. 
It is therefore important that formal studies sys- 
tematically provide filters by which teachers may 
examine practices in their own setting. This may be 
done in general terms. It can also be done specifically 
through individual or school-based projects set as 
course requirements as part of award programmes. 
This kind of linkage has in fact been undertaken 
increasingly in Australian institutions for many 
years. 

A deeper implication of what is proposed here 
is a change in role for many teacher educators, both 
in tertiary institutions and in education systems, 
which would involve us much more in the direct 
work of schools. There is certainly now more of a 
trend towards this kind of involvement, but the 
administrative arrangements and avenues for pro- 
motion and status in universities and colleges and 
in-service sections in education systems, as well as 
for administrators in schools, need to be made more 
conducive to teacher educators continuing to be 
expert teachers. 
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I A Comparative Analvsis of the Personalitv Profiles of 
I J J 1 Teacher Trainees in Malaysia and Singapore" 

Tay-Koay Siew Luan 

Introduction 

Teaching is often labelled and misconstrued as a 
relatively easy profession by many who are not 
directly involved in this field of work. Yet, if one 
were to consider from the standpoint of all the 
professions, it appears to  claim the largest personnel 
and seems to be unsurpassed by any other profes- 
sion in its far-reaching effects on society. Indeed, one 
cannot deny that the seeds sown by the behaviour 
of classroom teachers all over the land today are 
harvested in the citizens of tomorrow. 

What then would be the ultimate goals of teach- 
ing? In the words of Mouly (1967, pp 14-15): 

the teacher's task centres around 
1 orienting the child from the standpoint 

of direction and motivation towards 
desirable goals, both immediate and 
long-range; 

2 facilitating his attainment of these goals 
through the introduction of suitable 
learning experiences; and 

3 attending to the more personal aspects 
of his total growth, e.g. attitudes, values 
and personal adjustment. 

These tasks are highly interrelated; none 
can be considered apart from the others. 
Modern education is based on the tenet that 
it is impossible to affect one aspect of the 
child's growth without affecting him as a 
whole. 

The responsibilities of the teacher are increasingly 
becoming more complex and multi-faceted as 
compared with the past. The teacher's personality 
is contagious for he brings his complete set of 
characteristics into the school setting. "Not only 
do we teach what we know, we teach what we are" 

(Samler, 1960, p 59). The pupils learn what the 
teacher is, imitate his behaviour, quote his state- 
ments, reflect his convictions and absorb his atti- 
tudes. It may be the teacher's personality more 
than what he knows or what methods he uses 
which can determine the rate and direction of 
growth of his pupils. 

Since the teacher has a social duty in his profes- 
sional responsibilities, it appears that only persons 
of ability and personality should be selected to 
enter the teaching profession. Hence, a problem of 
paramount importance in teacher education is that 
of selecting from the many applicants for the 
teaching profession those who will later be successful 
as teachers. Referring to the selection and prepara- 
tion of persons to assume responsibilities in this 
most difficult and important of all the professions, 
Counts (1952, p 463) said: 

If the education of the young involves in 
some measures not only the fortune of the 
individuals, but also the future of our society 
and civilization, of our democratic insti- 
tutions and free way of life, as it clearly 
does, then the selection and preparation of 
teachers should be recognized by all as a 
major concern of the Republic, certainly as 
important as the production of material 
things or even the maintenance of the 
national defence. Indeed, if conceived in 
appropriate terms and with adequate vision, 
it is the most basic and decisive factor in 
survival and progress. 

"Paper presented at the Fifth Asean Forum on Child and Adolescent 
Psychiatry, York Hotel, Singapore, 17-19 November 1985. 
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The role of teachers presented here is very chal- 
lenging. To accept as "the most basic decisive factor 
in survival and progress" the selection and prepara- 
tion of persons to play that role is to place on the 
shoulders of teacher educators a responsibility of 
moral significance, the responsibility of selecting 
those individuals who possess well-adjusted per- 
sonalities and those personality traits desirable for 
success in teaching. Hence, the selection procedure 
employed by the screening committee of any 
teacher training body should be such that it does 
not place the whole weight of emphasis on scholastic 
performance and language proficiency alone but 
that due consideration be also given to assessment 
of personality characteristics that will best suit the 
teaching functions. This is vital as the number and 
quality of teachers supplied by the teacher training 
institutions are crucial to the quantitative and 
qualitative development of schools such as those in 
Malaysia and Singapore. It is in the light of this 
that the author undertook a research to find out 
the personality characteristics of teacher trainees in 
three of the teacher training institutions in Malaysia 
and at the Institute of Education in Singapore. 
This paper reports on a portion of this research 
project. 

Reviews of research literature show that personal 
characteristics of teachers are of perennial interest 
to those concerned with teaching because of their 
great influence on learning situations (Barr, 1952; 
Getzels, 1963; Lamke, 1951; Ryans, 1960; Quereshi, 
1980; Walberg, 1968). Cattell (1957) made an 
important contribution to the study of teacher's 
personality when he isolated five characteristics. 
which he considered to be correlated with success 
in professional occupations: dominance (Factor 
E+) ,  lack of inhibition (Factor H +), imagination 
(Factor M +), shrewdness (Factor N +) and radica- 
lism (Factor Q1 +). In addition, he also noted 
emotional instability (Factor C -), sobriety (Factor 
F - ), perseverance (Factor G +), sentimentality 
(Factor N -) and self-control (Faaor Q3 +). Cattell's 
findings seem to indicate that there are two person- 
ality types to be found among teachers that are 
contrary to each other and yet they provide the 
basis for success in carrying out different aspects of 
the teacher's role. 

Ryans (1960, p 19) in his investigation of teacher 
personality postulated "that teacher behaviour is 
characterized by some degree of consistency". He 
claimed that some personality characteristics are 
based on youth activities of the teacher while 
others are related to college grades or age. 

Gallop (1978) in his study found that there were 
significant differences in the personality of graduate 
and non-graduate teacher trainees. Non-graduate 
teacher trainees were less intellectually capable 
(Factor B), less imaginative, less creative (Factor M), 
!generally less self-sufficient and resourceful, conven- 
tional and more reliant on routine (Factor 4 2 )  than 
gaduate teacher trainees. However they were more 
aware of practical needs, more realistic (Factor M), 
subject to less emotional instability (Factor C) and 
were more selfcontrolled (Factor 4 3 )  than the latter. 

Aim of the Study 

Specifically, this study sought to discover the 
typical personality profiles of teacher trainees in 
Malaysia and Singapore and the extent to which 
they possess those characteristics deemed important 
and desirable for a successful teaching career as 
reported by Burham (1946), Cattell (1957), Charter, 
Waples and Douglas (1929), Ryans (1960), Strong 
(1953), Gould and Yoakarn (1947) and others. The 
study also attempted to ascertain whether there 
were characteristic versonalitv differences between 
the various groups of teacher trainees in Malaysia 
and Singapore relative to sex, educational attainment 
and type of programme and to make a comparative 
analysis of their personality profiles. 

Three major hypotheses were put forward in the 
study: 

1 There is no significant difference in the 
personality profiles of male and female teacher 
trainees in Malaysia and Singapore. 

2 ~ o l d i ' n ~  sex constant, there is no significant 
difference between the personality profiles of 
teacher trainees who possess the "0" level qualifi- 
cation and those who possess "A" level qualification 
in Malaysia and Singapore. 

3 There is a significant difference in the 
personality profiles of non-graduate and graduate 
teacher trainees in Malaysia and Singapore. 

Hypothesis 3 is based on the rationale that the 
latter group being more conscious of being general- 
ly regarded as the "cream" of the country, having 
had the advantage and privilege of a higher education 
in the university and having undergone the rigours 
of university life, is expected to be' older, more 
experienced, more confident and in possession of 
better adjusted personalities. 
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I The research was undertaken with the following 
assumptions: 

1 that the subjects of this study respond 
honestly to the research instrument and that 
they are capable of revealing their ways' of 
thinking, feeling and acting in certain situa- 
tions. 

2 that the subjects understand the instructions 
and content of the personality tests. 

3 that the sample studied constitutes a repre- 
sentative of the population in question in 
Malaysia and Singapore. 

4 that the traits being studied are normally 
distributed in the population under conside- 
ration. 

A major limitation in this study is the use of 
Cattell's Sixteen Personality Factor Test to assess 
personality. As this is an American made test, 
precaution has to be taken when interpreting the 
results of this test as the norms are of American 
setting. 

Method 

Subjects 

The study involved a total of 1009 subjects (299 
males, 710 females) from Malaysia and Singapore. 

The Malaysian sample consisted of 93 first year 
students (36 males, 57 females) from Northam 
Road Teachers' Training College in Penang, 94 
first year students (49 males, 45 females) from the 
Language Institute and 122 Diploma in Education 
students (29 males, 93 females) from the Univer- 
sity of Malaya in Kuala Lumpur. Thus there was a 
total of 309 subjects (114 males, 195 females). 

The ages of the non-graduate subjects from the 
teachers' training colleges ranged from 18 to 29 
years with a mean age of 21. The ages of the 
graduate subjects from the University of Malaya 
(MU) was from 22 to 29 years with a mean age of 
24. 

In terms of highest educational attainment, a 
total of 112 subjects possessed only an "0" level 
certificate, 75 subjects possessed the "A" level 
certificate while the 122 subjects from MU had a 
Bachelor's degree. 

About half of the total number of participants 
(52%) had no teaching experience prior to entry 
into the teacher training programme while the 
rest had between less than a year to five years of 

teaching experience. The sample was considered 
to be representative in terms of geographic distri- 
bution as the subjects came from all the 13 states 
in Malaysia. 

The Singapore sample on the other hand con- 
sisted of 700 candidates (185 males, 515 females) 
who were offered admission into the Institute of 
Education, Singapore, in July 1983. Of the 700, 
273 non-gaduates (50 males, 223 females) were 
enrolled in the two-year Certificate in Education 
(Cert Ed) programme while 427 graduates (135 
males, 292 females) were enrolled in the one year 
Diploma in Education (Dip Ed) programme. 

The ages of the Cert Ed subjects ranged from 18 
years 7 months to 28 years with a mean age of 22 
years 10 months. The ages of the Dip Ed subjects 
were from 21 years 8 months to 29 years 10 
months with a mean age of 24 years 4 months. 
697 or 99% of the Singapore sample had teaching 
experience prior to entry into the Institute of 
Education with a mean of 2.8 months of relief 
teaching. 

Instrument 

Form A of Cattell's Sixteen Personality Factor Test 
(Cattell, 1957) was used on all subjects of this study 
to probe the type of personality they possessed and 
the main dimensions along which they differed. 
The test consists of 187 items which are classified 
into 16 "source traits" of ability, temperament and 
character integration. The 16 variables are as 
follows: 

Factor A - Warmth (Outgoing) versus Schizo- 
thymia (Reserved) 

Factor B - General Intelligence (More Intelli- 
gent) versus Mental Defect (Less 
Intelligent) 

Factor C - Emotional Stability (Emotionally 
Stable) versus General Neuroticism 
(Affected by Feelings) 

Factor E - Dominance (Assertive) versus Sub- 
mission (Humble) 

Factor F - Surgency (Happy-Go-Lucky) ver- 
sus Desurgency (Sober) 

Factor G - Positive Character (Conscientious) 
versus Immature Dependent Char- 
acter (Expedient) 

Factor H - Adventurous Cyclothymia (Ven- 
turesome) versus Inherent With- 
drawn Schizothymia (Shy) 
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Factor I - Emotional Sensitivity (Tender- 
Minded) versus Tough Maturity 
(Tough-Minded) 

Factor L - Paranoid Schizothymia (Suspi- 
cious) versus Trustful Accessibility 
(Trusting) 

Factor M - Practicality (Careful) versus 
Bohemianism 

Factor N - Sophistication (Shrewd) versus 
Rough Simplicity (Forthright) 

Factor 0 - Worry Suspiciousness (Apprehen- 
sive) versus Confident Adequacy 
(Placid) 

Factor Q 1  - Radicalism (Experimenting) versus 
Conservatism of Temperament 
(Conservative) 

Factor Q2 - Independent Self-Sufficiency (Self- 
Sufficient) versus Group Depen- 
dency (Group-Dependent) 

Factor Q 3  - Will Control and Character Stabi- 
lity (Controlled) versus Poor Self 
Sentiment Formation (Casual) 

Factor Q4  - High Nervous Tension (Tense) 
versus Low Nervous Tension 
(Relaxed) 

The split-half reliabilities of the combined factor 
scores from Form A range from 0.50 to  0.88 
(Median = 0.71). The test consists of a series of 
questions, each followed by positive responses of 
"yes", "?" and "no". The test is untimed. 

Procedure 

The 16 PF Test was administered in groups, class 
by class, for the Mdaysian sample. The Singapore 
subjects on the other hand were given the test 
immediately after each of their interviews for 
admission into the Institute of Education in Singa- 
pore from May-July 1983. Majority of the subjects 
took about an hour to do the test though some 
took as long as 90 minutes. The answer sheets 
were then handscored by applying two cardboard 
stencils (with punched holes) in succession to the 
answer sheet. 

The mean raw scores of the various groups 
under study, classified in terms of sex and highest 
educational attainment for each institution, were 
then converted into standard ten-point scores (stens) 
as given in the norm tables (Cattell and Eber, 1962). 
The sten scores were then transferred to the profile 
sheet and the marked points joined up. 

Mean sten scores on the test were computed. The 
one-way analysis of variance technique (ANOVA), 
using the F-test, was employed to test the statistical 
significance of the variances in the different sets of 
samples for each of the 16 personality factors. The 
t-test was applied to test further the difference 
between any group means. The .05 level of signifi- 
cance was chosen as the critical region to  reject the 
hypotheses. 

Results 

Sex as a Factor 
The tests of difference in mean scores of the Malay- 
sian male and female teacher trainees as presented in 
Table 1 (p 29) reveal that the two groups differ signi- 
ficantly (p < .OI) on five of the 16 personality factors. 
These are Factors B (General Intelligence), E 
(Dominance), H (Adventurous Cyclothymia), I 
(Emotional Sensitivity) and Q2 (Self-sufficiency). 
For Factors A (Warmth) and L (Paranoia), the 
mean scores of the males and females differ at the 
.O5 level. O n  these seven factors, therefore, the null 
hypothesis of no difference for the Malaysian 
group is rejected. 

O n  the other hand, the mean scores of the male 
and female teacher trainees in Singapore differ very 
significantly (p < .0001) on only one factor, Q 2  (Self- 
Sufficiency) as shown in Table 2. (p 29) The null 
hypothesis of no difference on all the factor scores 
except Q2 for the Singapore group is accepted. 

Integrating together the results of the F-test and 
the personality profile, the findings in Figure 1 
(p 30) reveal that there are some distinctions, 
apparently quite sharp, between the male and 
female samples in Malaysia but not so for the two 
groups in Singapore. Seven of the factor scores 
discriminate between the two groups in Malaysia 
at the .05 level or  better. 

Comparatively speaking, both the male and 
female samples in Malaysia and Singapore are 
average in Factor A (Warmth) based on American 
norms, but the male groups generally show slightly 
greater tendencies to be outgoing, warm, more 
generous in personality relationships than the 
female samples as revealed by a sten difference 
of one point in favour of the former group. The 
female teacher trainees both in Malaysia and Singa- 
pore appear to  be reserved and less friendly as 
compared with the male trainees. 

The above finding very closely corresponds with 
Factor H (Adventurous Cyclothymia) which discri- 
minates between the two groups at the .OI level for 
the Malaysian sample but not significantly for the 
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TABLE 1 - COMPARISON O F  MEAN SCORES O F  THE MALE AND 
FEMALE TEACHER TRAINEES IN MALAYSIA O N  THE 16 P F  TEST 

F a c t o r  

- 

A Warmth 
B General Intelligence 
C Emotional Stability 
E Dominance 
F Surgency 
G Positive Character 
H Adventurous Cyclothymia 
I Emotional Sensitivity 
L Paranoia 
M Bohemianism 
N Sophistication 
0 Worry Suspiciousness 
Q1  Radicalism 
Q 2  Self-Sufficiency 
Q 3  Will Control 
Q 4  High Nervous Tension 

TABLE 2 - COMPARISON O F  MEAN SCORES O F  THE MALE AND 
FEMALE TEACHER TRAINEES I N  SINGAPORE O N  THE 16 P F  TEST 

M e a n  S c o r e  

Fac to r  

Male 
(N=114)  

10.31 
7.48 

12.55 
12.31 
12.88 
12.63 
11.35 
10.79 
11.12 
12.50 
10.53 
12.16 
9.45 
9.88 

11.19 
11.28 

P P 

A Warmth 
B General Intelligence 
C Emotional Stability 
E Dominance 
F Surgency 
G Positive Character 
H Adventurous Cyclothymia 
I Emotional Sensitivity 
L Paranoia 
M Bohemianism 
N Sophistication 
0 Worry Suspiciousness 
Q1  Radicalism 
Q 2  Self-Sufficiency 
Q 3  Will Control 
Q 4  High N e ~ o u s  Tension 

Female  
(N=195)  

11.05 
8.35 

13.03 
10.38 
12.16 
11.87 
9.74 

12.74 
10.27 
12.47 
10.09 
12.35 
9.35 

10.96 
10.93 
12.02 

Mean  S c o r e  

Male 
(N= 185) 

10.6 
7.5 

15.0 
11.9 
11.5 
13.5 
12.5 
10.3 
9.4 

12.2 
11.1 
10.1 
10.5 
11.0 
12.4 
8.6 

P 

Female  
(N=515)  

11.2 
7.4 

15.0 
10.6 
11.8 
13.7 
12.1 
12.1 
9.2 

12.4 
10.8 
10.9 
9.4 

10.4 
12.3 
9.7 

Prob > F 

NS 
NS 
NS 
NS 
NS 
NS 
NS 
NS 
NS 
NS 
NS 
NS 
NS 

.0001 
NS 

NS ~ 
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FIGURE 1 - PERSONALITY PROFILES OF MALE AND FEMALE TEACHER TRAINEES IN 
MALAYSIA AND SINGAPORE O N  THE 1 6  PF TEST 

I l I I 

LOW SCORE 
DESCRIPTION 1 STANDARD TEN SCORE (STEN) 

- Average  - 
S'pore zl HIGH SCORE 

DESCRIPTION 

Reserved, Detached, Critical, Cool 
(Schizothy mia) 

A" 

B*>t 

C 

E*" 

F 

G 

H"" 

I"" 

L'! 

M 

N 

0 

Q1 

Q2 

Q? 

Q4 

Outgoing, Warmhearted, Easy-Going, 6.2 5.2 A 
Participating (Cyclothymia) 

More Intelligent, Abstract-Thinking, Bright 5.5 7.4 B 
(Higher scholastic mental capacity) h (Lower scholastic mental capacity) 

Emotionally Stable, Faces Reality, Calm 
(Higher ego strength) 

Assertive, Independent, 
(Dominance) 

5.4 Humble, Mild, Obedient, Conforming 
(Submissiveness) 1 
Sober, Prudent, Serious, Taciturn 
(Desurgency) 

~xpedient,  A Law to Himself, Bypasses 
Obligations (Weaker superego strength) 

Happy-Go-Lucky, Heedless, Gay, Enthusiastic 
(Surgency) 

Conscientious, Persevering, Staid, Rule-Bound 6.2 5.8 G 
(Stronger superego strength) 

Venturesome, Socially Bold, Uninhibited, H 
Spontaneous (Parmia) 

Shy, Restrained, Diffident, Timid 
(Threctia) 

5.7 Tough-Minded, Self-Reliant, Realistic, 
No-Nonsense (Harria) I Tender-Minded, Dependent, Over-Protected, 

Sensitive (Premsia) 

(Protension) 
7.3 Trusting, Adaptable, Free of Jealousy, 

Easy to get on with (Alaxia) 1 
Imaginative, Wrapped up in Inner Urgencies, 
Careless of Practical Matters, Bohemian (Autia) 

Shrewd, Calculating, Worldly, Penetrating 

(Guilt proneness) 
6.4 Placid, Self-Assured, Confident, Serene 

(Untroubled adequacy) I 
6.4 Conservative, Respecting Established Ideas, 

Tolerant of Traditional Difficulties 
Experimenting, Critical, Liberal, Analytical, 
Free-Thinking (Radicalism) 

Resourceful (Self-sufficiency) 1 Group-Dependent, A "Joiner" and 
Sound Follower (Group adherence) I 

Controlled, Socially Precise, Self-Disciplined, I 7.2 l 6.1 I Q, Compulsive 

Tense, Driven, Overwmught, Fretful (High I 4.3 1 4.7 1 Q., 
ergic tension) 

- Profile of the Male Teacher Trainees in Malaysia " p < .05 
- ---L:,. -c -L. -.-..-----Le- ---: ---. :- .L..-.-:- .... _& ,,* . . . . . Profile of rhe Male Teacher Trainees in. Sinalpar6 



Singapore sample. A mean score difference of 1.61 
point in favour of the male group in Malaysia 
is noted in the data. Both the male and female 
groups in Malaysia and Singapore are average in 
Factor H, but the slightly higher sten scores of the 
male groups in Malaysia and Singapore indicate that 
the male teacher trainees are less shy and appear to 
show less inhibition by environmental threat. The 
male samples are not so bothered socially by self- 
conscious shyness and have less difficulty starting 
conversations with people as compared with the 
female group. 

