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Education and the Changing Economic and Industrial 
Order: An International Perspective * 

Malcolm Skilbeck 

ABSTRACT 

The nature of the indigenous development 
movement in education is considered and a 
case made for using regional strengths in the 
developing world as a foundation for a new 
internationalism incorporating the best of 
the East and West. It is further argued that a 
well resourced education syptem is the best 
instrument for coping with the vast changes 

I am honoured to be asked to deliver the Ruth 
Wong Memorial Lecture for 1987, and take the 
opportunity of thanking Dr Sim Wong Kooi 
and his colleagues in the Institute of Education 
for extending the invitation and for hospitality 
during my stay here. 

The name of Ruth Wong is known and res- 
pected in educational circles throughout Asia. 
It was, however, my misfortune never to meet 
her. During my first visit to Malaysia and sub- 
sequently as an External Examiner in the 1970s 
at the University of Malaya, I heard frequent 
mention of her name and always the references 
were to a person of great distinction, whom 
people almost seemed to revere for her wisdom 
and her sense of service. She really was one of 
the pioneers of the now thriving indigenous 
movement in educational policy analysis, 
teacher training and professional development 
in this region. 

I am sure all who have had any connection 
with the distinguished and influential Singa- 
pore Institute of Education will wish to join 

* This article is haced on the Fifth Ruth Wong Memorial Lecture delivered 
ar the National University of Singapore, 16 January 1987. 

to the economic industrial and social order. 
However, the new demands will have to be 
met not by further narrow vocationalism but 
by an emphasis on universal education and 
providing opportunities for mature age 
students. Educators are called upon to main- 
tain their commitment to the full personal 
development of all people. 

me, on the occasion of this annual lecture, in 
recalling her 'service' as the Institute's founda- 
tion director. Likewise your Malaysian col- 
leagues recall her no less crucial role in the 
establishment of educational studies in that 
country, as foundation Professor of Education 
and Dean of the Faculty of Education in the 
University of Malaya (two fine educational 
institutions which testify to the energy and 
creativity of the late Dr Wong). 

Indigenous development in education has 
been one of the themes in this region at least 
since the 1960s. It became very prominent 
indeed during the 1970s and remains a major 
concern at this time. It was really part of that 
move from control by the European and North 
American centres and that control of course 
extended well beyond the period of formal or 
official colonialism. In fact it is the case now, I 
think, that control in the sense of influence is 
almost greater than it has ever been. There has 
been an attempt, I think, in this region to try to 
define a distinctive kind of educational policy 
and practice which acknowledges that influence 
from other parts of the world but still wishes to 
put it into a regional context. Of interest also is 
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the speech by your Minister of Education to 
which reference has already been made by Dr 
Sim that another kind of control is now being 
resisted and that is control of educational 
decision making by national ministries of 
education. It is very interesting and no doubt 
significant that it was the Minister of Education 
who called upon the schools to exercise greater 
independence and freedom. For me that is an 
extension of this much wider movement which 
I referred to a moment ago as the indigenous 
development movement in the region. They 
are not separate issues, they are closely related 
to one another. And for me it is very interesting 
in these opening remarks in the Ruth Wong 
Lecture to reflect upon the role that Ruth Wong 
herself played in this whole exercise. 

Looked at in these ways, the contribution of 
educators like Ruth Wong is of immense signi- 
ficance. Educated in Singapore, in Queens 
University, Belfast and in Harvard, she expe- 
rienced some of the best that the English speak- 
ing world, both old and new had to offer. At the 
same time, she benefited from the legacy of an 
ancient oriental civilization, no less powerful 
and prestigious in Asia than the English lan- 
guage culture that, in the nineteenth century 
became worldwide. However, it was not until 
the generation of Ruth Wong, and now of the 
succeeding generation, that many of the 
countries - as well as notable individuals - of 
the region found a way to blend the western and 
oriental styles. In the words of the great English 
potter, Bernard Leach, in his memorable book 
on what he learnt from Hamada and other 
great Japanese craftsmen, East Meets West, I 
regard Ruth Wong's role as not just a successful 
meeting of east and west but as symbolic of the 
means by which intellectual and spiritual inde- 
pendence in this region is being achieved. It is 
no longer necessary - however desirable it 
may be for enrichment - for the future educa- 
tional leaders of Singapore and Malaysia, as it 
was for Australia, to go to the great fount of 
western education in Europe and the United 
States. We have our own regional strength as a 
foundation for a new internationalism which 
incorporates the best of the metropolitan 
powers of Europe and Western Australia 
whilst developing a distinctive Asian-Pacific 
identity. 