These findings are further confirmed by the 
average score of the male groups both in Malaysia 
and Singapore on Factor L (Suspecting versus 
Trustful) as compared with the above average score 
of the female groups on the same factor, with a 
sten difference of 1.2 for the Malaysian female 
group and 1.4 for the female subjects in Singapore 
(American norms). The male samples generally 
tend to be trustful and adaptable while the female 
samples appear to be more jealous and suspecting. 
The latter show greater ~rotensive tendencies, 
comparatively speaking. 

Being more outgoing, more sociable and less shy, 
the male teacher trainees may be expected to be 
more stable emotionally, more tough-minded, 
independent, more confident and self-assured than 
their female counterparts. Yet it is fascinating to 
note that the profile of the Malaysian male teacher 
trainees on Factors C (Emotional Stability), I 
(Emotional Sensitivity) and 0 (Guilt Proneness 
versus Confident Adequacy) is indicative of a 
contradictory pattern. However, the same pattern 
does not hold true for the Singapore males who 
appear to be better adjusted than the Malaysian 
male group as they generally have a similar sten 
score on Factor 0 and Factor C as the female 
teacher trainees in Singapore. The findings reveal 
that the Malaysian male group obtained a below 
average score as contrasted with the average score 
of the Singapore teacher trainees in Factor C 
(Emotional Stability). It appears that the Malaysian 
male teacher trainees are emotionally much less 
stable as compared to the female group, but not so 
for the Singapore groups which are average in 
emotional stability as compared to the American 
normative group. 

Climaxing this comparative analysis of the 
personality patterns of the male and female samples 
in the teacher training institutions in Malaysia 
and at the Institute of Education in Singapore, is 
the very fascinating finding in Factors B (General 

Intelligence) and L (Paranoia). The female samples 
in both countries are slightly above average in 
intelligence and suspiciousness. The male samples 
are average in both of these factors. It appears that 
the former !generally possess slightly higher scho- 
lastic mental capacity and greater tendencies to be 
suspicious and jealous than the latter group. 

It is most likely that the intelligent males are 
attracted to the more prestigious jobs while the 
females prefer teaching as it may enable them to 
combine career with home life. Teaching in Malaysia 
and Singapore demands shorter working hours 
comparatively as it involves only half the day. This 
may have contributed to the influx of females into 
the teaching arena as compared to the number 
of males. The fewer male samples in the gaduate 
group may be indicative of such a trend as it is they 
who can afford to be more selective in accepting 
jobs, since a university degree is the passport to 
securing the prestigious administrative, managerial 
and professional posts. 

Generally speaking, from the profile sheet in 
Figure 2 (p 32), it appears that the typical Malaysian 
teacher trainee personality, irrespective of sex, is 
very similar to the personality profile of the teacher 
trainees in Singapore and America respectively on 
five of the 16 factors. It is average in intelligence 
(Factor B), assertiveness (Factor E), practicality 
(Factor M), shrewdness (Factor N) and will power 
(Factor 43). 

The American teachers are slightly above average 
in warmth (Factor A), emotional stability (Factor 
C), surgency (Factor F), adventurous cyclothymia 
(Factor H) and emotional sensitivity (Factor I) as 
compared with the Malaysian or Singapore teacher 
trainees. In short, the American teachers are more 
outgoing, emotionally more stable, socially uninhi- 
bited and emotionally sensitive. The Malaysian 
teacher trainees, on the other hand, are emotion- 
ally less stable (below average in Factor C), more 
serious and very much less talkative and less frank 
(below average in Factor F). They show above 
average protensive tendencies (Factor L) and tend 
to possess a suspicious and jealous nature, contemp- 
tuous of the average and decline to be generous in 
giving information to others in a test situation. In 
addition, the group appears to lack confidence and 
tends to be apprehensive, anxious and worrying, 
indicated by the above average score in Factor 0 
(Apprehensiveness), as compared with the Singapore 
or American teachers. 

It is interesting to note that the Singapore teacher 
trainees are average on all the 16 factors. However, 
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FIGURE 2 - PERSONALlTY PROFILES OF TEACHER TRAINEES IN MALAYSIA AND 
SINGAPORE AND OF TEACHERS IN AMERICA ON THE 16 PF TEST 

STANDARD TEN SCORE (STEN) 
LOW SCORE - Average - 

DESCRIPTION 1 2 3 4 5 6 7 8 9 1 0  

Reserved, Detached, Critical, Cool 
(Schizothymia) 1 

6.1 6 6.5 Less Intelligent, Concrete-Thinking 1 - 1  / 1 (Lower scholastic mental capacity) I 
7.1 4.5 5.5 Affected by Feelings, Emotionally less 1 1 1 1  Stable, Easily Upset (Lower cgo strength) I  

Humble, Mild, Obedient, Conforming 
(Submissiveness) I 
(Desurgency) 

7.1 4.9 5.6 Shy, Restrained, Diffident, Timid 1 1 1 I (Threctia) 1 
7.2 6.3 6.3 Tough-Minded, Self-Reliant, Realistic, 

No-Nonsense (Ilarria) 

4.5 6.7 6.4 Trusting, Adaptable, Free of Jealousy, 
Easy to get on with (Alaxia) I! 
Practical, Careful, Conventional, Regulated 
by External Realities, Proper (Praxernia) 

5.5 5.3 5.9 Forthright, Natural, Artless, / ( I 1  Sentimental (Artlessness) I 
I I I I  l 

4.5 6.7 6 Placid, Self-Assured, Confident, Serene 1 1  (Untroubled adequacy) I 

6.2 6 6.7 Casual, Careless of Protocol, Untidy, I I I I  FOIIOWS Own Urges (LOW Integration) I 
, 6.4 5 4.5 Relaxed, Tranquil, Torpid, Unfrustrated I I I  (Low ergic tension) I 

HIGH SCORE 
DESCRlPTION 

Outgoing, Warmhearted, Easy-Going, 
Participating (Cyclothymia) 

More Intelligent, Abstract-Thinking, Bright 
(Higher scholastic mental capacity) 

Emotionally Stable, Faces Reality, Calm 
(Higher ego strength) 

(Dominance) 

Happy-Go-Lucky, Heedless, Gay, Enthusiastic 
(Surgency) 

Conscientious, Persevering, Staid, Rule-Bound 
(Stronger superego strength) 

Venturesome, Socially Bold, Uninhibited, 
Spontaneous (Parmia) 

Tender-Minded, Dependent, Over-Protected, 
Sensitive (Premsia) 

(Protension) 

Imaginative, Wrapped up in Inner Urgencies, 
Careless of Practical Matters, Bohemian (Autia) 

Shrewd, Calculating, Worldly, Penetrating 
(Shrewdness) 

(Guilt proneness) 

Experimenting, Critical, Liberal, Analytical, 
Free-Thinking (Radicalism) 

Resourceful (Self-sufficiency) 

Controlled, Socially Precise, Self-Disciplined, 
Compulsive I 
Tense, Driven, Overwrought, Fretful (High 
ergic tension) I 

- 

Profile of Teacher Trainees in Malaysia ( N  =309) 

. . . . . Profile of Teacher Trainees in Singapore (N = 700) 



they seem to be slightly more intelligent (Factor 
B), more conscientious and persevering (Factor 
G), more shrewd (Factor N), more critical and 
analytical (Factor Ql), more self-sufficient (42) 
and possessing a better self-controlled and a more 
relaxed composure (Q3 and Q4 respectively) as 
compared with the Malaysian teacher trainees and 
American teachers. 

In the light of previous research findings and 
literature, especially in America, on the personal 
characteristics identified with teachers, it does seem 
that generally both groups of teacher trainees from 
Malaysia and Singapore do possess some of the traits 
deemed desirable for teachers as reported by various 
researchers. However, these traits exist only on a 
marginal level as revealed by their average scores 
generally. These desirable traits are self-sufficiency, 
resourcefulness (Gonzaga, 1971; Panlasiqui, 1970; 
Yeager, 1939), conscientiousness, systematic and 
planful (Burham, 1946; Cattell, 1957; Panlasiqui, 
1970; Ryans 1959), and self-control (Vidal, 1971). 
However, the personality of the Malaysian teacher 
trainees in particular appears to lack some other 
vital traits like emotional stability and dominance 
as reported by Gonzaga (1971), Gould and Yoakam 
(1947), Ryans (1959) and Yeager (1939). They tend 
to be easily upset, anxious, tensed and worried. 
Both the subjects in Malaysia and Singapore lack 
the adaptability traits reported by Charter, Waples 
and Douglas (1929) and Panlasiqui (1970). Instead, 
the samples possess the undesirable traits of suspi- 
ciousness and jealousy, they are also not trusting 
and difficult to get along with and less generous in 
appraisals of behaviour and motives of others. 

Educational Attainment as a Factor 
Iwespective of Sex 

The profile sheet in Figure 3 (p34) shows that the 
"0" and "A" level groups in Malaysia and Singapore 
possess certain similar personality traits except on 
Factors C (Emotional Stability) and 0 (Worry 
Suspiciousness). They are average in warmth 
(Factor A), intelligence (B), dominance (E), con- 
scientiousness (G), adventurous cyclothymia (H), 
emotional sensitivity (I), imaginativeness (M), 
shre,wdness (N), radicalism (Ql), self-sufficiency 
(Q2), self-control (43) and nervous tension (44). 
The "A" level group scores more favourably in 
all these factors except Factors G, I, Q3  and 44 .  

The "0" level and the "A" level groups in 
Malaysia differ significantly in only two factor 
scores: Factor C (Emotional Stability) and 0 
(Worry Suspiciousness). The "A" level group is 

average in emotional maturity while the "0" 
level group is below average in emotional stability 
when compared with the American normative 
sample which indicates that the "0" level group 
in Malaysia is emotionally much more unstable. 
Both the "0" and "A" level groups in Singapore 
are average in emotional stability with the "A" 
level group obtaining a slightly higher score. 
The two "0" level groups from Malaysia and 
Singapore, comparatively speaking, show a greater 
tendency to worry and are more apprehensive 
than the "A" level groups in both countries as 
revealed by their slightly higher scores in Factor 
0 (Worry Suspiciousness). 

Summing up, therefore, it appears that the "A" 
level groups in Malaysia and Singapore are 
emotionally more stable (C), less suspicious and 
apprehensive (L), not so shy and submissive (H), 
more self-sufficient (42) and possess a more relaxed 
composure (44) as compared to the "0" level 
groups. In addition, in Malaysia and Singapore, 
the "A" level groups are also slightly more sensi- 
tive emotionally. 

The "0" level groups in both countries, on the 
other hand, seem to be slightly more conscientious 
(G), more suspicious and less adaptable (L), they 
tend to worry more ( 0 )  but possess greater self- 
control as compared with the "A" level groups. 

In general, the combined "0" level male and 
female group shows greater divergence from the 
average personality pattern with greater tenden- 
cies to be emotionally less stable and easily upset, 
more suspicious and worrying, more serious, less 
talkative and shy as compared with the "A" level 
group (see Figure 3). The results suggest that, on 
the whole, the "A" level group appears to possess 
a slightly better adjusted personality. 

In addition, it is interesting to note that both the 
"0" and "A" level groups in Singapore obtained 
an above average score on self-control (43) while 
only the former group in Malaysia possessed 
a greater self-control. The "A" level group in 
Singapore, on the other hand, appears to be more 
relaxed as is evident by its below average score on 
nervous tension (44). Generally, both groups in 
Singapore do not differ very much in all the factor 
scores. Average scores were obtained except for 
Factors Q3  (Self-Control) and Q4 (Nervous Ten- 
sion). 

It is both surprising and enlightening to note 
that neither the test of significance nor the profile 
reveals any significant difference in intelligence 
(Factor B) between the "0" level and "A" level 
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FIGURE 3 - PERSONALITY PROFILES OF THE "0" AND "A" LEVEL CERTIFICATE HOLDERS IN 
MALAYSIA AND SINGAPORE O N  THE 16 PF TEST 

5.4 5.5 Reserved, Detached, Critical, Cool I  I  (Schi~oth~mia)  1 
5.8 5.9 Less Intelligent, Concrete-Thinking B 1  1 I (Lower scholastic mental capacity) I  

(Submissiveness) 

F 4.2 4.5 Sober, Prudent, Serious, Taciturn 
(Desurgency) 

G 5.4 5.3 Expedient, A Law to Himself, Bypasses 
Obligations (Weaker superego strength) l : 
Shy, Restrained, Diffident, Timid H l 1 I (Threctia) I 

I 6.5 6.6 Tough-Minded, Self-Reliant, Realistic, 
No-Nonsense (Ilarria) 

L 7.1 6.9 Trusting, Adaptable, Free of Jealousy, 
Easy to get on with (Alaxia) l : 

5.6 5.8 Practical, Careful, Conventional, Regulated M I  I  I by External Realities, Proper (Praxernia) I 

(Untroubled adequacy) 

Sound Follower (Group adherence) 

Q, 6.2 5.8 Casual, Careless of Protocol, Untidy, I I  1 Follows Own Urges (Low Integration) I 
Relaxed, Tranquil, Torpid, Unfrustrated 
(Low ergic tension) 

- - - Profile of the "0" Level (0) Certificate Holders in Malaysia 
Profile of the "A" Level (A) Certificate Holders in Malaysia 

* . * .  

. . . .  

. . 
0 . .  

. . . 

.. 

15 Profile of the "0" Level ( 0 )  Certificate Holders in Singapore 
)l Profile of the "A" Level (A) Cerrificace Holders in Singapore 



groups in Malaysia and Singapore. This finding 
suggests that the "0" level group is just as capable 
mentally and scholastically to study in Pre-Univer- 
sity as the "A" level group, had they been given the 
opportunity. The teacher training college may very 
well be an avenue in improving the personality 
structure of the less well-adjusted personalities. 

Type of Training Programme as a Factor 

For the purpose of comparing the mean scores on 
the 16 Personality Factor Test and personality 
profiles of the non-graduate teacher trainees with 
the graduate groups, the "0" and "A" level subjects 
in Malaysia and Singapore were combined together, 
irrespective of sex, to form the non-gaduate groups. 

Both non-graduate groups from Malaysia and 
Singapore differ significantly (p< .05 or better) from 
the graduate groups on Factor A (Warmth). While 
the graduate teacher trainees in Malaysia obtained 
a slightly higher mean score on Factor A than the 
non-graduate subjects, the reverse is true for the 
Singapore groups, with the non-graduate group 
obtaining a higher mean score on Factor A. 

The graduate teacher trainees in Malaysia differ 
significantly (p< .05) from the non-graduate group 
in Factors E (Dominance), L (Suspiciousness), Q1 
(Radicalism) and Q2 (Self-sufficiency) as presented 
in Table 3. The mean scores of the gaduate group 

in Singapore as shown in Table 4 (p 36), on the other 
hand, differ significantly from the non-graduate 
group on Factors C (Emotional Stability), G (Con- 
scientiousness), H (Adventurous Cyclothymia), M 
(Practicability) and Q2 (Self-sufficiency). The 
hypothesis that there is a significant difference 
between the combined non-graduate and graduate 
groups in Malaysia and Singapore, irrespective of 
sex, is accepted for five and six factors respectively. 

It is evident that the non-graduate and graduate 
groups in Malaysia closely approximate each other 
on source traits A (Cy~loth~mia),  B (General Intel- 
ligence), C (Emotional Stability), F (Des~r~ency),  
G (Positive Character), H (Shyness), M (Bohemian- 
ism) and Q4 (Nervous Tension). Statistically, they 
differ significantly on Factors A, E, 0, Q1 and 
42 .  The non-graduate and graduate groups in 
Singapore appear similar on Factors B (General 
Intelligence), N (Shrewdness) and Q1 (Radicalism). 

It is interesting to note that while there is not 
much difference in the average scores of Malaysian 
groups on Factors A (Warmth), C (Emotional Stabi- 
lity) and Q4 (Nervous Tension), the non-graduate 
group in Singapore differs slightly from the graduate 
group on these factors, in favour of the former 
group. The non-graduate group in Singapore ap- 
pears to be more outgoing and friendly, emotionally 
more stable and possesses a more relaxed and 
unfrustrated composure as compared with the 

TABLE 3 - COMPARISON OF MEAN SCORES OF THE NON-GRADUATE 
AND GRADUATE GROUPS IN MALAYSIA ON THE 1 6  PF TEST 

IRRESPECTIVE OF SEX 

Prob  > I 

.01 
NS 
NS 
.05 
NS 
NS 
NS 
NS 
.o 1 
NS 
NS 
.o 1 
.05 
.05 
NS 
NS 

Factor 

A Cyclothymia 
B General Intelligence 
C Emotional Stability 
E Dominance 
F Surgency 
G Positive Character 
H Adventurous Cyclothymia 
I Emotional Sensitivity 
L Paranoia 
M Bohemianism 
N Sophistication 
0 Worry Suspiciousness 
Q1 Radicalism 
Q2 Self-sufficiency 
Q3 Will Control 
Q4 High Nervous Tension 
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Mean Score  

Non-Graduate 
(N= 187) 

10.40 
7.88 

12.54 
11.45 
12.61 
12.29 
10.49 
12.17 
11.02 
12.36 
10.28 
12.92 
9.17 

10.22 
11.05 
12.01 

Graduate 
(N= 122)  

11.35 
8.25 

13.33 
10.52 
12.15 
11.93 
10.09 
11.82 
9.91 

12.66 
10.20 
11.30 
9.74 

11.10 
10.99 
11.34 



TABLE 4 - COMPARISON OF MEAN SCORES OF THE NON-GRADUATE 
AND GRADUATE GROUPS IN SINGAPORE ON THE 16 PF TEST 

IRRESPECTIVE OF SEX 

Mean Score 
Factor 

(N = 2 73) (N = 427) 

A Cyclothymia 
B General Intelligence 
C Emotional Stability 
E Dominance 
F Surgency 
G Positive Character 
H Adventurous Cyclothymia 
I Emotional Sensitivity 
L Paranoia 
M Bohemianism 
N Sophistication 
0 Worry Suspiciousness 
Q1 Radicalism 
Q2 Self-Sufficiency 
Q3 Will Control 
Q4 High Nervous Tension 

Prob  > F 

graduate subjects. This is further verified by its 
lower sten scores on Factor L (Suspiciousness) and 
0 (Worry Apprehension). 

Both groups are average in Factor E (Dominance) 
with the non-graduate group in Malaysia and, on 
the contrary, the graduate group in Singapore 
showing a greater tendency to be assertive and 
aggressive as revealed by their slightly higher score 
on that factor. This is shown in Figure 4 (p 37). 

Both the graduate teacher trainees in Malaysia 
and Singapore appear to be slightly more experi- 
menting and critical, and self-sufficient as shown 
by their average but significantly higher scores on 
Factors Q1 and Q2 respectively. This seems to 
confirm Gallop's (1978) findings concerning self- 
sufficiency and resourcefulness of graduate teacher 
trainees as compared with non-graduate trainees. 
However, while it is the graduate teacher trainees in 
Malaysia that appear to possess better self-discipline 
and self-control than the non-graduate group, 
in Singapore it is the non-graduate teacher trainees 
who have slightly better self-control than the 
graduate group, confirming Gallop's (1978) finding 
on 4 3 .  

It appears, therefore, that in Malaysia it is the - - 

graduate group and in Singapore the non-graduate 
group that possess a much more wholesome and 
better adjusted personality that is similar to the 

American normative group (college students). O n  
the other hand, the non-graduate teacher trainees 
in Malaysia and the graduate group in Singapore 
tend to worry more and are less relaxed. 

Discussion 

The results of the study imply that distinct persona- 
lity differences are noticeable between the various 
groups investigated. 

When compared with the general norms and the 
Singapore samples, the Malaysian subjects show 
some deviations which are worthy of comment. 
The general tendencies of the Malaysian samples to 
be below average in emotional stability and above 
average in suspiciousness and apprehensiveness, as 
compared with the normative and Singapore 
groups, may seem to suggest that Malaysian samples, 
especially the males, have less satisfactory emotional 
adjustment. The difference is less obvious for 
the Singapore groups although the female teacher 
trainees in Singapore tend to be slightly more 
suspicious than the male group. It points to the 
possibility of tension-generating elements such as 
the educational system with its heavy emphasis 
on scholastic performance in the various public 
examinations, contributing to the anxieties and 
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emotional instability of the teacher trainees. This 
is especially so since the academic performance in 
these examinations determines who wiU and who 
will not go on to higher levels of education and 
this indirectly determines one's future. 

The fact that the difference in Factor B (General 
Intelligence) between the male and female samples 
is large enough as to be statistically significant at 
the 1% level in favour of the latter, especially for 
the Malaysian groups, implies that the teaching 
profession attracts more intelligent females than 
intelligent males both in Malaysia and Singapore. 
This further implies that more intelligent males 
prefer to look for more prestigious occupations 
rather than teaching. This does seem to point to 
the need to reorientate the value system of people 
in Malaysia and Singapore. It further reveals the 
need to attract more males into the teaching profes- 
sion. 

The results also indicate that the "0" level certi- 
ficate holders have comparatively less satisfactory 
emotional adjustment than the "A" level certificate 
holders in Malaysia and Singapore. The results also 
reveal that the Malaysian graduate teacher trainees 
as opposed to the non-graduate teacher trainees in 
Singapore appear to possess better adjusted persona- 
lities than the non-graduate group in Malaysia and 
the graduate group in Singapore respectively. 

This seems to imply that in Malaysia the older 
group and the group with higher educational quali- 
fications have better-adjusted personality profiles. 
However, the same cannot be said for the Singapore 
samples as there are no consistent findings between 
the "0" and "A" level groups and between the 
non-graduate and graduate teacher trainees. 

It can be said that while the analyses undertaken 
here are by no means extensive enough, the findings 
are intelligible and at least have shed some light 
on the personality patterns of teacher trainees in 
Malaysia and Singapore and the possible effect of a 
higher educational level on the personality structure 
of Malaysians especially. The study seems to point 
out potential areas in which further researches can 
and should be made. 

Based on the present findings, the following 
recommendations are made. Research should be 
carried out to identify the contributory factors of 
traits such as emotional instability, emotional sen- 
sitiveness, apprehensiveness, lack of self-confidence, 
unadaptability and others associated with the less 
well-adjusted personalities of the teacher trainees 
in Malaysia and Singapore. There is also a need to 
review the public examination system and to see its 

effects on the psychological growth of the students. 
There needs to be a more thorough screening of 

all applicants applying to teacher training institu- 
tions, taking into consideration personality and 
also interest in the teaching profession. On  the 
basis of the present findings, it is recommended 
that the following traits be looked for in teacher 
applicants because they appear to go hand in hand 
with good teaching: emotional stability, self- 
control, self-sufficiency, resourcefulness, conscien- 
tiousness, planfulness, adaptability, confidence and 
friendliness. Psychological tests, such as Cattell's 
16 Personality Factor Test, may be used or devised 
to assess the personality characteristics of the 
teacher trainees. 

Applicants who possess "A" level qualification, 
or those who have gone through the two years of 
Pre-University but unfortunately failed the "A" 
level examinations, should be given priority over 
those applicants with only "0" level qualification, 
especially in Malaysia. 

Specifically, it appears that Cattell's 16 Personality 
Factor Test is sufficiently promising to be worth 
further investigation. An item analysis as well as a 
validity study of the 16 PF Test seem necessary. If 
relevant and valid, it will be possible to do further 
research, utilizing those items shown as having the 
most discriminating power. It will also provide 
empirical evidence for a more extensive use of the 
instrument in Malaysia for assessing the ~ersonality 
characteristics of job applicants and for identifying 
those who are better equipped to succeed in their 
course of training, especially teacher training. 

Professionally trained guidance counsellors (both 
man and lady counsellors) are greatly needed in 
teacher training institutions to assist the teacher 
trainees in their personal problems and to help 
them know and understand themselves better and 
be better adjusted in life. It cannot be more strongly 
underscored that there is a tremendous need to 
employ such counsellors, psychologists (especially 
counselling, school and clinical psychologists) or 
psychometrists in the Ministry of Education and in 
teacher training institutions to help in the screening 
of applicants for teacher training. They can help in 
administration, scoring, interpretation of psycho- 
logical tests which can be utilized or devised to 
provide a more objective assessment of applicants. 
Furthermore, these professionally trained experts 
will be an asset in acting as resource persons in 
seminars to train teacher counsellors in Malaysia 
and Singapore. This recommendation is made in 
view of the current unpreparedness in the resources 
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and budgets of Malaysia and Singapore to employ 
at least one professionally qualified guidance coun- 
sellor in schools, as in the Philippines and the 
United States, to aid the development of wholesome 
personality. Emphasis should also be placed on 
the importance of guidance, counselling and self- 
awareness in the courses conducted in the teacher 
training programmes. 

Malaysia and Singapore need mentally healthy 
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O n  Coping with the Stresses' of Teaching 

Esther Tan 

Introduction on the nature of the stressor, its magnitude or inten- 

Stress is a concept which is much talked about but 
little understood. We are exposed to it every day of 
our lives and our response to it often determines 
the quality of our life and health. Hans Selye (1976), 
the acknowledged father of stress research, defines 
stress as the nonspecific response of the body to 
any demand and a stressor as an agent which pro- 
duces stress at any time. The streswr may be a 
d e m h d  for physical activity or an environmental 
exposure to potential toxins such as heat or noise. 
It may be an emotional difficulty that produces 
distorted perceptions of ordinary circumstances or 
the psychological impact of such significant events 
as the death of a loved one. Social stressors may 
arise out of an individual's work, family roles or  
interpersonal relationships with others. 

Miller (1979) divides stressors into two groups: 
self-imposed and situational. Some self-imposed 
stressors come from unrealistic expectations of our- 
selves ("I should know all the answers") and others 
("People shouldn't act that way"). Other self- 
imposed stressors may stem from unreasonable ego 
demands such as a desire for respect, or unrealistic 
aspirations which, when unmet, cause anxiety and 
frustration. Situational distress arises from value 
conflicts, interpersonal conflicts, physical or emo- 
tional threats or a lack of resources to accomplish 
a task. 

In an attempt to consolidate the work of various 
researchers, Adams (1978) categorizes stressors into 
four types: recent events in the job (increased 
responsibility), recent events away from work 
(family problems), on-the-job conditions (notifica- 
tion of unsatisfactory performance) and away-from- 
work conditions (concern over finance). 

Although stress is often associated with physical 
illness, anxiety or even depression, it is not all bad. 
Whether a stressor will produce difficulty depends 

sity and the vulnerability of the individual to its 
effects at that time. In fact, sometimes a stressor 
can bring about pleasurable experiences or desir- 
able outcomes. Selye (1983) contends that the 
stress of life has four basic variations, although 
in their most characteristic nonspecific manifes- 
tations they all depend on the same central pheno- 
menon. We face "overstress" (hyperstress) when 
we have exceeded the limits of our adaptability or 
"understress" (hypostress) when we suffer from 
lack of self-realization. Distress, on the other hand, 
refers to the harmful physical and psycho-social 
consequences of stress and eustress is the motiva- 
tion and enhancing influences stress can have on 
our productivity and satisfaction. In this study, 
however, the primary concern is to examine the 
effects of hyperstress and distress on Singaporean 
teachers and their coping mechanisms in stress 
management. Specifically the objectives of this 
study are: 

1 to identify and compare the stressors for 
teachers in secondary and primary schools, 

2 to examine the effects stress has on the 
teachers in the sample, and 

3 to assess the coping skills of these teachers in 
stress management. 

The Sample 

In the stress survey, a questionnaire was adminis- 
tered to 60 teachers from 30 secondary schools 
and 100 teachers from 10 primary schools. Table 1 
shows the distribution of the sample according 
to school type and the sex of the teachers. In the 
subsamile of primary school teachers the ratio 
between male and female teachers is 2:3. This is 
quite close to the actual situation in the primary 
schools where the sex ratio is about 3 male teachers 
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TABLE 1 - DISTRIBUTION OF SAMPLE BY 
SEX AND SCHOOL TYPE 

to 7 female teachers. The sex ratio in the subsample 
of secondary school teachers of 1 male teacher to 
every 4 female, however, is not representative of the 
real life situation at all. Statistics published by the 
Ministry of Education reveal that there are currently 
3 136 male teachers and 4 145 female teachers in 
the secondary schools and Pre-U centres, a ratio of 
about 3 to 4. This sex preponderance in the sample 
was the result of more female than male teachers 
volunteering to participate in the survey. 

Among the secondary school teachers in the 
sample, 50% were beginning teachers with less than 
five years of teaching experience. The remaining 
half were experienced teachers who had spent more 

me Of 

Primary 
Secondary 

Total 

than 10 years in the education service. Among 
the primary school teachers, all were experienced 
teachers with 10 to 20 years of teaching experience 
behind them. 67% of the respondents in the entire 
sample were married with an average of two children 
per family unit. Among the married teachers, 82% 
were from "dual career" families where both spouses 
were working full time. 

The Instrument 

A review of the literature concerned showed that 

Total 

100 
60 

160 

S e x  of Teachers 

several instruments have been published for identi- 
fying stressors or assessing stress reactions. In 1967 
Holmes and Rahe developed "The Social Readjust- 
ment Rating Scale", a self-administered checklist 
that helps individuals identify stressful events they 
have encountered in life. "The Hopkins Symptoms 
Checklist" (1974) is designed to give individuals 
an understanding of possible psychological symp 
toms currently being experienced. "The Stress and 
Response Inventory" (SRI) developed in 1978 is 
another self-administered instrument for assessing 
the methods one uses in responding to stress. The 
author incorporated some of the ideas in these in- 
struments and devised an indigenous instrument 
that identifies stressors as well as stress reactions 
with special reference to teaching in schools. 

Male 

40 
12 

52 

This questionnaire has four sections. Section A 
requests demographic and jobrelated data such as 
age, sex, marital status, years of teaching experience, 
work load in schools etc. Section B consists of a 
checklist of 54 stressors categorized under these 
headings: 

Female  

60 
48 

108 

Stress at Work Examples of job-related stressors 
are long hours at work, time pressure, work over- 
load and strained relationships with colleagues. 

Stress in the Family This section includes items 
such as bringing up children, in-law problems and 
marital discord. 

Personal Stress Stressful situations in one's per- 
sonal life can be due to emotional problems, social 
life, finance or even preparation for marriage. 

General This section covers environmental stress 
such as noise pollution, neighbourhood problems 
and violation of traffic laws etc. 

The respondents were asked to identify three situa- 
tions that had caused them stress in the past year 
and then rank them in order of seriousness: "1" 
being the most stressful and "3" being the least 
stressful. 

Section C explores the effects of stress on the re- 
spondents and covers areas such as physical health, 
psychological well-being and social adjustments. 

Section D attempts to identify the coping mecha- 
nisms of the teachers. The respondents were asked 
to go through a checklist of 30 coping strategies 
and tick those that described their responses most 
aptly. As stress reactions vary from individual to in- 
dividual it is impossible to have an exhaustive listing 
of stressors and stress reactions, so an "Others" 
category is included in each section for free responses. 

Work Stress in Teaching 

The findings show that with teachers, just like 
many other professionals, jobrelated stresses are 
still the most intense universal experiences encoun- 
tered. Table 2 shows that for 73.1% of the teachers, 
the number one stressor was associated with teaching 
in schools, whereas stress related to family living 
and social life affected only a small minority of the 
sample (10.6% and 5.7% respectively). 

Work stress has been defined as a jobrelated factor 
that produces a malada~tive response. According 
to the Chicago Teachers' Union (1978) the top five 
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TABLE 2 - NUMBER ONE STRESSOR FOR TEACHERS 

TABLE 3 - WORK STRESS IN TEACHING (N = 160) 

Secondary School 
Teacher 
(n = 60) 

Primary School 
Teacher 
(n = 100) 

Total 

stressors in that district were involuntary transfer, 
managing "disruptive" children, receiving notifica- 
tion of unsatisfactory performance, threat of personal 
injury and overcrowded classrooms. In another 
research Effingmell (1979) identifies sources of 
stress for secondary school teachers according to 
the physiological, psychological and social dimen- 
sions of life. Secondary school teachers are often 
fatigued and do not have the time to relax and 
unwind. They usually eat-on-the-run and meet 
their biological needs according to a bell schedule 
rather than a personal schedule. Finally teachers 
are always trying to please students, parents, admini- 
strators and their fellow teachers which can drain 
them physically and emotionally. 

After reviewing 71 articles on teacher stress in 
USA and Canada, Hiebert and Farber (1984) con- 
clude that teacher-student conflict and discipline- 
related problems are the most commonly identified 
stressors. Other frequently identified sources of 

Nature o f  Stressor 

Type o f  Stress 

Work overload 
Time pressure 
Managing difficult pupils in class 
Marking 
Strained relationships 
EGA responsibilities 
Lesson planning/preparation 
Strain of teaching tasks 
Change in work responsibilities 
Visit of appraisal team 
Others 

Total 

teacher stress include staff interpersonal interac- 
tions and inadequate resources such as overcrowded 
classrooms; poor facilities; role ambiguity and per- 
ceived role conflict; time pressure and inadequate 
teacher preparation. 

In Singapore, however, the situation seems quite 
different. When asked to identify the number one 
stressor in the past twelve months, 73.1% of the 
teachers mentioned a job-related situation (Table 3). 
The most cited stressors were work overload (18%), 
time pressure (13%), managing difficult children in 
class (IIYo) and marking (IOYo)). Some teachers were 
troubled by strained relationships with colleagues. 
A few complained about lack of support from their 
superiors. To some the nature of their teaching 
duties caused them stress as they tried to zdjust 
to the long hours and the repetitiveness of their 
teaching tasks. "Change in work responsibilities" 
refers to cases where the teachers were asked to 
change their teaching subjects or  the levels of the 

Work 
% 

75.0 

72.0 

73.1 

% o f  Teachers Affected 

18.0 
13.0 
11.0 
10.0 
5.6 
3.1 
3.8 
3.1 
2.5 
1.9 
1.1 

73.1 
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Family 
% 

10.0 

11.0 

10.6 

Personal 
% 

8.3 

4.0 

5.7 

Environment 
% 

6.7 

13.0 

10.6 



class. Understandably the visits of the appraisal 
team from the Ministry of Education caused some 
concern to the few teachers whose schools were 
under appraisal. The "Others" category includes 
statements such as "lack of qualifications" and 
"role conflict at work". 

A comparison between the responses of the 
secondary school teachers and those of the primary 
school teachers (Table 4) showed that although 
both groups identified work overload as their num- 
ber one stressor, more secondary school teachers 
were troubled by discipline problems (13% vs 10%) 
while more primary school teachers found marking 
books stressful (12% vs 7%). Interestingly, 10°/o of 
the secondary school teachers found lesson planning/ 
preparation stressful, a problem that did not bother 
the primary school teachers at all. Further investiga- 
tion revealed that this feeling was shared mostly 
by the beginning teachers in the sample. As ECA is 
compulsory in secondary schbols it is understand- 
able that the organizing of extra-curricular activities 
was considered a source of stress only by the secon- 
dary school teachers. While the younger beginning 
teachers in secondary schools found the nature of 
their teaching tasks strenuous (IOYo), the more ex- 
perienced teachers in the primary schools were 
worried about the appraisal team visiting their 
schools (3.0%). 

Effects of Stress 

Only since the 1920s, following the systematic in- 
vestigations of the eminent Haward physiologist, 

Walter B. Cannon, and others, has the importance 
of hormones and chemical mediators in the body's 
response to stressors been recognized. As the body 
prepares to defend itself against a threat or to avoid 
the threat, three systems are directly involved: the 
cardiovascular, the digestive and the muscular. 
Thus heart rate and blood pressure elevate as the 
body increases blood supply to the heart and mus- 
cles. Concurrently, the absorption of food in the 
digestive system is reduced while energy-producing 
substances such as sugar and fats are released to 
meet the need for an increased energy supply. 

In 1936 Hans Selye introduced his concept of the . 
"General Adaptation Syndrome", a term referring 
to the physiological reactions brought about by 
a broad range of environmental stimuli. Selye's 
General Adaptation Syndrome has three phases. 

The first phase is the alarm response in which 
the stress is generalized and manifested by increased 
activity in most of the body systems. The second 
phase is referred to as the resistance phase when 
adaptation to the stressors appears to be localized 
in one or two of the body systems with little or no 
evidence of the development of symptoms. In the 
final stage, the exhaustion phase, the system or 
systems appear to be overloaded with the conse- 
quent development of symptoms. By now there is 
a clear manifestation of stress and this phase can 
result in illness or even mortality. Warshaw (1982) 
reports that backache is an extremely common 
stress reaction. Although backaches are usually 
attributed to an acute strain or trauma resulting 
from an injudicious movemeilt or an attempt to 

TABLE 4 - COMPARISON OF NUMBER ONE STRESSOR 
BETWEEN PRIMARY AND SECONDARY SCHOOLS 

1985 VOL 7 NO 2 .43  

Stress at Work 

Work overload 
Time pressure 
Managing difficult pupils in class 
Marking 
Strained relationships 
ECA responsibilities 
Lesson planning/preparation 
Strain of teaching tasks 
Visit of appraisal team 
Change in work responsibilities 

Teachers in 

Secondary School 
(n = 60) 

% 

15.0 
3.3 

13.0 
7.0 
3.0 
5.0 

10.0 
8.3 
0.0 
3.3 

Primary School 
(n = 100) 

Yo 

20.0 
19.0 
10.0 
12.0 
2.0 
2.0 
0.0 
0.0 
3.0 
2.0 



lift something, careful investigations, however, 
have revealed that often the precipitating incident 
is coincidental, the real cause being chronic ten- 
sion, stiffness and weakness of key postural muscles 
induced by stress. Other common physiological ef- 
fects are tension headaches, constipation, diarrhoea, 
migraines, weight loss and peptic ulcer. 

Very often physiological symptoms are accom- 
panied by changes in personality or behaviour. 
Examples of such psychological effects are prolonged 
periods of brooding or inappropriate outbursts of 
temper. Such changes are usually rather subtle and 
inconspicuous but a good place to detect emotional 
disturbances is in the job. Such symptoms are bound 
to interfere with the individual's work habits, job 
performance and relationships with co-workers. 
Thus an efficient worker may become rather careless 
and forgetful while a casual worker may suddenly 
become obsessively compulsive. Another common 
psychological effect is anxiety which is a state of 
tension associated with apprehension, worry, guilt, 
insecurity and a constant need for reassurance. 
Prolonged anxiety may lead to depression, a mood 
that is characterized by dejection and gloom as well 
as a feeling of worthlessness, futility and despair. 

Beech, Burns and Sheffield (1982) contend that 
in addition to inducing physiological symptoms 
stress can affect the individual at a cognitive level. 
When under stress a person's thinking may become 
more rigid and concrete. His intellectual functioning 
is lowered, often leading to indecisiveness and dis- 
tortions in thinking. In another study Bradley and 
Cox (1978) identify six types of stress effects: 

1 Psychological effects such as anxiety, aggres- 
sion, apathy, boredom, depression, guilt and shame. 

2 Behavioural effects such as accident prone- 
ness, drug taking, emotional outbursts, excessive 
eating or loss of appetite, excessive drinking and 
smoking, impulsive behaviour and restlessness. 

3 Cognitive effects such as inability to make 
decisions and concentrate, forgetfulness, hypersensi- 
'tivity to criticism and mental blocks. 

4 Physiological effects such as increased blood 
pressure and heart rate, sweating, dryness of mouth, 
dilation of pupils, hot and cold spells and numbness 
of the limbs. 

5 Health. effects such as asthma, chest and 
back pains, diarrhoea, frequent urination, head- 
aches and migraines. 

6 Organizational effects such as absenteeism, 

poor productivity, high accident and labour turnover 
rates, antagonism at work and job dissatisfaction. 

In Table 5 (on page 45), the effects of stress on the 
teachers are reported under three main headings, 
namely physiological, psychological and behavioural. 
The data revealed that for both groups of teachers 
tension headache, fatigue and aching muscles seemed 
to be the most common physiological effects, 
followed by migraines and insomnia. The secondary 
school teachers, the majority of whom were younger, 
suffered more from weight loss or loss of appetite 
while the older teachers in primary schools suffered 
from fatigue and migraines. For the 'latter stress 
also led to ailments such as high blood pressure 
and heart palpitations. 