It would be remiss of me not to mention the 
works of UNESCO in this respect. Under the 
leadership of another of the region's great 
education leaders, the Indian Raja Roy Singh, 
during the past decade and more, and through 
cooperative self-help, a modern indigenous 
educational culture is emerging throughout 
Asia and Oceania. I have no wish to belittle the 
importance of maintaining world-wide net- 
works and in particular of recognizing the great 
powerhouses of educational thought and prac- 
tice in Europe, West and East and North 
America. Nevertheless, the time has now 
arri;ed when we in this region can take satis- 
faction that our resources are rich and strong 
and that we can teach the world as well as learn 
from it. 

Let me give a practical illustration from the 
field of educational studies. I believe that the 
interest recently shown by the Institute of 
Education in action research bodes well for the 
future. Action research is focussed on problem 
solving, the area of the applied. It also entails 
co-operation between partners: teachers in the 
classroom, academic specialists and policy 
makers. In concept and early development, 
action research is largely American and British. 
It has taken strong root in Australia, where my 
own institution, Deakin University, must be 
regarded as in the forefront. It is an educational 
research on methodology which tunes in very 
well with school based or school focussed curri- 
culum development. You might say it is the 
natural ally, in research terms, of school based 
curriculum development. A very powerful 
thrust therefore to educational policy and prac- 
tice could be achieved by combining the princi- 
ples of school autonomy, school based curri- 
culum development and action research. And 
as I read the Minister's speech which was given 
to me just a few hours ago, that is precisely the 
direction that he would wish to see education 
take in Singapore. Action research is often 
regarded as at the qualitative and not the quan- 
titative end of the spectrum. Yet this dichotomy 
is largely unproductive and unnecessary. 
Quantitative approaches, as I discovered 
during my years as external examiner in the 
University of Malaya, have taken strong root in 
this region and many students and academics 
show great facility in their use. I very much 
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hope, therefore, that in developing a strong 
action research movement here, the Educa- 
tional Research Association would find ways of 
combining, as appropriate, qualitative and 
quantitative approaches. This would be a case, 
not of East meeting West, but of an Eastern 
team finding ways of reconciling what has 
sometimes been presented as alternative or 
even conflicting styles of educational research 
in Western societies. Of course, in saying this I 
accept that Singapore is itself in many ways a 
thoroughly Westernised society. But, like 
Australia, it is part of a geo-political region; it is 
affected by its contacts and communication in 
this part of the world and, of course, none of us 
can be cut off entirely from our roots. 

So far in my lecture, I have used the work 
and influence of Ruth Wong to draw attention 
to three themes that seem to us to be of signifi- 
cance in contemporary education: (1) the 
necessary roles of highly educated and com- 
mitted individual leaders in developing new 
institutions and practices; (2) the need for inter- 
national co-operation and collaboration and 
hence the role of such organisations as UNESCO 
and voluntary associations of professionals; and 
(3) the constant interplay of the great oriental 
and Western traditions in our region, which 
give it, in my opinion, a unique interest and 
indeed strength in the world today. 

In the second part of my lecture, I intend to 
take up the second and third of these two 
themes in rather more detail. I shall pay more 
attention to trends in North America and West- 
ern Europe since in recent years my own 
research, teaching and consultancy work has 
been more in those places than in Australia and 
the Pacific. My own international perspective 
doubtless reflects that experience and in parti- 
cular the close association I have had over 
many years with that well known western club 
of nations, the Organization for Economic Co- 
operation and Development (OECD). 

The main questions I wish to address are 
these: Should educational policies, program- 
mes, institutions and personnel adapt them- 
selves continually to the changing realities of 
economic and industrial development in our 
respective countries? Can they avoid doing so, 
even if our educational preferences might take 
us in other directions? And, finally, if, as I 

believe is desirable, education can and must 
adapt to these changes, what form shall that 
adaptation take so as to ensure that our educa- 
tional policies and practices become no less 
humanistic and person-centred than efficient 
and socially and economically useful? 