In the area of psychological effects anxiety was 
by far the most commonly felt effect. The teachers 
also had difficulty in concentrating and both groups 
suffered from feelings of inferiority and depression. 
As one young teacher put it, "I often feel lonesome, 
unfulfilled and cold inside." 

While physical health and psychological well- 
being are interrelated, they also have an effect on a 
person's social behaviour. Both groups of teachers 
felt that when under stress they became irritable 
and moody. One primary school teacher confessed 
that she lost her temper easily and often took out 
her frustrations on her pupils in class as well as her 
children at home, though usually she felt guilty 
afterwards. The data also showed that while some 
respondents vented their frustrations through aggres- 
sive and critical behaviour, others chose to withdraw 
from socializing and kept to themselves. 

Ways of Coping 

According to Walter Gmelch (1980), stress-related 
research points to four basic ways people respond 
to stress: (1) fight responses, (2) flight responses, 
(3) freeze responses, and (4) learning to cope. Whether 
stimulated by rational, subconscious or conscious 
thought, all provide valid means of reducing over- 
stimulation and excessive stress. 

Fight is basically a power-oriented response where 
winning and overcoming is of primary importance. 
Standing up for one's rights, confronting the stressor 
and defending a position are examples of fight reac- 
tions. All fight responses constitute a tremendous psy- 
chological drain. The longer and more frequent the 
duration of such behaviour, the greater and sooner the 
exhaustion. 

People often respond to stress by fleeing or avoid- 
ing the stress agent, rationalizing away a problem, 
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TABLE 5 - EFFECTS OF STRESS 

Type o f  Effect 

Physiological 

Tension headache 
Fatigue 
Aching shoulder/neck 
Migraines 
Insomnia 
Weight loss 
Loss of appetite 
Early morning awakening 
High blood pressure 
Heart palpitation 
Nightmares/fretful sleep 
Peptic ulcer 

Psychological 

Anxiety 
Inability to concentrate 
Difficulty in decision-making 
Depression 
Inferior feeling 
Nervous feeling 
Self-pity 
Feeling of rejection 
Lonely feeling 

Behavioural 

Irritability 
Aggressive behaviour 
Critical of others 
Social isolation 

Secondary 
School Teachers 

(N = 60)  
% 

Primary 
School Teachers 

(N = 100) 
% 

Total 
(N = 160) 

% 

38.7 
36.2 
33.7 
31.2 
20.0 
10.6 
10.0 
9.3 
6.2 
5.6 
4.4 
4.3 

31.8 
12.5 
8.1 
6.8 
6.3 
6.3 
4.4 
3.8 
0.6 

40.6 
8.1 
8.1 
5.6 

fantasizing or withdrawing from an uncomfortable 
situation. Such flight responses help to block out 
more stress than a person is able to handle. In some 
situations this may actually be functional and 
productive. However, in most cases the flight 
behaviour is inappropriate and may only serve to 
aggravate the problem. 

The freeze response refers to a "silent, tense im- 
mobility" when one is faced with a threatening 
situation. It is often accompanied by a feeling of 
inadequacy or despair. Some common examples 
are when students blank out on important exarnina- 
tions, interviewees are unable to respond to simple 
questions or a person losing his voice when called 
upon to give a public speech. In all these circum- 
stances, self-preoccupation with the stress agent (a 

test, interview or speech) ~roduces a mental block 
leading to performance paralysis. 

All of us use the fight, flight and freeze responses 
sometimes. They can be appropriate responses 
when used on a short-term basis to allow us to 
develop more productive and proactive coping 
mechanisms. When used exclusively, however, 
they become ineffective tools, resulting in inappro- 
priate behaviour. When used excessively, they may 
leave us so physically fatigued and emotionally 
exhausted that we become less able to cope with 
future stressful situations. 

Learning, the fourth psychological response to 
stress, is unique to human beings. It enables us to 
control the outcome of a stress-producing situation 
in an effective and constructive manner. In contrast 
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TABLE 6 - COPING MECHANISMS OF THE TEACHERS 

to the three previous responses, it is a preventive 
rather than an adaptive measure. Through learning 
responses such as understanding, anticipating and 
controlling, we can turn distress into eustress and 
become better able to cope with future stressful 
situations. 

Table 6 gives an encouraging picture as the ma- 
jority of teachers seemed to be quite positive in 
their coping mechanisms. They used constructive 
methods such as learning to live with stress (50.6%), 
seeking religious support (37.5%), improving one- 
self (32.5%) and looking for alternatives (32.59'0). 
Being younger and more energetic, more secondary 
school teachers sought outlets in activities such as 

exercise, sport and music. Both groups were equally 
prepared to  seek support from their families and 
friends. 

In the area of fight responses, it is interesting to 
note that the secondary school teachers appeared to 
be more aggressive than their colleagues in the pri- 
mary schools who seemed to have "mellowed with 
age". The former were more inclined to assert them- 
selves when handling stressful situations and used 
techniques such as confronting the stressor or in- 
sisting on their own ways. Among those who chose 
flight or freeze responses, however, it was also the 
younger teachers who seemed to lose heart more 
easily. 

Way of Coping 

Flee Responses 

Try to avoid talking about it 
Keep self busy with other 
work 

Try to forget 
Eatinglsleeping 
Smokingldrinking 

Fight Responses 

Direct confrontation 
Express anger 
Slow downldelay 
Insist on own way 
Put blame on others 
Retaliation 

Freeze Responses 

Despaidgive up 
Cryinglself-pity 

Learning Responses 

Learn to cope 
Religious support 
Improve oneself 
Look for alternatives 
Vacation/outing 
Relaxation 
Exercise/sport 
Seek support from family/ 
friends 

Change life style 
Seek professional help 
Delegate duties to others 
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Secondary 
School Teachers 

(N = 60)  
% 

36.7 

18.3 
18.3 
8.3 
5.0 

20.0 
16.7 
0.0 
5.0 
5.0 
1.7 

8.3 
5.0 

55.0 
40.0 
40.0 
56.7 
33.3 
28.3 
31.7 

16.7 
6.7 
3.3 
1.7 

Primary 
School Teachers 

(N = l o o )  
% 

7.0 

20.0 
14.0 
4.0 
3.0 

8.0 
8.0 
6.0 
2.0 
2.0 
0.0 

3.0 
2.0 

48.0 
36.0 
28.0 
18.0 
26.0 
27.0 
23.0 

25.0 
15.0 
2.0 
3.0 

Total 
(N = 160) 

% 

18.1 

19.4 
15.6 
5.6 
3.8 

12.5 
11.3 
3.8 
3.1 
3.1 
0.6 

13.3 
3.1 

50.6 
37.5 
32.5 
32.5 
28.8 
27.5 
26.3 

15.6 
11.9 
2.5 

15.6 



Summary of Findings 

This survey on 160 teachers reveals that stress for 
the Singaporean teacher is mainly job-related and 
that there is little distinction between beginning 
teachers and experienced teachers. For the majo- 
rity (73.1%) the number one stressor is work 
overload. while feeling bogged down by a heavy 
workload, the teachers also feel the stress of time 
pressure. Both secondary school teachers and pri- 
mary school teachers alike find it strenuous to 
manage difficult pupils who pose discipline pro- 
blems in the classroom. Whiie the begmmng teachers 
in the secondary schools are worried about the 
planning and delivery of lessons, the experienced 
teachers in the primary schools are stressed by 
what seems to be an endless marking of books. 

When under stress many teachers develop physio- 
logical symptoms, the most common ones being 
tension headache, a general feeling of fatigue, aching 
muscles, migraines and insomnia. In a few more 
serious cases, psychosomatic disorders such as diarr- 
hoea and peptic ulcer develop as a result. 

Very often stress also takes its toll in the form of 
psychological symptoms. Anxiety is by far the 
most common effect, followed by inability to con- 
centrate and difficulty in making decisions. A small 
percentage of the teachers suffer from depression 
(6.8%), or a feeling of rejection (3.8%) while some 
indulge in self-pity (4.4%). When the physical health 
and mental well-being of these teachers are threat- 
ened, their social behaviour is also affected. Some 
give vent to their frustrations through aggressive 
and critical behaviour (8.1%). A smaller percentage 
(5.6%), however, respond to stress by withdrawing 
from social interaction with others. 

In the use of coping mechanisms, a majority of the 
teachers are positive in their management of stress. 
They seem to realize that stress is very much part 
and parcel of life and are prepared to face it squarely. 
Apart from improving themselves (32.5%) or changing 
their life style to cope (11.9%), many try to ease the 
tensions through healthy outlets such as hobby/ 
music, sports and outings. Many find strength 
through religious activities such as prayer (37.5%). 
When support or help is needed, they seem to prefer 
going to their families and friends for advice rather 
than seek professional help. This is probably 

because in the Asian culture problems are usually 
kept within the family. Not many Singaporeans 
are accustomed to the idea of sharing their personal 
problems with strangers or consulting professional 
counsellors. On the whole only a small percentage 
of the teachers resort to flight responses such as 
keeping themselves busy with other work (19.4%), 
trying to forget (15.6%) and smoking/drinking 
(3.8%). In the use of fight responses the younger 
teachers seem to be more assertive, being more 
prepared to confront the stressor (12.5%) or to 
express anger openly (11.3%). It is comforting to 
note that although the teachers react to stress in a 
variety of ways, a majority of them are coping well 
and using positive coping skills. 

Conclusion 

Stress is very much a part of our life. Indeed, Selye 
contends that the absence of stress in life can be as 
disastrous as having too much of it. To be alive 
means being able to respond to stimulation from 
the environment and we all thrive on a certain 
amount of stimulation. Work underload and mono- 
tony can produce many of the same physiological 
and psychological symptoms as overwork, what 
he calls the "trauma of eventlessness". 

Positive stress management undoubtedly builds 
our character, prompting us to enhance resources - - 

and to develop effective ways of responding. In the 
author's opinion the most important thing teachers 
can do to cope with stress is to work hard at deve- 
loping a strong, positive self-concept as there is a 
strong relationship between self-concept and per- 
ceived stress in the work situation. Teachers who 
view themselves positively perceive less stress in 
their work than those who have less positive con- 
cepts of themselves. Teachers need self-awareness to 
be able to identify the stressors, to assess objectively 
their own coping skills and to build up for them- 
selves sufficient resources to counteract the stresses 
of teaching - a sort of emotional inoculation. Only 
then can they turn problems into challenges and 
distress into eustress. Such a transformation is 
important since the emotional and physical health 
of our school teachers and students are critically 
important to the success of our education system. 
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Influencing Change in Language Teaching Strategies 
through School Based In-Service Training" 

Claudia Sullivan 

Abstract 

In 1980, a Singapore study showed that many 
Lower Primary teachers lacked skills and techniques 
in reading instruction which could help pupils over- 
come the difficulties they faced. Learning to read in 
Singapore, where English is the medium of instruc- 
tion from P1 upwards, causes problems for those 
children coming from non-English speaking homes. 

This study led to a traditional sixty-hour in-service 
course with the somewhat untraditional proviso 
that participants return to their schools to conduct 
reading workshops for their colleagues. In this 
way, every primary school could be reached in a 
relatively short time. Between February 1982 and 
November 1984, two primary school teachers 
from nearly every school attended the course and 
many have already conducted workshops. 

Beginning with the pilot course and based on 
participants' responses to questionnaires, subse- 
quent courses were altered in an attempt to improve 
course effectiveness. Despite these changes, a 1984 
study showed that little change had taken place 
in teaching techniques. Due to a rigid prescribed 
syllabus, segmented timetables, crowded class- 
rooms, teachers' resistance to change, and other 
reasons, there had been minimal transfer from the 
course to the classroom. 

Resulting from recommendations of this study, 
a team of researchers, lecturers, school inspectors, 
and primary school teachers was formed in 1984 to 
develop an in-service alternative. Instead of teachers 
attending courses at the teacher education institute, 
a core of ten team members underwent training 
and received training packages for school based 
workshops. These packages included locally made 
slide/tape presentations, materials for demonstra- 
tion and discussion, and detailed printed guidelines 
for the techniques/approaches to be presented. 
Trainers then conducted workshops for Primary 1 

teachers in the schools, one trainer per three to four 
of the thirty randomly selected schools. 

During training, emphasis was placed on two 
integrated language teaching approaches, the Shared 
Book and Language Experience Approaches. Pre- 
sentation of these was divided into two phases 
with a number of weeks between to allow the 
teachers to develop skills in one area before trying 
the next. In the intervening weeks, trainers moni- 
tored closely the responses of the teachers and gave 
suppport and advice whenever necessary. Teachers 
were asked to complete questionnaires and pupils 
were tested and given interest inventories. Based 
on feedback from trainers, teachers, pupils and test 
results, appropriate revisions will be made before 
the programme is implemented on a larger scale. 

By July 1985, the team will have examined the 
feedback from the first six months and will have 
some indication of programme effectiveness. It is 
hoped that this school based approach to in-service 
training will provide more transfer from in-service 
workshops to classroom practice. 

Introduction 

Once an inadequacy in teaching strategies has been 
identified it is necessary to develop a teacher train- 
ing programme to effect the desired change. This 
paper describes briefly a traditional in-service course 
which attempted to achieve such change and, in 
more detail, an alternative in-service programme 
presently in its trial implementation stage. Charac- 
teristics of this programme will be compared to 

*Adapted from a paper presented at the First International Conference 
on Literacy and Languages, Seoul, Korea, August 1985. 
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characteristics identified as common to successful Some of the recommendations made in the 
educational programmes in the United States and report were: 
results thus far will be discussed. 

1 the classroom reading programme should be 
part of an integrated language programme 

Background to ensure proficiency in oral and written 

Since 1979 a number of significant events have 
taken place in Singapore that have affected the 
teaching of English. In that year the New Educa- 
tion System introduced a bilingual policy which 
required proficiency in oral and written English 
and either Malay, Mandarin, or Tamil, the other 
three of Singapore's four national languages. This 
emphasis on the English medium of instruction 
was due primarily to the increased importance to 
Singapore of international trade, most of which is 
conducted in English. 

An indication of the trend towards English can 
be seen in the change from 1960 when only 49% 
of the pupils were registered for English stream 
instruction. By 1980 the percentage had increased 
to 86% and by 1982 9O0/0 were registered for English 
medium classes (Tay, 1982) despite the fact that for 
the majority, English was not not their mother 
tongue. One of the main features of the New 
Education System was the increased concern for 
language learning It states that "the first three 
years of primary education will concentrate on 
language learning (particularly English) . . . to give 
the pupils a strong foundation for the learning of 
content. . . " (Ministry of Education, 1979) in the 
later primary years. 

As a follow up to the New Education System 
implementation, an exploratory study was con- 
ducted by the Institute of Education to determine 
the reading abilities of Primary 1-3 children and 
the types of reading instruction provided. The 
information gathered was to be used to improve 
prL-service and in-service reading methodology 
courses at the Institute in order to improve reading 
instruction in the primary schools (Ng, 1980). 
From 36 observations of reading lessons, 36 teacher 
interviews, and test data from 108 children repre- 
senting 12 primary schools, Ng concluded that while 
the teachers observed were not knowledgeable in 
reading methodology they did show a willingness 
to learn. The pupils' test scores showed reading 
accuracy only somewhat below British norms but 
their ability to comprehend was low enough to 
indicate that emphasis was being placed on word 
perfect oral reading through rote memorization at 
the expense of comprehension and proficiency in 
language use. 

English, 
the English language teachers should be 
given flexible timetables to allow for such 
integration, 
long term retraining through in-service 
coursework should be developed to introduce 
teachers to a variety of reading instructional 
approaches, and 
key teachers should be trained to serve as 
resource persons in the schools (Ng, 1980). 

As a result of these recommendations a 60-hour 
in-service reading methodology course was planned. 
This course followed a traditional model in that 
teachers attended lectures at the Institute of Educa- 
tion outside their normal teaching hours. They 
were required to complete written assignments 
based on implementing the techniques learned with 
their own classes. The course had an ambitious 
additional component in which two teachers were 
trained from each primary school (lower and 
upper levels) and were then expected to return to 
their schools and conduct workshops for their 
colleagues upon completion of the course. In this 
way, between February 1982 and May 1984, 483 
teachers from 232 (about 93%) of the primary 
schools in Singapore completed the course 
(Subramaniam, 1985). 

In theory the long range effect of this multiplier 
system would be that in a relatively short time all 
of the primary school English teachers would have 
been exposed to the same variety of teaching 
approaches covered in the in-service course and 
would (hopefully) adapt their teaching techniques 
accordingly. In actuality, despite generally positive 
responses at the end of course evaluations, these 
effects were not realized. 

In 1984 the Reading Skills Project (a research pro- 
ject conducted by IE) confirmed in a preliminary 
report that English language teaching, especially 
reading instruction, had changed very little despite 
the recommendations of the 1980 exploratory 
study and subsequent reading courses (Ng, 1984). 
The English subject timetables were still compart- 
mentalized with oral reading, comprehension, 
grammar, composition, etc. assigned to specific 
slots. The pupils' oral reading ability still surpassed 
their ability to comprehend what was read. 
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Their progress was also hampered by the failure 
of the system to provide reading texts that matched 
the reading ability of the children. An individually 
administered test, the Running Record (Clay, 1979) 
indicated that 25% of the children were faced with 
reading texts too difficult for them to progress 
normally. 

The recommendations of this report were similar 
to the 1980 report but more specific measures were 
outlined. It suggested that teachers be trained in 
and encouraged to adopt an integrated language 
teaching approach such as the Language Experience 
Approach as described by Lee and Van Allen 
(1963) and the related Shared Book Approach of 
Holdaway (1979). Both of these approaches teach 
English through the meaningful language of 
commercially produced storybooks and through 
stories created by teachers and children themselves 
after a shared experience in the classroom. Both 
approaches emphasize comprehension and English 
usage over rote memorization. 

It should be noted that both these approaches 
were introduced in the in-service reading course 
previously mentioned. In October 1984 a survey 
was conducted of randomly selected participants 

integration of oral and written language learning 
using the recommended Language Experience and 
Shared Book Approaches. To accomplish this the 
teachers are trained in school based workshops, 
provided with guidelines and selected storybooks, 
and monitored closely by workshop leaders to 
ensure transfer of skills from training to classroom. 

Characteristics Common to REAP and 
Successful Teacher Training Programmes 

Support for the implementation strategies of 
REAP can be found in the literature related to 
other projects involving desired change in teacher 
behaviour. In the United States, for example, an 
extensive and nation-wide independent study 
conducted by the Rand Corporation in the 1970s 
reviewed 293 education programmes which had 
been implemented between the mid 1960s and the 
mid 1970s. Although the effects of many of the 
programmes were disappointing, the evaluators 
compiled a list of characteristics exhibited by the 
most successful of these programmes. Among these 
were: 

from the in-service courses between 1982 and 1984. 
Questionnaires were completed by 66 such teachers 

1 

and another 46 were interviewed. Although 92% of 
2 

the teachers surveyed agreed that children benefited 
from those approaches, the constraints of the 

3 '  

system prevented them from regular use of the 
approaches in the classroom. These constraints 

4 

included a compartmentalized timetable, a tightly 
5 

structured syllabus incorporated in the recently 
developed local language teaching packages, and 

6 

limited time for preparation of materials (Reading 
Skills Project, 1984). It was obvious that simply 
retraining teachers would not bring about the 
desired change in the classroom without external 
support for the elimination of these constraints. 

In November 1984 the problem was given to a 
newly formed core team of staff members from 
the Ministry of Education, the Institute of Educa- 
tion, and the Curriculum Development Institute. 
The team responded to the challenge with plans for 
the Reading and English Acquisition Programme 
(REAP). 

REAP is a teacher training programme which 
utilizes the two approaches recommended by the 
Reading Skills Project (1984). The objective of 
REAP is to guide teachers of Primary Levels 1 and 
2 away from their rigidly structured and compart- 
mentalized language teaching strategies towards the 

strong support from all of the key personnel, 
an ambitious and complex structure requir- 
ing thorough prior planning, 
receptivity to change of the various institu- 
tions involved, 
emphasis on successful implementation, 
development of local materials to fit the 
needs of the particular project, and 
the process of "mutual adaptation", that is, 
continual modification to both the pro- 
gramme design and the teachers' classroom 
strategies (Mann, 1976). 

Support for REAP 

The REAP team has attempted to incorporate 
these characteristics in its programme. Throughout 
the first six months the programme has received 
extremely strong support from not only the key 
personnel in the team but also from various school 
officials. The team is composed of a local reading 
consultant, Ministry of Education inspectors, 
Institute of Education lecturers, Curriculum Deve- 
lopment Institute writers, and two experienced 
primary school teachers who were made full time 
project officers. This gives the team credibility 
amongst teachers. In addition, the overall REAP 
Project Coordinator is also the Director of Schools. 
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The support system has grown steadily as the pro- 
gramme progressed and received positive publicity 
from supportive principals, from ' visiting reading 
specialists, and from teachers who have seen their 
pupils improving in English. 

Planning the Programme 

It is an ambitious and complex programme which 
will involve all of the lower primary school teachers 
over the next three to four years although the trial 
year is limited to 91 Primary 1 teachers in 30 
schools. As in any such project the initial problems 
were those of planning, coordination, and staff 
deployment. The earliest tasks were the develop 
ment of training materials for workshop leaders and 
the writing of teacher guidelines for the utilization 
of new materials and existing locally produced lang- 
uage teaching packages. At the same time staff were 
selecting, ordering, and distributing commercial 
storybooks; conducting the training of workshop 
leaders and teachers; and developing procedures 
for workshop leaders to monitor the teachers and 
the overall programme. The teaching approaches 
were introduced in phases and while teachers were 
trying out the first approach the team was prepar- 
ing for the introduction of the second. 

Receptivity to Change 

The institutions involved in REAP are receptive to 
change, including the Curriculum Development 
Institute which developed the language materials 
currently used in schools. They see REAP as the 
first step in the revision process of their materials. 
The results of the 1980 and 1984 research studies 
have been convincing in the need for change as well 
as the inability of traditional courses to produce 
such change. Initially, the schools involved were 
somewhat less receptive to change but the majority 
of the teachers are now seeing that it is not only - 
desirable, but also possible. Their pupils, predom- 
inantly from non-English speaking homes, are 
enjoying English storybooks and are able to use 
a great deal of the language they are exposed to 
through them. These experiences will be useful in 
the expansion stages to help alleviate the initial 
resistance encountered in the first year. 

Implementation 

Successful implementation of REAP is the team's 
major goal. Its first consideration was to make 

implementation as teacher conducive as possible 
(Ng, 1985). Hopefully this would make the transi- 
tion from the traditional methods of teacher centred 
"chalk and talk" to activity based approaches that 
would not be confusing and frustrating enough to 
warrant abandonment of them. The constraints of 
the structural syllabus, compartmentalized time- 
tables, and lack of preparation time (as perceived 
by the teachers) had to be minimized. Since most of 
the Primary 1 classes within participating schools 
were involved it was easier to convince the teachers 
to restructure their timetables for the integration 
of language teaching. The structural syllabus was a 
more difficult problem and although it could not 
be changed at this time it was possible to plan 
language experience activities which would facilitate 
teaching the structures as they appeared in the 
existing local language materials. Lack of preparation 
time was also difficult to counteract, particularly 
since the teachers were being asked to try something 
new. However, the provision of detailed guidelines 
and already enlarged books for the Shared Book 
Approach helped considerably. 

To further ensure implementation the teacher 
training programme was designed to prepare the 
teachers thoroughly but in phases. In this way the 
less complex Shared Book Approach would become 
part of the regular classroom programme before 
teachers were introduced to the more difficult 
Language Experience Approach. The Shared Book 
Approach workshop was introduced in mid January 
1985 and the Language Experience Approach was 
scheduled for March. Between these workshops, 
after the teachers had had a chance to try out the 
initial approach unobserved, they were monitored 
individually. This enabled immediate response to 
any teacher's questions and misconceptions could 
be corrected by the workshop leader. Such close 
monitoring is necessary for successful implementation 
of innovative programmes (Hurst, 1983). 

Production of Materials 

The team developed its own materials to suit the 
needs of the programme. Specifically, these were 
training packages including slide/tape presenta- 
tions and demonstration materials to be used by 
the workshop leaders. Written guidelines to 
accompany the enlarged books and for use in 
planning language experience lessons were provided 
for the teachers. General guidelines outlining 
the procedures involved in the recommended 
approaches were also developed. 
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Mutual Adaptation 

The mutual adaptation process stressed by Mann 
(1976) and McLaughlin (1976) is also evident in the 
planning of REAP. Both workshop leaders and 
teachers were asked to evaluate the training sessions. 
Teachers were asked to respond to questionnaires 
seeking their opinions of the approaches and pupils 
will be asked to do the same. All of this information 
is being sought so that wherever necessary revisions 
can be made in any aspect of the programme. The 
opinions and suggestions of teachers, workshop 
leaders and pupils are important to this process 
of change, not only in schools but also in the 
implementation programme itself. 

Results 

At the midpoint of the trial year the available 
feedback included evaluations of the workshops 
for the Shared Book and Language Experience 
Approaches and the observations made by the 
monitors after visiting the teachers using the Shared 
Book Approach. Additional information was 
derived from the informal comments of various 
people involved, including principals and pupils. 

Workshop Evaluations 

The responses to the 15-item post-workshop ques- 
tionnaires were positive. 

In the evaluation of the Shared Book Approach 
workshop the teachers responded the least positive- 
ly to the slide/tape presentation which had been 
too hastily produced. The Language Experience 
slide/tape presentation, produced less hurriedly, 
took into consideration ~revious criticisms, and 
was more favourably received (item 9). 

On  the other hand, four of the items decreased 
sharply in positive responses from the Shared Book 
to Language Experience workshops. These items 
(items 4, 6, 14, 15) are all related to understanding 
and confidence in implementing the approaches 
and could reflect the more complex nature of the 
Language Experience Approach. Revisions of the 
workshop programmes for 1986 are being planned 
according to the questionnaire responses and the 
suggestions made by workshop leaders, teachers 
and a foreign consultant. 

Monitoring Results 

To date, all of the teachers have been monitored 
using the Shared Book Approach. The workshop 
leaders who did the monitoring are all experienced 

educators. They all underwent the same workshop 
training which included thorough discussion of 
the criteria for assessment. An additional practice 
monitoring session using a video of an average 
Shared Book lesson indicated high interrater reliabi- 
lity among the monitors. 

Observations made by the workshop leaders 
included attention to four areas: general teaching 
strategies, the use of materials specific to the Shared 
Book techniques, the teachers' performance in 
English, and the teachers' personal involvement in 
the programme. 

The results of monitoring the Primary 1 teachers 
so far are quite encouraging. In the area of teaching 
strategies, 95.8% of the observations showed that 
teachers had fulfilled, o r  performed better, the 
minimum criteriz. The percentage for the use of 
specific materials was 91.4% at or above the mini- 
mum criteria. None of the teachers failed to satisfy 
the English performance criteria and 93.30h of the 
teachers observed were found to have positive atti- 
tudes towards the programme. 

If all of the areas monitored are considered 
together, 95% of the observations indicate satisfac- 
tion of the criteria or better. Although encouraging, 
it should be mentioned that the Shared Book 
Approach is relatively easier to carry out than the 
Language Experience Approach. From the informal 
feedback of the workshop leaders who recently 
began monitoring Language Experience it is obvious 
that the teachers are having a bit more difficulty 
with these lessons. These lessons represent the bulk 
of their English teaching time, 10 periods per week 
as opposed to the 5 periods a week of Shared Book 
lessons. More planning is involved and preparation 
of materials is more extensive. It undoubtedly will 
be necessary for the workshop leaders to spend 
more time working with the teachers in their class- 
rooms until they become more at ease with the 
approach. Formal feedback on this will not be 
available until the end of 1985. 

Pupil achievement also will be monitored near 
the end of the year but significant gains are not 
expected in the first year. What is expected is an 
increased interest in English storybooks and reading 
in general which may lead to improvement in 
reading ability and overall English language profi- 
ciency in the future. This prediction is supported 
by the Elley and Mangubhai (1983) studies in the 
South Pacific. As the pupils improve the teachers 
should be more convinced that changing their 
instructional methods is worth the extra effort and 
the programme will succeed. 
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The informal feedback from workshop leaders, 
principals, teachers and pupils has been encouraging 
also. Some of the non-REAP teachers already are 
curious about the Shared Book and Language 
Experience Approaches and are requesting involve- 
ment in the programme. 

Conclusion 

As the programme is expanded in 1986 to the 
Primary 2 classes in the present 30 REAP schools 
and to Primary 1 classes in about 60 more schools, 
the team will need to scrutinize all feedback and 
revise as necessary both materials and implementa- 
tion strategies. It will require a larger team of 
workshop leaders/monitors in order to provide 
the individual monitoring which is increasingly 
evident as the key to successful instructional change 
in the classroom. The REAP team will strive to 

retain its present flexibility through the expansion 
years so that the effectiveness of the mutual adapts- 
;ion process will not be decreased. To achieve ;his 
end it is essential to include the teachers in this 
process. For this reason the team is resisting the 
inclination towards professional printing of the 
guidelines so that they can be continually revised. 
Likewise, the slide/tape format will not be replaced 
by videos which are more difficult and costly to 
revise. Only after REAP ceases to be exclusively 
an in-service programme will the materials be put 
into a more permanent form for regular pre-service 
training. In the meantime REAP will continue to 
influence change in language teaching strategies. 

The ultimate goal is for Singaporean children 
not only to be more successful at learning English 
but to find it less boring, less dreary - and perhaps 
even to discover that reading and writing can pro- 
vide enduring pleasure. . 
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Reading Instruction in Lower Primary Classes: A Second 
Observational Study" 

Maureen Khoo and Ng Seok Moi 

Introduction 

1985 marked the beginning of the implementation 
of the Reading and English Acquisition Programme 
(REAP) - a programme aimed at retraining lower 
primary English teachers in reading and English 
language instruction. This programme covering 90 
schools in 1986 evolved from research conducted 
by the Institute of Education personnel. The Read- 
ing Skills Project (see Ng, 1984), a 3-year study, 
examined pupils' reading progress from Primary 1 
to 3 in 35 schools; a teacher-observation study 
looked into reading instructional activities in 24 of 
the above schools. There was simultaneously a search 
for reading instruction approaches suitable for the 
Singapore classroom followed by a small feasibility 
survey on a chosen approach; a re-examination of 
in-service reading courses and a literature search 
for strategies for programme implementation. The 
present study attempts to discuss only the teacher- 
observation facet of the total research work behind 
REAP. In view of the fact that Singapore-based 
teacher-observation studies are few (see Evaluation 
of CLIPS, 1981) and studies on the teaching of read- 
ing in lower primary still fewer (see Ng, 1980), it is 
important to first record the research findings for 
the study done in 1984, and their implications for 
classroom practice. As this study both replicates 
and extends a similar study done earlier, teacher 
educators and educational authorities may find, 
from the accumulated experience, confirming evi- 
dence of directions for a retraining programme for 
reading teachers, and the urgent need for both 
curriculum and instructional change in this field. 

Purpose and Design 

This study was aimed at obtaining a description of 
reading instructional activities in the first three years 
of Singapore primary schools. More specifically, the 
study investigated aspects of reading instruction 

like content emphasis, class grouping, predominant 
reading activity and teacher activity, amount and 
nature of guidance and materials used. It served as 
a follow-up to a similar exploratory study done 3 
years before (Ng, 1980). The 1980 exploratory study 
had 1 observer observe 36 reading lessons from 
Primary 1 to 3 in 12 schools, and conduct 36 teacher- 
interviews. By contrast, the present study using 3 
observers covered 72 reading lessons from Primary 
1 to 3 in 24 schools and included the use of a class- 
room observation schedule for quantifying patterns 
of teaching emphasis. It was assumed that the wider 
sample and the more refined instruments would 
increase the generalization of the findings. 

The Observation Instruments 

Three different instruments were used for the class- 
room observation exercise: an observation coding 
schedule, a semi-structured questionnaire, and an 
evaluation checklist. The descriptors for the check- 
list were found to be unrealistic for the Singapore 
classroom and data from this instrument was sub  
sequently unused. 

Observation Schedule 

The observation schedule was adapted from a study 
by Michigan State University's Institute of Research 
on Teaching (Duffy and Anderson, 1982). It mea- 
sured quantitatively time distribution given to 
various reading instruction activities within a 3G 
minute reading period. It comprised a chart for 
minute by minute coding into 7 main descriptive 
categories of reading activity (see appendix A). The 
coding in each category was scored on a 100% basis. 

* The authors gratefully acknowledge the joint contribution of the 
following Project team members in this study: Gail HanamoteRahman, 
Diana Lew and Ng Chwee Poh. 
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The main categories were: group work, general 
subject area, reading/language related activities, 
teacher activity, vehicles of instruction, favoured 
word identification prompts, and comprehension 
prompts. For greater precision, these categories 
held 51 subcategories, 15 of which were further sub  
divided. A large number of variables help where 
there is little theory for formulation of items (hledley 
and Mitzel, 1963). The Duffy and Anderson obser- 
vation schedule on reading, with its wide spectrum 
of instructional variables and its feature of incorpo- 
rating into one the recording of both teacher and 
student activities, was preferred to another observa- 
tion schedule (Southgate, Arnold and Johnson, 1981) 
which comprised only 11 teacher and 12 student 
categories that had to be charted in separate tables. 
The multiple focus in the Duffy study was suitable 
for the purpose of investigating multiple aspects of 
reading instruction in the classroom. 

Questionnaire 

The teacher questionnaire, used also in the 1980 
exploratory study, was semi-structured. Through 9 
questions posed to the teacher after each observation, 
the questionnaire probed teachers' lesson objectives, 
teachers' criteria for class grouping, their knowledge 
of alternative reading instruction approaches, 
adequacy of administrative support materials, and 
adequacy of training and teaching approaches. 

By eliciting from teachers the global and non- 
visible aspects of their practices, the questionnaire 
provided supplementary data on reading instruction 
not possibly gathered from the observation schedule 
or from the constraint of observing one reading 
period per teacher. The questions were formulated 
by one of the authors (Ng) from her experience in 
the field and guided by Moore's analysis of common 
characteristics in 300 United States reading pro- 
grammes that had pined unusually high achieve 
ment (Moore, 1980). Although so focused in range, 
the questions were sufficiently open-ended to allow 
for atypical conceptual stances in teachers' replies. 

Procedure 

Preliminary testing of the instrument and observer 
training were carried out simultaneously through 
October 1983 to January 1984. After trial sessions, 
subcategories of the schedule were redefined where 
necessary for more accurate description of local 
teaching behaviour. Observers under training sub  
jected themselves to a minimum of 35 practices to 

maximize observer reliability. Checks for inter-rater 
reliability were taken at 13 of these practices. An 
average observer agreement coefficient of 80.79'0, 
based on percentage agreement, was attained by the 
last week of January. Actual observations of 72 
reading classes from 24 schools were done over a 
period of 12 days in February by 3 trained observers 
from the Reading Skills Project. ' 

Limitations of the Study 

The major constraints of the study were manpower 
and time. A small team of 6 had to cover a suffi- 
ciently large representative sample population. 
The observers needed quick training and adequate 
practice sessions before a satisfactory inter-rater 
reliability coefficient constant was reached. The 
search for a model observation schedule was espe- 
cially difficult due to a lack of reading observation 
schedules on reading instruction. 

Limitations of the teacher-observation instru- 
ments can be summarized as follows: 

1 The traditional limitations of observational 
systems apply to the observation coding schedule. 
General conceptions (of reading, in this case) were 
inevitably captured in prespecified categories, allow- 
ing little development of new insights or theories 
not encompassed by category descriptions (Medley 
and Mitzel, 1963; Bealing, 1973; Hamilton and Dela- 
mont, 1974). Used without other instruments, it 
provided merely a partial view, capturing only 
visible behaviour and what was measurable. 

2 The descriptions of coding items were re- 
phrased and redefined during the trial run of the 
instrument. However, the categories still -needed 
further adaptation and refinement since there was 
found to be a lack of independence of data for some 
categories, e.g. coding 'transition' in category 
General Subject Area automatically entailed coding 
the same in category Teacher Activity. On the other 
hand, some other categories had to serve for coding 
up to 3 activities. 

3 There was no provision for coding the use of 
more than one vehicle of instruction at a time, and 
this occurred fairly frequently during the observa- 
tion. 

4 The time unit chosen for coding (60 sec) was 
too long as there were many occasions when 2 or 3 
changes of activity occurred within that period of 
time. This limitation and the previous one (3) could 
have been simultaneously catered for if the time 
unit for observation had been reduced to 30 seconds. 
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5 A larger number of visits to the same teacher 
by different observers over a longer period of time, 
and repeated observations over a period of a year 
could have catered for greater reliability and stability 
of findings. The omission of a stability coefficient 
(also true of the 1980 study), however, appears less 
serious when one notes the enormous similarity of 
findings of this 1984 study with that of 1980. 

6 A more complete picture of the status of read- 
ing would have been obtained if observers had also 
observed English periods other than reading to see 
how reading instruction was or was not integrated 
with language and writing instruction and library 
activities. A fuller picture of the teachers' percep 
tions of reading would have been revealed as well 
as the Singapore child's exposure level to reading 
instruction during English lessons. 

Findings 

For ease of reporting, results from both the observa- 
tion schedule and the questionnaire are discussed 
simultaneously. 

1 Time Spent on Reading 

Questionnaire items on curriculum time used for 
reading periods revealed that there was an average 
of four 30-minute periods per week for Primary 1 
and 2 classes +d an average of three 40-minute 
periods per week for Primary 3. Reading periods 
were observed to be used mainly for oral reading 
(80% of time). Other language activities during 
reading periods like writing, listening and speaking 
were negligible. Most of the remaining time was 
spent in transitions between instructional activities. 
This means lesson time was used for change of 
activity, change of groups or for setting up visual 
aids. Most transition times were used at Primary 1 
level. 

2 Grouping 

The observation schedule recorded percentage time 
given to reading conducted for the whole class or 
reading in subgroups. It was found that across the 
3 levels approximately half of the class time was 
given to whole class activity and half to subgroups. 
At the different levels, there was more time spent 
in subgroups in Primary 2 (71.4O) and the most in 
whole class groups in Primary 3 '(64.7%). Classes 
had an average of 3 subgroups. 

Because of large class enrolments percentage time 
given to individual students either in the whole class - 

grouping or the subgroup was also noted in the 

observation. It was found that across the three levels, 
individuals were called upon to respond for an 
average of 40% of class time. 

In response to the questionnaire on what criteria 
they used to group their students, about 40% of the 
teachers cited oral reading skills l i e  pronunciation, 
intonation and fluency. 16% used academic ability 
and 22% admitted to not grouping at all, giving 
reasons of time constraints and inadequate knowl- 
edge of the children (at time of interview). Students 
were also grouped by word recognition ability, 
oral English proficiency, at random, or according 
to seating convenience. A small number of teachers 
who opted for mixed ability grouping were of the 
opinion that weaker students could benefit more 
from being with better students. 

3 Catering for Range of Ability 

Teachers' responses showed that though children 
worked in subgroups for 50°h of class time there 
was minimal catering for students of varying ability. 
Practices cited appeared to be isolated moves and 
not integrated, considered strategies. There was also 
little distinction found in the practices advocated 
for 3 different class levels. 

Teachers had more ideas for providing for poor 
readers rather than good readers. Providing extra 
oral reading was strongly advocated (39%) for poor 
readers. 15% advocated giving extra word recogni- 
tion drills and 11.5% advocated more phonics 
instruction. Less than 5% recommended slower 
pacing, providing materials of different levels, and 
remedial lessons, and only 6.4% recommended 
more reading for weaker students. For better 
readers, teachers from the 3 class levels advocated 
access to more stories and materials, and more 
written work. Ideas like more reading, assignments 
to read and write about books read, using good 
readers as models, and providing materials with 
more difficult content, came from less than 10°/o of 
the teachers interviewed. 

4 Reading and Language-related Activities 

Of the 32 reading activities, and activities related 
to reading that were listed in 7 main categories in 
the coding schedule (see Appendix A), the 2 activi- 
ties coded most frequently were reading flashcards 
of word or sentence (36.7%) and reading aloud the 
basal reader (26.7%). The factual recall type of 
comprehension activity ranked third in frequency 
(12O0) while oral language activities ranked fourth 
(7.3%). Least time was given to. activities that 
promoted affective response to reading (O.10/0) and 
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to activities involving applying reading skills to 
complete a task (0.7%). 

A pattern of increase or decrease of some activities 
through the different class levels was also evident 
from class observation. Word or sentence recogni- 
tion as well as oral language activities showed d e  
creasing class time through Primary 1 to 3. Word 
or sentence recognition, with alphabet recognition, 
took 70.6% of class time in Primary I, decreasing 
to 18.7% in Primary 3. Oral reading of basal readers 
increased between Primary 1 and Primary 2, but 
decreased in Primary 3. Comprehension activities 
increased 6 times and vocabulary teaching time 
tripled between Primary 1 to 3. 

When questioned on the instructional approaches 
used, teachers responded by citing instructional 
activities. They did not see instructional approach 
as a selected sequence of activities reflecting one 
integrated view of reading. 

A more detailed variation of activities was listed 
by teachers as being used when responding to the 
questionnaire,' though not all activities cited were 
observed in the classroom. Flashcard activities 
covering both word and sentence recognition, and 
vocabulary discussion including sentence construc- 
tion with flashcard words, were most popularly 
cited. Most of these were observed in the classroom. 
Two popular variations to reading aloud activities 
were the teacher-readchild-read and individual- 
read-groupread activities. Of the two, the latter 
were more often observed. Teacher demonstrating 
reading of text showed increasing time through 
Primary 1 to Primary 3. Silent reading cited as an 
alternative for all 3 levels was found mainly in 
Primary 3. Phonics teaching cited by Primary 2 
and Primary 3 teachers as alternative activities was, 
however, observed most in Primary 1. Other activi- 
ties cited like drawing out the experience of the 
children to lead into the story and dramatization 
were observed to be minimal. 

5 Teacher Act.ivity 

The teacher's activity was given direct focus in the 
classroom observation. It was observed that at all 
levels the teachers were engaged for most of the 

of the recitation. There was minimal guidance given 
at these times and activities were drill-like. Transi- 
tion time has been defined and discussed earlier (see 
'Time Spent on Reading' p. 57). 

It was found that Primary 3 teachers gave most 
guided assistance (30.6Oh) and Primary 2 teachers 
gave most time for recitation/practice (46.4%). 
Teachers at all 3 levels were engaged in these 2 
activities alone for 62% of the mean class time. 

Teachers circulated among the children to give 
individual assistance most in Primary 1 (10.1%). 
This was reduced in Primary 2 and increased again 
in Primary 3. Incidental instruction, defined as 
making the most of an opportune moment to intro- 
duce or explain a learning point, was observed 
only once at Primary 3 level. 

6 Favoured Word Identification and 
Comprehension Prompts 

Related to teacher activity was the observation of 
the type of prompts given by the teacher in reading 
instruction. 'Prompt' was defined as a corrective 
cue and applied to occasions when a child made a 
reading error. Word prompt cues used by teachers 
at all 3 levels were limited in range. Most often 
(50.7% of class time) teachers' prompts consisted of 
correcting children's pronunciation. Frequently 
they said the word for the child (29.4%). Occasional- 
ly teachers indicated the error but left the child to 
correct her/himself (12.6O). Less often teachers 
gave phonics or structural analysis cues (4.2%). 
Context cues were rarely given (1.4%). 

The comprehension cues used were more varied 
through the levels, and especially within Primary 3 
level. But teachers mainly resorted to 3 types: posing 
a series of leading questions designed to lead the child 
to an understanding of content, referring to life 
experiences to help understanding, or cueing the 
child by referring to a picture or illustration to aid 
understanding. In Primary 1 and Primary 3 leading 
questions were the most frequent type of prompt. 
Teachers also gave grammatical cues and directly 
supplied the answer at Primary 3 level. Very infre- 
quently, they gave contextual cues. 

time in 3 activities -practice or recitation, guided 
assistance and transition or set-uv time. Guided 7 Vehicles of Insmction Used 

A 

assistance was defined as occasions when teachers It was observed from coding classroom activities 
provided close guidance in tasks other than actual that the vehicles of instruction used at the 3 levels 
reading, e.g. when they gave phonics cues. Practice were very limited in range. The three most common 
or recitation occurred when teachers posed set ones-flashcards, the basal reader and the black- 
questions from the reading text or when children board - occupied a mean total of TO/o of class time. 
read on with the teacher helping only at the start At Primary 1 level the flashcard was the most 
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frequently used item, and the basal text ranked following order of frequency: word or sentence 
third. At Primary 2 and Primary 3, however, .use recognition (especially Primary 1 teachers), phonics, 
of the basal text was most frequent and flashcards comprehension ability, fluency, pronunciation, 
took a second place. The first 5 most frequently silent reading and sound discrimination skills. 
used vehicles of instruction for Primary 2 and 
Primary 3 were similar, the use of the cassette-player 9 Assistance fiom MOE/In-seruice Training 
and teacher-talk-pupil-& alternately taking fo&h 
and fifth place. This was not the case in Primary 1 
where pictures and paper-pencil ranked fourth and 
fifth while teacher-talk-pupil-talk and cassette 
playing took eleventh and twelfth place. Visual 
aids consistently used through the 3 levels were 
flashcards, charts and puppets. No  use of centres, 
reading kits or games were observed. More impor- 
tantly there was scarce use of print materials other 
than the basal reader. Teacher-made materials 
observed were minimal (1.6%). 

On the question of supplementary or additional 
materials used, 34.9% of the teachers responding 
claimed that they were using MOE supplied supple- 
mentary materials. 24% claimed they used other 
commercial publications (mainly Ladybird) while 
20.4% claimed that they used library books (from 
school, class, students). The predominance of use 
of MOE supplementary materials was verified during 
classroom observations since workbooks, pictures, 
charts, tapes and even puppets observed and coded 
were often MOE supplied materials. More signifi- 
cantly, 12.6% reported not using any additional 
materials. 

8 Teacher Knowledge of Reading 

Evaluation techniques 
The questionnaire revealed that the only systematic 
continuous evaluation technique found was the 
once-a-term/semester formal oral reading tests 
which took the form of reading graded vocabulary 
lists and sentences from a reader or from a teacher 
resource book. Out of 67 teacher responses, 44 
claimed they merely made a mental note of good 
and poor readers from the children's oral reading 
during class. 

The most variety of evaluation activities reported 
- 7 items - occurred in Primary 1 but these and 
the 5 evaluation activities reported for Primary 2 
and 3 showed isolated moves like remedial classes 
in a school where individual practice and reading 
assessment were given, and children in Primary 2 
and Primary 3 classes in 2 schools made to keep a 
quantitative check on their own reading volume. 

It was found that 45 out of the 72 teachers (62.5%) 
interviewed had not attended courses in the last 5 
years, 12 of these had their training 10 years ago. 
Of the remaining 27 trained recently, 11 were 
Primary 1 teachers. 

On being asked what the Ministry of Education 
could do to help reading teachers and what kind of 
in-service training should be provided for practising 
teachers, there was some consensus (30.4%) that 
class enrolment in lower primary should be smaller, 
a suggested maximum being 35. More spacious 
classrooms for lower primary was also suggested. 
Teachers next asked for better and more teaching 
aids and easier access to media materials on loan to 
schools. There was a substantial request for more 
block periods and more flexibility in instruction 
time, more reading periods as well as a more flexible 
and lighter syllabus load. 

In probing what teachers perceived as areas of 
need for retraining, reading courses in remedial read- 
ing formed the largest single request (26%). The 
next largest demand was for retraining in reading 
methods with particular reference to flexible 
approaches to word attack skills and for making a 
reading lesson interesting. Speech training and 
knowledge of sound production formed the third 
area of demand. 

Some felt the need for greater expertise in conduc- 
ting group activities and group management while 
others asked for teaching of phonics. Only a few did 
not feel the need for any in-service reading courses. 

Implications for Classroom Practice 

Findings from this study are markedly similar to that 
of S M Ng's description of the reading instruction 
situation in Primary 1 to 3 Singapore classrooms 3 
years ago (see Ng, 1980). 

The observers felt keenly the teachers' brave efforts 
in the face of enormous external constraints, some of 
which were large class enrolments (average 40), 
classrooms allowing little mobility, tight syllabi, and 
inflexible timetabling and examination pressure in 
Primary 3. More critically, the observers found that 

Important reading skills the teachers lacked understanding of the reading pro- 
When questioned on their perception of important cess and of learning-to-read strategies. They seemed 
reading skills, teachers identified the skills in the unaware of the implications in their choice of instruc- 
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tional approaches and vehicles of instruction; they 
lacked assessment skills and measured control of 
pupils' reading progress. They appeared to have little 
idea of how to provide for readers of different 
abilities and different age groups. They varied their 
organizational grouping units but were not utilizing 
these fully or understanding the impact of their 
organization methods. They were in great need of ex- 
posure to knowledge of available supplementary 
materials and had little access to these materials. 

Time Spent on Reading 

Cum'culum time 
The average 3 periods (1 hr 52 min) out of the 15 
English periods allocated to reading are grossly inade- 
quate. This is especially so for beginning readers like 
our second language pupils who enter school with lit- 
tle or no oral English facility on which acquisition of 
reading must depend (Ruddell, 1976; Wardhaugh, 
1971; Chomsky, 1970). Primary 1 and 2 teachers in 
particular need to be given more autonomy to con- 
trol curriculum time and syllabus to cater for the 
wider range of language progress of their pupils. The 
existing situation of some lower primary classes hav- 
ing non-English speaking form teachers needs to be 
reviewed this arrangement has instructional reper- 
cussions. Reading teachers who have to take over 
such classes for language and reading have not only 
minimal reading instruction time with such classes, 
where they are only subject teachers, they have also 
curtailed curriculum time with their own home 
classes which means less flexible use of periods for 
reading activities. In such situations, it is hardly possi- 
ble to have time to evaluate the individual child's 
reading in any of the classes they teach. 

Time on task 
An average of 19% of lesson time was spent in transi- 
tion and breaks, most transition time occurring in 
Primary I. This may be due to more activity changes, 
and more time required to  instruct new pupils bet- 
ween change of groups and teaching. Researchers 
have found that a great proportion of lesson time 
(25%) is spent in non-teaching activities and that 
teachers teach for far less time than they imagine 
themselves to be doing (Southgate, Arnold and 
Johnson, 1981). Use of centres, where space d o w s  in 
the local classroom, and training children into a 
routine of being given the week's assignment on a 
chart might help to reduce transition times. Flexible 
timetabling and providing an English teacher with as 
many periods as possible in his own class would also 
effectively stretch time for activities. 

Grouping 

Value of subgroups 
In contrast to a whole class situation where teacher 
attention time is parcelled out to 40, the subgroup is 
one way of providing a longer period of teacher atten- 
tion (Boydell, 1978). It provides opportunity too for 
the one-tmne basis needed for reading instruction 
(Clay, 1979) and permits time for questions of a 
higher cognitive level (Southgate, Arnold and 
Johnson, 1981). The ill effects of a pressured cur- 
riculum may be seen then in the sharp decrease of 
subgroups from Primary 2 to 3 when teachers most 
likely dispensed with them in the face of pressured 
teaching of the syllabus in order to prepare children 
for their important Primary 3 examination. 

Grouping criteria 
It can be observed that some teachers' criteria for 
streaming into groups, such as general academic abi- 
lity or seating location, could not validly provide for 
reading or language ability groups, one important 
management strategy for efficient group teaching. 

Catering for dzferent abilities 
Although 50.5% of instruction time for 72 classes was 
spent in subgroups, little use of subgroups for mat- 
ching differing pupil ability was made. Large 
subgroups (averaging 13) assigned the same tasks, 
taught at approximately the same pace and using the 
same materials merely had the effect of cutting down 
on numbers. They failed to cater for individual 
differences. 

Instructional activities neither differed sufficiently 
between the 3 class levels nor' catered for children 
with different progress levels within a class. A greater 
understanding of developmental stages of reading 
skills is needed here. Since beginning readers and 
poorer readers are often less proficient in language, 
supply of audievisual materials, charts, pictures, 
games, and puppets are especially important for 
them. Contrary to what was observed, poorer 
readers rather than the better ones need to be well 
supplied with additional reading materials (of a level 
they can read with 95% accuracy). They need motiva- 
tional activities like having stories read to them, and 
frequent approval. Teachers have to understand that, 
contrary to their belief, it is not a phonics emphasis 
that will help them. Phonics demands an analytic 
skill that these very readers do not have. They are 
unable to put together abstract bits and pieces of 
reading instruction but often are the ones given 
greater doses of such splintered instruction phonics 
and word attack skills, while better readers get a 
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chance at increasingly more natural and more in- 
teresting language found in story books (Goodman, 
1970). 

Remedial classes held for such readers provide the 
advantage of smaller numbers and more individualiz- 
ed attention, but their effectiveness is in question if 
normal classroom instructional activities are con- 
ducted during remedial class time. 

Teacher Activity 

As teachers failed to see instructional approach as a 
coherent mix of ideas for teaching, reflecting one 
view of reading acquisition, their choice of teacher ac- 
tivity, teaching method, and materials used had no 
clear integrated purpose. 

Teaching word recognition 
The teachers in their preoccupation with word 
recognition revealed a lopsided and outdated view of 
the process of learning to read. They did not seem to 
realize that reading has been found to be not merely 
sequential letter or word identification, but more a 
psycholinguistic guessing game, anticipating words 
to follow by use of minimum syntactic or semantic 
cues available to the reader (Goodman, 1970). In the 
light of this, presentation of words in a context 
familiar to the child is all-important. He should be 
taught new words couched in words he already 
knows so that his own knowledge of syntax and 
semantics would cue him for word recognition. Ex- 
cessive emphasis on word recognition skills may only 
make a child 'bark at print', not derive meaning from 
it. This is doubly important for the second language 
user since even knowledge of phonic cues or other 
word attack strategies for sounding out words would 
not help him get at their meaning. 

Aiding higher level processing 
The language activities engaged in revealed that 
teachers tended not to teach independent processing 
skills. The predominance of comprehension factual 
recall and recitation/practice over that of guided 
assistance was such a case in point. Comprehension 
exercises at factual recall level are almost solely based 
on memory or syntactic use. The higher cognitive 
skills are neglected. Recitation is repeated practice. It 
may lead to word-perfect reading of a passage but the 
young reader has not picked up any transferable 
reading skills. 

Prompts 
Another teacher shortcoming was seen in word and 
comprehension prompts used. When the teacher 
merely says the word for the child, no processing is 
required of the child. For comprehension prompts, 

the teacher is helping towards independent process- 
ing if he cues with direct reference to the text, with 
visual cues, or by bringing attention to the language 
elements. However these were not the most popular 
prompts used. 

Vehicles of Instruction 

The teachers observed were found to rely heavily on 
basal readers. While a well prepared series may be 
well graded and well matched to a group of students 
reading at any point of time, such matching is 
destroyed if a whole group of children is forced to 
progress through the series regardless of individual 
reader's ability (Holdawa~, 1979). This is true if the 
seriesz& not well graded. Basal series tend to become 
contrived and unnatural reading and are terribly 
discouraging. for children who find them difficult, 
particularly if there is little supplementary reading. 

To offset the ill effects of using one set of basal 
readers, a variety of guided readers and free reading 
materials for readers of varying abilities should be 
made available to every lower primary class. 

Teacher Knowledge of Evaluation Techniques 

The teachers observed could have been better equip- 
ped to monitor group or individual progress in 
reading and to group children more accurately if they 
had been equipped with some knowledge of Informal 
Reading Inventory tests, and of how to take running 
records of a child's reading. 

Meanwhile quantitative checks on children's 
reading should be monitored as simply as possible 
with perhaps an occasional group competition or 
sharing session to maintain interest. 

In-service training 

A comprehensive retraining programme for reading 
teachers is obviously long overdue and a great deal of 
the misconceptions and ignorance about reading can 
be cleared by such a programme. Such a massive 
retraining programme, however, needs careful 
planning based on sound psychological principles 
and close monitoring if its effects are to be lasting. 

Conclusion 

What comes as a startling revelation in the 1984study 
is the unchanged situation of teacher needs 3 years 
after an earlier study had indicated the trends. Both 
studies point to the fact that current instructional 
practice in reading in most Primary 1 to 3 classrooms 
is questionably effective. This arises from the 
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teachers' lack of an updated understanding of the 
reading process and their uninformed choices of 
reading instruction activities. Learning to read 

. through isolated word recall and through reading 
aloud after the teacher have been found in the study 
to take precedence over reading for meaning and en- 
joyment. Reading is not observed to  be an integral 
part of learning other language skills. Teachers have 
little practice opportunities for curriculum decisions 
as they have frustratingly little control over text- 
books and curriculum time. Yet the onus of instruc- 
ting every Singapore school child in basic literacy 
rests on them. 

It appears through this study that current in-service 
reading courses for reading teachers need to be 
changed drastically in scope and form in order to 
reach all lower primary teachers effectively. The 
solution appears to be a shift to class-based teacher- 
retraining. This would mean a building up of teacher 
knowledge of reading instruction at classroom prac- 
tice level through long term monitoring of teachers 
in their use of the two approaches found suitable for 
the Singapore classroom: the Shared Book Approach 
and a modified form of Language Experience. The 
recommended approaches stress reading for meaning 
and enjoyment; integrating reading with writing, 
listening, and speaking in natural sequence; pro- 
viding abundant opportunities for independent and 
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enjoyable reading practice; and the use of different 
variations of grouping to  cater for different pro- 
gress levels of children. Teachers would be trained 
to question and to cue pupils with the objective of 
leading children towards independent processing 
of print. Guidance for teachers in the form of 
close monitoring and provision of guidelines would 
then gradually decrease as teachers in training 
become increasingly adept at these instructional 
approaches and in other instructional decisions. 
Organizational support could be given in terms 
of arranging for more timetable flexibility for 
English periods and flexibility in the use of pres- 
cribed textbooks and workbooks. 

As the teacher is the final agent of change, attitude 
change in the teacher is the only guarantee of a per- 
manent improvement in instructional practice. The 
programme bears, in mind, therefore, that its im- 
plementation strategies have to be conducive to 
teachers. 

Such are the main features of the Reading and 
English Acquisition Programme (REAP) conceived 
by the Reading Skills Project team and introduced to 
30 schools in 1985 and to 60 more schools in 1986. 

An investigation of the reading teachers' 
knowledge of reading instruction and their attitude 
to educational change 3 years from now would pro- 
vide interesting findings. . 
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Appendix A 

CODING CATEGORIES - 1 

Group Work 

la Whole Class 
b Individual in whole class setting 

2a Subgroup 
b Individual in Subgroup setting 

General Subject Area 

1 Reading/vocabulary work/writing 
for reinforcement of reading 

2 Other language related activities 

a Writing 
b Listening 
c Speaking 

3 Spelling 

4 Transition from one instructional 
activity to next/managerial/ 
"set-up" time 

5 Other breaks/lesson interruptions 

Language Related Activities 

0 Alphabet recognition/writing/ 
grammar/unclassifiable language 
activity 

1 Guided reading of graded stories 

00 Unclassifiable mode of guided 
reading 

01 Oral reading: Teacher AND 
Child read 

ola Teacher reads 
*lb Child reads 
02 Silent reading 
*3 Reading with dramatization/ 

role play 

2 Word Recognition 

00 Unclassiiiable word 
recognition activity 

01 Sight words and/or visual 
discrimination 

ola Oral reading of isolated 
words/phrases 

olb Oral reading of sentences 
02 Phonic analysis and/or auditory 

discrimination 
03 Structural (prefixes, root words, 

endings etc) 
04 Context (using sentence sense) 

3 Comprehension (General Quesuoning) 

4 Comprehension (Skill teachingj 

, 
00 Unclassifiable 
01 For literal/factual recall 
02 For inference 
03 For critical evaluation 
04 Meanings of words 

5 Using oral language experience 

00 Unclassifiable 
01 Building oral language facility/ 

sharing experiences (non-text 
related) 

02 Build up from experience to 
text story/creating reading 
stories based on experiences 

03 Reading with expression 

6 Study Skills 

7 Using reading to solve a problem 
or complete a task 

8 Affective response to reading 

.O Unclassifiable 
01 Reading to class 
02 Expressing interest in books 
03 Directing/supervising interest- 

based activities 

00 Unclassifiable 
01 Factual/literal recall 
02 Inferential 
03 Critical evaluation 
04 Explains/clarifies basal story 
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CODING CATEGORIES - 2 

Teacher Activity Vehicles of Instruction Favoured Word 
Identitication Prompts 

0 Unclassifiable 0 Unclassifiable 
0 Unclassifiable 

1 Incidental instruction 
(teachable moment) 

1 Blackboard 
1 Letter by letter phonics 

2 Direct instruction (planned) 2 I'honic parts andor  structural 
analysis 3 Visual aids 

0 Unclassifiable 
1 Lecture about content/ 

introduction to lesson 
2 Guided assistance (phonics/ 

comprehension discussion/ 

* l  Pictures 
*2 Charts 
*3 Slides/filmstripdmovies 
-4 Overheadopaque 
*5 Flashcards 
*6 Puppets/othen 

3 Visual words cues (sight words) 

4 Context plus initial consonant 

5 Context 

6 Simply says the word for child 

not applied to reading) 
3 Practice/redtation (children 

read on with little or no 
guidance/comprehension 
through using text questions 
only) 

4 Application (transfer of what 
was taught to a reading task) 

5 Teacher oral reading to class 
6 Teacher reads chiid(ren) read(s) 

7 Experience cue 

8 Attention cue ("look at that again") 

8a Writes word on blackboard 

5 Centres (for learning) 

6 Commercial materials 

* l  Basal textbooWmanual 
*2 Reading kit 
*3 WorkbooWexercise book 
-4 Games 
*5 Tests 
*6 Supplementary reading books/ 

dictionary/word lists 

9 Pronunciation/phrasing corrections 
3 Monitoring 

4 Testing Comprehension Prompts 

0 Unclassifiable 

1 Experience cue 

2 Visual cue 

0 Unclassifiable 
1 Formal 
2 Informal 7 Teacher made materials 

5 Transition/managerialP'set-up" 
time/assigning/collecting 
materialdgiving directions/ 
marking papers 

* l  Experience stories (using 
children as source) 

-2 Home-made reading stories 
*3 Practice materials (games/ 

exercises for practice/review) 

3 Leading questions 

4 Direct reference to text 
6 Record keepindlesson preparation 

8 Teacher talWpupil talk 5 Language elements 

6 Gives answer 
7 Not instructing 
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RESEARCH REPORTS 

Additional Selection Criteria Research Project: 
Selection and Performance of 1983 Diploma in Education 
Students at the Institute of Education, Singapore'$ 

Tay-Koay Siew Luan 

Introduction 

There has been an increasing concern about the 
quality of teachers especially in the 1980s to the 
extent that it has currently become one of the top 
educational issues in the United States. Schlechty 
and Vance (1983) in their comprehensive study utiliz- 
ing the National Longitudinal Study of secondary 
school teachers, concluded that the teaching occupa- 
tion disproportionately attracts and retains those 
with low measured academic ability. Their study 
demonstrated convincingly that teachers scoring 
in the top 10% according to the Scholastic Aptitude 
Test (SAT) left the profession most rapidly as 
compared to the less academically able. Recent 
research indicates that teacher education institutions 
recruit and admit students whose academic quality 
is somewhat lower than that of other college majors 
(Darling-Hammond, 1985; Schlechty and Vance, 
1983). Haberman (1980) conducted a study of 344 
teacher education institutions in the United States 
and found that almost all who had attained the 
minimum cumulative grade point average (GPA) 
were admitted. As a result of this efforts have been 
made to gain more status for teachers, generally by 
attracting higher ability students into teaching and 
by improving the teacher education programme 
through insisting on greater selectivity of those 
entering the profession. However, the selection 
issue constitutes a difficult problem as one has to 
predict the success of the potential teachers in rela- 
tion to their performance in the classroom, relation- 
ships with colleagues and administrators and their 
capability for remaining in the teaching profession. 

Teaching is a complex task and researchers have 
disagreed as to what constitutes good teaching. Yet, 
if the overall function of the educational process is 
to produce changes in individuals, then effectiveness 

of the teacher may be measured by the extent to 
which he produces changes in individual behaviour 
(Orleans et al, 1952). It therefore behoves teacher 
educators to be clear about what academic compe- 
tence and personal characteristics and traits prospec- 
tive teachers should possess to enable them to become 
effective teachers. 

In short, there is a need to have a clear knowledge 
of the criteria of teacher effectiveness and to deter- 
mine which variables can be used as substitutes for 
the ultimate criteria to predict success at the job 
since it is difficult, costly and time-consuming to 
obtain measures of ultimate criteria. Such 
can be used as criteria to determine which candidates 
are to be admitted to teacher education programmes. 
This decision involves a prediction that the selected 
applicant will become an effective teacher who can 
produce positive changes (in kind and amount) in 
pupil behaviour. The predictors would then be the 
proximate criteria that institutions of teacher educa- 
tion could employ in choosing teacher candidates. 

The Institute of Education, being the only institu- 
tion in Singapore that trains and prepares individuals 
for the task of teaching, has the tremendous responsi- 
bility of ensuring that its products, the teachers, are 
of a high and respectable calibre. Great efforts have 
been put in to improve teacher education by not 
only reviewing the training programme regularly 
but also the selection criteria used for admitting 
prospective candidates into the Institute. There is a 
critical need to screen reliably and systematically 
candidates along a continuum of for success 
in teaching, considering cognitive and affective 
factors. 

*This paper is in the process of being published as an occasional of the 
Institute of Education. 
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Current Selection Procedures 

The current selection procedures adopted by the In- 
stitute of Education (IE) in the selection of potential 
trainee teachers are based on: 

(a) level of educational attainment i.e. a recog- 
nized university degree with or without 
Honours; 

(b) the relevance of subjects taken at the "A" or 
degree level for school teaching purposes; and 

(C) ~erformance at the interview. 

The use of educational attainment level and the need 
for teaching subjects as criteria for selection assume 
that a certain level of academic ability and knowledge 
are prerequisites for competent and effective teach- 
ing. However, what that minimum level is is still un- 
known nor has it been investigated in the Singapore 
context. The interview is presumably designed to 
get at the attitudes applicants have towards children 
and teaching and thus screen out the applicants with 
undesirable attitudes. Whether the interview has 
really achieved its objectives is still being examined. 

The issue which is constantly being discussed is 
whether the current selection procedures are suffi- 
cient to produce a high quality teaching force. Is there 
something else that a potential candidate must have 
in order to become an effective and outstanding 
teacher? If so, what constitutes that "something else", 
is it the product of training, a personality variable, 
or an attitude variable? 

Rationale for the Search for Valid and 
Reliable Selection Instruments 

The Institute of Education has increased its efforts 
to develop teacher selection criteria which are 
related to success in the field. The rationale for 
restricting access to and exit from institutions of 
teacher education is based on the assumption that 
it would help to increase the number of teachers 
who are academically able and this in turn would 
improve the quality of teaching in schools. Singa- 
pore is currently very concerned with teacher 
quality as the quality of education in the country 
is dependent on it. 

As a means of addressing this need to develop 
valid and reliable instruments capable of predicting 
teacher effectiveness whilst on the job and, in so 
doing, be able to screen out misfits from the teaching 
profession, this project was designed as a develop- 
ment and a pilot try-out of additional instruments 
for the identification of such candidates. A pilot 
study was carried out on the Minnesota Teacher 

Attitude Inventory (MTAI) as a selection instrument 
for pre-service education in August 1982 and com- 
pleted in March 1983. A paper on it was reported 
in the July 1983 edition of the Singapore Journal of 
Education. The pilot study recommended that per- 
sonality instruments be employed to measure other 
aspects of teacher effectiveness besides teacher-pupil 
relationship. 

Aim of the Study 

This paper reports an aspect of the work of the Addi- 
tional Selection Criteria Project (ASI) at the Institute 
of Education, Singapore. Though this study focuses 
on the Diploma in Education students, we believe 
that it is relevant to teacher education in general. 
This report describes the selection procedures cur- 
rently used and shows the relation of the criteria 
used in selection to the academic and teaching perfor- 
mance of students admitted into IE. A follow-up 
study of these LE graduates is currently being con- 
ducted. This report also investigates the possibility 
of using a personality test as an additional selection 
instrument to improve the selection process. 

The purposes of this study are as follows: 

(a) to examine if there are any differences be- 
tween those who were admitted into IE and 
those who were rejected on a number of 
academic and personality variables; 

(b) to ascertain if there are any differences be- 
tween three groups of student teachers, rated 
as possessing "High", "Intermediate" and 
"Low" teaching ability; 

(C) to find out the degree of association between 
the various variables; and 

(d) to determine which of the variables, if any, 
are worthy of further examination as pre- 
dictors of performance in student teaching. 

Method 

Subjects 

The study involved a total of 541 shortlisted can- 
didates who had applied for admission into the 
Diploma in Education programme at the Institute 
of Education, Singapore in July 1983. Of the 541 
subjects, 427 or  79% of the applicants were offered 
places. However about 10% either declined the offer 
of admission or withdrew from the programme 
without completing the course. 372 (118 males, 
254 females) of the accepted applicants completed 
the programme while 114 applicants (24 males, 90 



females) or 21% failed to qualify for admission and of significance was chosen as the critical region to 
were rejected. reject the hypotheses. 

As teacher trainees progressed through the regular 
Instrument teacher education programme, their performance 

Form A of Cattell's 16 Personality Factor Test 
(Cattell and Eber, 1957) was used on all subjects 
of the study to probe the type of personality they 
possessed and the main dimensions along which 
they differed. The test consists of 187 items which 
are classified into 16 "source traits" of ability, tem- 
perament and character integration. 

The split-half reliability of the test on a sample of 
200 of the general population corrected to the full 
number of items in Form A is reported in the test 
manual to be as follows for the various factors: 

A. 0.84 E. 0.82 H. 0.74 M. 0.72 
B. 0.70 F. 0.85 I. 0.54 N. 0.65 
C. 0.71 G. 0.56 L. 0.55 Q1. 0.50 

4 2 .  0.64 4 3 .  0.54 44 .  0.76 

The corrected split-half reliabilities of the combined 
factor scores from Form A range from 0.50 to 0.88 
(Median = 0.71). 

The test consists of a series of questions, each fol- 
lowed by positive responses of "yes", "?" and "no". 
The test is untimed. 

Procedure 

The biographical particulars and the academic 
results at "0", "A" and university levels of the 
applicants were extracted from students' records at 
the Ministry of Education and merged with other 
additional information and personality scores 
obtained after the interview for admission. 

Cattell's 16 Personality Test was administered in 
groups, immediately after each of the applicants' 
interviews for admission into the Institute of Educa- 
tion from May- July 1983. It was explained to the 
candidates that the test was part of IE's research 
programme and would in no way be used for selec- 
tion. The intention was to explore the relation of 
performance in the personality test with paper 
qualifications and course and teaching performance 
in IE. 

Mean raw scores on the test were computed. The 
one-way analysis of variance technique (ANOVA), 
using the F-test, was employed to test the statistical 
significance of the variances between the accepted 
and rejected groups for each of the variables: achieve- 
ment, the 16 personality factors and previous relief 
teaching. The t-test was applied to test further the 
difference between any group means. The .05 level 

in student teaching was evaluated by the IE super- 
visors during Term 3 (January-March 1984) when 
they were attached to the school for ten weeks. It 
was possible for the supervisors to know the work 
of each student teacher sufficiently well since they 
would have observed the class performance of the 
student teachers at least 4 times during the 10 weeks 
of teaching practice. At the end of the teaching prac- 
tice, the supervisor gave each subject a grade rating 
on a nine-point scale ranging from A (Excellent) to 
D (Failed). The grade distribution based on this scale 
was as follows: Categories A, 30 students or 8% 
(A, 10; A - , 20); B, 248 students or 67% (B i, 97; 
B, 80; B - ,71) and C, 94 students or 25% (C + ,5O; 
C, 36; C - ,8). Categories C and C - were combined 
to obtain a "low" teaching group (N = 44, mean age 
21 years 7 months with standard deviation (SD) of 
1 year 7 months). Students graded A were described 
as showing "High" teaching ability (N = 30, mean 
age 23 years 6 months with SD of 1 year 3 months). 
Grades B + , B, B - and C + constituted the "Inter- 
mediate" group (N=298, mean age 23 years 7 
months with SD of 1 year 7 months). The Tukey 
pair-wise comparison of the mean scores on the 
academic results and personality scores was em- 
ployed to test the statistical significance of the differ- 
ence between the group means of the High, Low 
and Intermediate categories as based on the teaching 
practice grade. The Pearson Product - moment 
correlations among the 25 predictor variables and 
11 criteria variables - was calculated. For purposes 
of correlation only achievement scores were coded 
in such a way that the higher the score the better 
the performance. The significance of each of these 
correlations was tested. 

To examine the interrelationships among achieve- 
ment, personality and previous relief teaching vari- 
ables, a stepwise regression was performed on these 
variables with teaching practice grade and the overall 
performance in IE (total points) and they thus ser- 
viced as dependent variables. 

Summary of Findings 

1 The accepted applicants differ very signifi- 
cantly (p < .O1 or better) from the rejected applicants 
in their "0" level, "A" level and university perfor- 
mance. It appears that the first stage of the selection 
procedure is efficient in the sense that the applicants 
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who qualify for admission tend to do better at "0" 
level, "A" level-and at university Year 3 as indicated 
by their results. The rejected group seems to have 
done better only for Years 1 and 2 in university. The 
candidates accepted for admission into IE seem to 
possess better academic ability and potential although 
they have less teaching experience. 

2 Analysis of variance shows that the mean 
personality scores of the accepted applicants differ 
significantly (p < .OI) from that of the rejected appli- 
cants on three of the 16 factors. These are Factors 
H (Adventurous Cyclothymia), 0 (Worry Suspi- 
ciousness) and Q 2  (Self-Sufficiency). For Factors A 
(Warmth) and C (Emotional Stability), the mean 
scores of the two groups differ at the .05 level. It 
therefore appears that though the candidates accepted 
for admission are more self-sufficient, they also tend 
to be less warm, emotionally less stable, less sociable 
and more suspicious than the rejected candidates. 
The underlying meaning of these differences is 
quite clear though it is hard to accept that the selected 
candidates do not apparently possess those traits 
that are generally associated and expected of 
teachers. Is IE then selecting and admitting the 
" wrong" type of candidates? Perhaps the teaching 
field itself is candidates who are mature, 
friendly and spontaneous from choosing it as a career 
because of poor financial and professional prospects 
associated with it. 

3 The findings, using Tukey's multiple compari- 
sons of the mean scores on academic performance at 
"W, "A" and university levels for the "High", "Inter- ' 

mediate" and "Low" groups, based on teaching 
practice grade, show that the "Low" group or the 
poor student teachers differ significantly (p< .Ol) 
from the "High" group or good student teachers 
and the "Intermediate" group or average student 
teachers on their university results. The "High" 
and the "Intermediate" groups seem to perform less 
well in their university results as indicated by their 
lower mean university aggregate points for Years 1 
to 3 as compared with the "Low" group. 

The "High" group, on the whole, appears to 
obtain better, but not significant, results in "0" 
level aggregate points, "0" level English, "A" level 
General Paper (as indicated by the lower mean 
scores), "A" level aggregate points and E course 
and teaching performance (as indicated by the higher 
mean scores) compared to the student teachers with 
"Intermediate" or  "Low" teaching ability. It there- 
fore appears that previous academic achievement at 

"0" and "A" levels is related to course and teaching 
performance at IE. 

4 Results show that, for the total group, the 
student teachers with "High" and "Low" teaching 
abilities differ significantly on two of the 16 person- 
ality factor scores. These are Factors C (Emotional 
Stability) at the .05 level and 0 (Worry Suspicious- 
ness) at the .01 level. The "High" group obtained a 
higher mean score on Factor C, indicating that 
they tend to be emotionally more stable, calm and 
placid as compared with the "Low" group. This is 
further confirmed by the former's lower mean 
score on Factor 0 (Self-Confidence versus Worry 
Suspiciousness) showing that the "High" group 
tends to be confident, self-secure, cheerful and 
resilient as compared with the "Intermediate" 
and "Low" groups. The "Low" group appears to 
lack frustration tolerance and is easily affected by 
feelings (Factor C) and tends to worry and feel 
timid, insecure and anxious (Factor 0). 

5 Of the information available for the purposes 
of selection, that provided by "0" level, mathe- 
matics grade (0-MATHGR) and previous teaching 
experience (TCH-EXP) seems of little value for 
predictive purposes, although the correlations of 
0-MATHGR with ESOGR (ESO Grade), 0 - C  
(Oral Communication Grade) and PE (PE Grade) 
are very significant at the .001 level. TCH-EXP has 
no relationship at all to course and teaching perfor- 
mance in E. 

In general, the remaining measures of academic 
ability at "0" level, "A" level and at university 
have low but significant correlations (p<.O5 or 
better) with overall performance at IE (TOTPTS). 
The best predictor of overall performance is U-Agg2 I 

(University Year 2 Aggregate Points), then 0-Aggr I 

("0" level Aggregate Points), A-Aggr ("A" level 
Aggregate Points), followed by U-Agg3 (University 
Year 3 Aggregate Points) and then 0-ENGGR ("0" 
level English Grade) and GP-Grade (General Paper 
Grade). 

However, only three measures of academic ability 
correlate positively and significantly (p<  .01) with 
T-P (Teaching Practice Grade). The U-Agg2 coef- 
ficient is slightly higher than those of U-Aggl or 
U-Agg3. These three predictors seem very promis- 
ing as they are significantly related to course per- 
formance, namely, CSOlGR (CS01 Grade) and 
CSO2GR (CS02 Grade), overall performance 
(TOTPTS) and success in teaching (TP), even 
though the coefficients are very low. 



In general, of the remaining predictors, 0-Aggr, 
0-ENGGR, A-Aggr and GP-Grade seem to be 
correlated (p< .05) with successful performance in 
courses that involve a good command of English 
such as G E  (Core Education), ESOGR (ESO Grade) 
and 0 - C  (Oral Communication), although they are 
poor predictors of success in teaching. 

6 Of the 16 personality factors, Factors B (Intel- 
ligence) and C (Emotional Stability) are significantly 
(p<.O5) and positively correlated with overali 
performance in IE (TOTPTS) while high scores in 
Factors L (Paranoid Tendency), 0 (Anxious Insecur- 
ity) and Q4 (Somatic Anxiety) are significantly but 
negatively correlated with overall performance. 

It therefore appears that the higher the intelligence 
and the more emotionally stable the students are as 
well as the less mistrusting and the less anxious they 
are, the better will be their overall performance 
in IE. 

Factors C and Q4  are also significantly correlated 
with teaching practice grade (TP) at the .05 level or 
better. The low but significant correlation coefficients 
indicate the importance of selecting and admitting 
candidates who are emotionally stable and who 
possess relaxed composures if they are to succeed in 
the training course as well as to become "good" 
teachers who will have a positive influence on the 
development of our young children and adolescents. 

7 Only one of the achievement variables: Uni- 
versity Year 2 Aggregate Points; three of the 16 
personality scores: Submissiveness (Factor E), 
Sociability (Factor H) and Low Nervous Tension 
(Factor 44); and previous relief teaching experi- 
ences were shown to be statistically significant 
(pp<.lO) and meaningful predictors of teaching 
performance in the analysis. However, the equation 
may be considered as less than meaningful in that 
less than 10% of the variance in the dependent vari- 
able, teaching practice grade, was accounted for by 
the predictors. 

In addition to the above predictors except for 
Factor Q4 (Low Nervous Tension), "A" level Ag- 
gregate Points and three of the personality scores, 
Factors B (General Intelligence), L (Trustfulness) 
and O (Self-Confidence) showed statistically signifi- 
cant (p < .IO) prediction of IE overall course perfor- 
mance. The predictor accounted for only 14% of 
the variance in the dependent variable. 

It should be noted that in terms of the contribution 
to the prediction of teaching and overall performance 
at IE, "0" level Aggregate Points and English pro- 
ficiency in terms of "0" level English Grade and 
"A" level General Paper Grade were non-existent. 

8 It is apparent that little is to be gained from 
combining more than two predictors. (It is assumed 
that one would look for an increase in the value of 
R of at least .05 for the inclusion of each additional 
predictor.) The correlation with teaching practice is 
generally very low or almost nil. When each addi- 
tional predictor was combined with other predictors 
in a number of trial regressions, it did not at all raise 
the coefficient by .05. 

Recornmendations 

Based on the findings of this study the following 
recommendations are proposed: 

1 A follow-up study should be conducted to 
cross-validate the prediction equation on another 
population of student teachers by comparing their 
predicted grade in student teaching with their actual 
gade or, perhaps, with the rating scores of experi- 
enced teachers in order to test further the usefulness 
of the formulas in differentiating the successful group 
from the unsuccessful group. 

2 It may well be that successful student teachers 
in different teaching fields possess personality con- 
figurations unique to each field. It is proposed that 
the procedure followed in this study be repeated 
with adequate samples within given subject matter 
areas so that formulas might be developed to increase 
the precision with which the successful student 
teachers are differentiated. 

3 There is an apparent lack of significant rela- 
tionship between teaching practice grade, academic 
performance and personality scores. There is a possi- 
bility that the teaching grade may not be a reliable 
criterion as too much subjectivity-may be involved 
in the assignment of such grades or that supervisors 
may not have uniform standards for assessing good 
teaching. It is proposed that further study be done 
to improve the reliability and validity of the criteria 
before a more accurate prediction of teaching ability 
can be made. 
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The Follow-Up Studies Project: A Brief Report 

Ho Wah Khm 

Studies following up on student teachers who have 
started full-time teaching constitute part of the 
programme evaluation scheme at the Institute of 
Education. Since 1982 two surveys have been 
conducted to find out the perceptions that former 
Certificate and Diploma students had of their train- 
ing programmes and whether there was any notice- 
able shift in their views about teaching. 

In one of the surveys, the Certificate-trained teach- 
ers reported that although on the whole they man- 
aged adequately, they had their worries. These young 
teachers ranked in order of seriousness the follow- 
ing problem statements. 

TABLE 1 - LIST OF "MOST SERIOUS" 
PROBLEMS ENCOUNTERED 

Problem 

Handling pupils with behaviour problems 
Having to maintain classroom discipline 

allthe time 
Coping with paperwork required by the 

school administration 
Having a great deal of homework to mark 
Being unable to get pupils to understand 

concepts 
Being unable to motivate pupils to work hard 
Keeping track of pupils' progress 

The rank order of the problems that the Diploma 
students faced is given in Table 2. The most serious 
problem the Diploma teachers encountered was 
finding effective ways of motivating pupils to learn. 
This problem is linked to the next two, which have 
to do with the task of teaching pupils with special 
problems. Another difficulty faced by the young 
graduate teacher was in coping with paperwork 
required by the school administration. 
A subsequent follow-up study (carried out in 1984) 

using the interview method sought more detailed 

information about the nature of the problems en- 
countered by a sample of beginning Certificate 
teachers and the coping strategies developed by 
them in dealing with their problems. Although this 
focus on problems and coping strategies might well 
mask what was productive and exciting in the experi- 
ences of young teachers, there was much that was 
positive which came through in the interviews. For 
detailed information arising from this stage of the 
study, readers may wish to refer to two earlier re- 
ports, viz., "Continuity and Discontinuity Between 
Training and School Experience: Follow-Up Studies 
of Former Students of the Institute of Education" 
(by Ho Wah Kam et al, published in Singapore J o u m l  
of Education 5(2), July 1983) and "The Experiences 
of Beginning Teachers: A Follow-Up Study Report 
Based on Interview Data" (by Rita Skuja and Muiel 
Lim-Quek, Nov 1984). 

TABLE 2 - FREQUENTLY MENTIONED 
PROBLEMS FACED BY BEGINNING 

DIPLOMA TEACHERS 

Problem 

Motivating pupils to learn 
Handling pupils with behaviour problems 
Helping pupils with learning difficulties 
Coping with ~ a ~ e r w o r k  required by the 

school administration 
Maintaining classroom discipline 
Organizing and conducting ECA 

1 Making effective use of teaching aids 

The questionnaire survey was continued with 
Diploma students who had completed their pro- 
gramme in May 1984. This revised questionnaire 
tapped rather detailed information about former 
students' perceptions of the strengths and weaknesses 
of each component of the Diploma programme 
in the context of their experience as beginning 
teachers. Analysis of the data is under way. 



DISSERTATION ABSTRACTS 

Code-Switching of Primary School Children" 

This issue introduces a new section, Dissertation Abstracts. Singapore is witnessing a rapid growth of education personnel 
obtaining post-graduate qualifications and valuable research on Singapore education is available in theses and dissertation 
form. The Singapore/ouml ofEducation will from this issue publish two to three abstracts to ensure wider circulation 
of such research. 

Soh Kay Cheng 

1 

, 

Code-switching is a very common psycholinguistic 
phenomenon among children learning two languages 
and it has implications for the teaching of second 
languages and for language programme development. 
The study begins by questioning the efficacy of the 
prevalent audiolingual approach to teaching second 
languages on theoretical !grounds. It further argues 
for the need to capitalize on children's competency 
in the first language to maximize the learning of 
a second language. - - 

A multiple-choice comprehension test was first 
set in English and translated into Chinese. The item 
stem and options of each item of these two tests 
were then 'crossed' to form English-Chinese and 
Chinese-English code-switch tests. Similar tests 
were developed for testing at the phrase and text 
levels. The monolingual and the bilingual (code- 
switch) tests were administered to 220 primary 
school children aged eight to eleven who learned 
English and Chinese concurrently. In addition to 
these, the children completed checklists on the use of 
both languages in school and at home with different 
interlocutors. They also reported on the reinforce- 
ment they got from parents for the use and learning 
of the language. 

The main findings are: 

1 The child's facility in the two languages is 
substantially correlated. The language in which 
the child is less proficient sets the upper limit of the 
common variance between languages. 
2 Children are able to switch from English to 
Chinese and vice versa with no difference in the 
ease of switching in either direction. 

3 Irrespective of the direction of switch, a bilin- 
gual child's ability to code-switch is highly predict- I 
able from his ability in either of his two languages. 
However, the non-familial (and therefore, the 
weaker) of the two languages is a better predictor. 
4 The ability to code-switch at the phrase and 
text levels is substantially predicted by the child's 
ability in either of his two languages. Here, again, 
the non-familial language turns out to be a better 
predictor. 
5 Code-switching is dependent partly on the 
function performed by a word in the context of a sen- 
tence. The ease of code-switch decreases from nouns, 1 

adverbs, verbs, adjectives and then to pronouns. 
6 The quality of maternal reinforcement for 1 

the use and learning of the auxiliary teaching lan- I 

guage (i.e. a language allotted less instructional time in 
the total curriculum) differs with the type of school 
attended. This indirectly reflects different parental 
orientations. However, the different quality of rein- 
forcement is not associated with the child's ability 
in code-switching. 
7 The extent to which the auxiliary teaching 
language is used in school and at home is not asso- 
ciated with the child's ability to code-switch. 

The need to review the practice of keeping lan- 
guages apart in a curriculum where children are 
learning two languages concurrently is discussed 
with reference to its implications for language syl- 
labus construction, instructional procedures, testing, 
and teacher preparation. 

*Ph.D. thesis, National University of Singapore, 1984. I 



A Studv of the Relative Attainment in Mathematics of 
J 

. Two Matched Groups of Secondary Two Express 
and Normal Stream upi lsg-  

Ang Wai Hoong 

Summary 

A significant feature of the New Education System 
in Singapore is streaming. Through streaming, the 
system seeks to maximize the potential of all pupils 
by teaching them at a pace more suited to their abili- 
ties. Thus the lower ability pupils study less content - -  - 
in a subject than the more capable pupils during the 
same period of time. 

At Secondary One, pupils are streamed to the Spe- 
cial, Express and Normal streams according to their 
overall performance in four subjects (First Language, 
Second Language, Mathematics and Science) at the 
Primary School Leaving Examination (PSLE). In 
the computation of overall performance, however, 
Mathematics and Science together are weighted half 
as much as the two languages. As a result, pupils 
who obtain the same PSLE Mathematics T-scores 
are channelled into different streams, viz., Express 
and Normal. Concern has been expressed that such 
pupils in the Normal stream might be disadvantaged 
and their Mathematics achievement could be less 
than their counterparts who have been streamed 
into the Express course. 

This study aims at comparing the attainment in 
Mathematics of a sample of Secondary Two Express 
and Normal stream pupils who were initially of 
equivalent ability in the subject as determined by 
their PSLE Mathematics T-scores. The pupil sample 
was selected from twenty secondary schools. It con- 
sisted of 262 pairs of pupils matched on five criteria, 
viz., language medium (English), PSLE Mathematics 
T-score, school, age and sex. 

A Mathematics achievement test was administered 
to the pupils towards the end of the school year 1983. 
The test comprised items from core topics taught 
to both streams as well as items of a more difficult 

level, or topics that were optional for the Normal 
stream pupils but compulsory for Express stream 
pupils. In addition, a survey consisting of question- 
naires for principals, teachers and pupils was con- 
ducted; reports of senior Mathematics teachers and 
specialist inspectors were also obtained. The survey 
provided information on the teachers' expectation 
of the pupils, pupils' attitude towards Mathematics, 
the problems faced by teachers, the teaching strate- 
gies used, the content learned and the school 
Mathematics programme in general. 

The results of the Mathematics achievement test 
indicated that: 

the Express Stream pupils performed signifi- 
cantly better than the Normal Stream pupils 
(p < 0.02) overall; 
the Normal Stream pupils performed signifi- 
cantly better (p < 0.03) in core topics than the 
Express stream pupils; and 
the Express stream pupils performed signifi- 
cantly better (p < 0.0001) than the Normal 
stream pupils in the optional items. 

It was observed that, although the pupils were 
from a rather narrow range of PSLE Mathematics 
T-scores (45-59, the achievement in the Mathe- 
matics test was distributed over a wide range of 
scores (4 to 80) in both streams. 

The results of a regression analysis showed that 
the PSLE Mathematics T-score was the only factor 
that correlated highly with scores on the Mathe- 
matics achievement test (p < 0.0001). The PSLE 

*M.Ed. thesis, National University of Singapore, 1985. 
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Science T-score was statistically significant at the 
0.02 level. 

The questionnaire survey revealed that the Mathe- 
matics teachers of the sample of pupils in the study 
were predominantly non-graduates. Of the graduates, 
more taught the Normal stream than the Express 
stream, even though most of them had less teaching 
experience than the non-graduate teachers. The 
teachers' expectation of pupils passing the GCE '0' 
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level Mathematics was higher for the Express stream 
than for the Normal stream. The Normal stream 
pupils in this study were more positive towards the 
learning of Mathematics than the Express stream 
pupils. However, there were more disciplinary cases 
and higher absenteeism among the Normal stream 
pupils. No difference was found in the teaching 
strategies used by the teachers in both streams. W 



' BOOK REVIEWS 

Teachers' Perception of the State of Discipline in 
Singapore Schools 
Singapore Teachers Union, 1985 

Reviewed by Emerald Tan and Tan Wee Kiat 

The Singapore Teachers Union (STU) is to be com- 
mended for its effort in initiating this study on the 
teachers' perceptionof the state of discipline in local 
schools. In Singapore hard data with regard to dis- 
cipline and discipline problems may have been col- 
lected but have not, until now, been published. 
Though the methodology and the report are not 
without blemish the report provides an indication 
of the general perception of Singapore teachers. 

In the survey conducted by the STU the teachers 
indicated that they experienced discipline problems. 
That in itself is not significant as every child will mis- 
behave at one time or another. Of greater importance 
is the feeling that there is a growing lack of discipline 
in schools and that two-thirds of the teachers sur- 
veyed indicated that they could not effectively handle 
the situation. The teachers believed that the causes 
of discipline problems were primarily due to influ- 
ences outside school, and secondarily the school 
curriculum and management. The report found 
the most common discipline problems in schools 
to be vandalism and theft and, in the classroom, 
talking and inattentiveness. The formulation of 
school rules and the selection of prefects had little 
teacher and pupil involvement and the system of pre- 
fects and counsellors was lacking in effectiveness. 
Most of the teachers also pointed out that the threat 
of corporal punishment (if not the actual use) as a 
means of maintaining order was efficacious. The 
survey found that teachers used various methods 
of control, the most frequent being "standing in 
the class". The report further identified the reasons 
for inappropriate behaviour in the classrooms. This 
was due to the large class size and to streaming which 

brought together in the same class the weaker pupils 
from whom, according to the teachers, most dis- 
cipline problems arose. This meant that the teachers 
had to cope with poor academic performance as well 
as poor discipline in the class. To overcome the 
problem of misbehaviour most teachers tried to keep 
the pupils task and work-oriented. The teachers 
felt that being in the uniformed groups did not nec- 
essarily make the pupils better disciplined. Most 
teachers indicated that there was no significant differ- 
ence in discipline between pupils in the uniformed 
groups and those who were not. The report proposed 
that, perhaps, this was due to the fact that such groups 
stressed uniformity and conformity rather than self- 
discipline. Hope, however, lies in general assemblies. 
Most teachers acceded to the potential power of the 
school general assemblies to improve discipline. 

The report is, understandably, not as comprehen- 
sive and thorough as a researcher or policy-maker 
might have desired. Hence, care has to be exercised 
in reading the report. The design of the question- 
naire, for example, which was the main instrument 
of the study is not without fault. For instance, the 
teachers were asked to indicate the frequency of 
occurrence of a list of predetermined behaviour 
problems. Analyses of the data collected later showed 
that truancy and absenteeism were omitted from 
the list. This may affect the report's finding that 
"the most serious problems in most schools covered 
by the sample are vandalism and theft". 

Minor inconsistencies in the report also confuse 
the reader at times. On page 28, it is reported that 
"standing in the class" was most commonly indicated 
as a means of punishment for disruptive behaviour. 
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But in the conclusion of the chapter on page 36, it is 
reported that "teachers frequently use the verbal 
method i.e. scolding and counselling. Other methods 
like standing in the class and detention are also used." 

Although the foreword indicated that a number 
of other areas could have been looked into, it would 
have been more useful and helpful to educationists, 
educational administrators and teachers in !general 
if, in addition to merely identifying the most fre- 
quent methods teachers employed to maintain dis- 
cipline, a further step had been taken to identify 
those strategies found to have been effective. 

Appendix III detailing the interviews is one section 
worth reading thoroughly. It is not only interesting 
and insightful but tells also the other side of the 
story, so to speak. Many long and arduous hours 
of work must have gone into the interviews with 
the problem pupils and the recording and transcrip- 
tion of what happened at the interviews. Although 
stated in the first chapter of the report that the inter- 
views serve only to illustrate the problems faced by 
teachers and pupils, it is perhaps a dire waste to have 
this wealth of information lie latent with little or no 
attempt at analysis. 

Finally, it is apt to delve into one major implication 

of the study. Perhaps many local educationists, 
educational administrators and educational person- 
nel, detached from the reality of the classroom for 
a large number of years, are still carrying mental 
images of classroom discipline of another era and 
have, therefore, been guilty of having their heads 
in the clouds with regard to discipline. Many have 
claimed that in general, there are only a few problem 
pupils in a class and that they have not reached an 
alarming state. But the problem of discipline does 
not just lie in the question of quantity. It is the quali- 
tative result that matters. Many studies and research 
to date have, without doubt, indicated that though a 
few pupils only may misbehave, they do enough to 
cause the teacher stress, burn-out and resignation. 
The report showed that two-thirds of the respondents 
were unable to handle discipline problems effec- 
tively. This figure should be enough to jolt all in the 
field of education out of complacency. The report 
clearly shows that for some, it is time to change the 
belief that all is well in the area of discipline; for 
others, to stop sweeping the dirt under the carpet 
and to admit and accept that discipline is a problem 
and growing; and yet others, that it is time to stop 
pretending that the problem does not exist. D 
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I 
I Counselling: A Problem-Solving Approach 

David N. Dixon and John A. Glover 
University of Nebraska - Lincoln 
New York: John Wdey & Sons, 1984 
239 pp (hardcover) 

Reviewed by Elena Lui Hah Wah 

David N. Dixon and John A. Glover wrote this 
book to introduce the Problem-Solving Approach 
to beginning counsellors who are preparing them- 
selves for their praaicum. Their main concern is the 
development of counselling students' competencies 
in enhancing their clients' skills in problem-solving - 
for their clients' present and future success in problem 
situations. They claim that since problem-solving 
can describe different approaches to counselling, it 
can be used as a "Metatheory of Counselling". It 
also provides a framework for eclectic integration, 
which is very much needed by counselling students. 

A decade ago, C. H. Patterson cautioned counsel- 
lors that professional activity can never be based 
upon a supposedly democratic principle of personal 
choice. In a recent article "New Light for Counsel- 
ling Theor-", he stressed again the unreliability 
of the eclectic approach because it is atheoretical 
and unsystematic, and has no common elements or 
principles (Jounzal of Counselling and Development, 
February 1985, Vol63, pp. 349-350). 

It is very timely that Dixon and Glover have created 
this Problem-Solving Model by synthesizing various 
counselling theories and also applying research in 
human cognition to the problem-solving process in 
counselling. It is really a commendable attempt by 
them in integrating and organizing such a massive 
amount of knowledge in educational and counselling 
psychology. 

The text is made up of 13 chapters which can 
be grouped into 3 parts. Chapters 1-5 present the 
Problem-Solving Model and detail its use in counsel- 
ling. Chapters 6-10 focus on the process and skills 
of problem-solving. Chapters 11-13 describe the use 
of this model in group counselling and training and 
also mention research in problem-solving counselling. 

The examples, exercises and case studies chosen by 
the authors from both educational and therapeutic 
settings make the text very interesting and lively. 
Though only a few tables and diagrams are included, 
they suffice to illustrate the points raised in the text. 
The comprehensive current list of references and 
the separate indexes on authors and subjects are 
likely to be very useful for beginning counsellors. 

The Problem-Solving Model draws support from 
cognitive psychology theories such as the "higher 
order rules" of GagnC (1964,1972,1977) and "mean- 
ingful learning" of Ausubel, Norak and Hanesian 
(1978). The historical views from psychologists like 
E.L. Thorndike, John Dewey and A. Kohler; the 
information-processing theory and Weizenbaum's 
computer program ELIZA (1966) are also quoted to 
substantiate the foundation of this model. Table 3.1 
"Comparison of Problem-Solving Approach to 
Counselling" (p. 28) serves very well as a guide to 
relate those five components to those of the other 
approaches such as D'Zurilla and Goldfried, Kanfer 
and Busemeyer, Urban and Ford, Eisenberg arld 
Delaney. 

In Chapter 4, Dixan and Glover outline and analyse 
four counselling theories: client-centred, Gestalt, 
behavioural and cognitive-behavioural, to illustrate 
how the Problem-Solving Model may be employed 
as a metatheory for counselling theorists. They are 
only representing the diversity in the field. There is 
little doubt about the appropriateness of such regre- 
sentation, in terms of therapeutic or clinical counsel- 
ling theories. However, if the Problem-Solving 
Model is also going to be applied in educational and 
vocational counselling (many cases and examples 
used in this book are of this nature), then theories 
like G.G. Williamson's trait-factors counselling 
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FIGURE 5.3 - PROBLEM-SOLVING RELATIONSHIP 
MODEL FOR INDIVIDUAL COUNSELLING 

1. Expectation that process 
will be helpful 

I Problem definition 
I 1 

2. Perception of need/commitment 
Goal selection 

to change 

4. Perception of counsellor 
trustworthiness 

Strategy implementation S 
5. Perception of counsellor 

attractiveness 

(1939, 1950, 1965), W. Glassers' reality therapy (1965) 
and T. Gordon's effectiveness training (problem- 
ownership) (1974) should be presented and analysed 
too. 

Moreover, well-known theories like T. Harris' 
"life position" (I'm O.K. - You're O.K., I'm O.K. 
- You're not O.K., I'm not O.K. -You're O.K., 
I'm not O.K. -You're not O.K.) and E. Berne's 
Transactional Analysis (Parent-Adult-Child and 
Life Script) are not covered in Chapter 7 where the 
authors deliberate on problem definition, attribu- 
tion and resolutions. 

In Chapter 15, which details the counselling rela- 
tionship for problem-solving, the authors use the 
following model (Figure 5.3, p. 84) to illustrate the 
interaction between counselling relationship and 
problem-solving process. 

The weaknesses of this model are: (1) there is no 
link between the relationship variables (on the left) 
and the problem-solving process (on the right), (2) it 
does not show how the 5 relationship variables 
interact with the 5 components of problem-solving 
process and (3) it is misleading in placing the per- 
ceptions of counsellor expertness, trustworthiness 
and attractiveness at the third, fourth and fifth 

positions respectively. As a matter of fact, these 
' 

variables may exist at any stage of the counselling 
process. And these variables are so closely related j 
to one another that they may occur at the same 1 
moment in the problem-solving process. 

Nevertheless, on the whole, the content of this 
book is very substantial and informative in terms of : 
academic and professional knowledge. It has tapped 
resources and expertise from a great number of well- 
known theorists in the two fields of counselling and 
educational psychology. For readers with back- 
ground in these fields, this book would serve as a 
very handy reference. And for those who favour 
creativity and innovation in counselling, this book 
is really a beautiful guide or a challenging companion. 
O n  the other hand, this book may not be preferred 
by readers who either wish for more practicality in 
problem-solving, or expect more elaboration on the 
theories and research mentioned. Perhaps it could 
be classified as an enriching reference for counselling 
students at the intermediate level of professional 
preparation. 

Finally, the publishers should have provided more 
biodata on the authors than just stating the univer- 
sity at which both of them work. W 