These are large and general questions to 
which I must of necessity in a lecture such as 
this, give general answers. They are answers 
that, as I have indicated, will reflect the parti- 
cular circumstance of my own experience in 
recent years. I believe that the questions are of 
such importance in the world today, however, 
that they can be properly raised and debated as 
part of educational policy making in practically 
every nation and most definitely all of the coun- 
tries of this region. 

The changes in the economic and industrial 
order to which I refer relate primarily to the 
drive towards the knowledge-based, high tech- 
nology industries, based on expert systems, 
new materials or new uses of materials, at a 
high skill, low-volume labour input. This 
techno-industrial drive is coupled with the 
expansion of the service sector. It is coupled 
with the decline of traditional manufacturing, - 

the decline of agriculture as a labour intensive, 
and craft-based industry. It is also associated 
with an enormous growth in welfare services in - 

our society such as health care, publicly pro- 
vided schooling, social security, and, in the 
wealth earning sectors, financial services, 
insurance, tourism and so forth. These changes 
are accompanied by and indeed induced a dras- 
tic decline in employment needs or opportu- 
nities in agriculture, extractive industries and - 
manufacturing. They are leading to important 
changes in our way of life and indeed culture 
itself; world-wide urbanization and urban 
redevelopment (eg. Singapore); changes in 
nutrition and dietary habits; more sedentary 
lifestyle; greater dependence on highly sophisti- 
cated communications and a growing world- 
wide interdependence of economies and other 
interrelationships of societies which result in a 
kind of homogenized culture, with its recogni- 
zable - and often rather boring - symbols 
and rituals in all corners of the globe. 

There are many benefits to be observed in all 
of these - and there are also costs. In the long 
run, the trends may bring population growth 



down; in the short run, they accelerate it, with 
consequential problems of urban slums, large 
scale poverty, illiteracy, severe environmental 
degradation in both city and countryside - 
and an insidious destruction of human values. 

Educators cannot be unmindful of these 
changes, both as they affect our own personal 
and family lives and for their implications for 
the policies and practices of education itself. 

In answer to my first and second questions, 
that is, whether education should be adapting 
to these changes, or whether indeed we can 
avoid doing so, I have to say straight away that 
a sophisticated and well-resourced education 
system is one of our primary means of coming 
to grips with the changes to which I have 
referred.. In that sense education itself is pro- 
bably the best socially adaptive mechanism or 
instrument we have for enabling us as a world- 
wide society to cope with these pressures and 
changes. I think we really have to conceive of 
education in those terms at every stage and 
every level. The education of the individual 
child is the means by which the child himself or 
herself is enabled, in however limited a fashion, 
to come to grips with these kinds of develop- 
ments in his or her world setting and I think we - 
have to see every aspect of education, parti- 
culary the curriculum of the schools in that 
light. Education is not primarily a training 
ground for future academics or future scholars. 
It is primarily the means by which people 
world-wide come to terms with their own expe- 
rience and the experience of the changing world 
in which they live. Therefore we as educators 
have to come to terms ourselves with the chang- 
ing world. It has to be part of our knowledge 
system to know, to understand, and have a 
view about the kinds of changes I have referred 
to. 

Yet, it is frequently made and even a proper 
criticism of education that it is often out of date 
or out of touch. What this means in practice is 
that the objectives we are pursuing, the con- 
tents of the curriculum, and our pedagogical 
methods and even perhaps our assumption 
and values, are unduly remote from everyday 
life, and suffer from the so-called ivory tower 
syndrome. In this sense, education can be at 
times rightly criticised for propagating useless 
knowledge where relevance to present and 

emerging social and human experience is 
doubtful. 

Another criticism, which we must also con- 
cede valid, is that the quality of learning and 
teaching is often poor - or less good than we 
need. Now a great deal of research is being 
carried out in this region including research 
sponsored and supported by UNESCO that 
draws attention to the conditions of teaching 
and learning that make the quality of the 
learning less attractive than we would like. So 
the criticism is not so much that of individual 
educators, it is a criticism of the structure, the 
conditions under which educators have to 
carry out their work. It is paradoxical there- 
fore that this criticism that I am referring to, 
these kinds of criticisms in the world today, are 
most loudly and frequently voiced in what is 
perhaps still the world's richest country, 
namely the United States. It is paradoxical 
that the strongest criticisms of public edu- 
cation are to be found there. However it is also 
the case in the Soviet Union, in Great Britain 
and indeed in my own country and other 
countries and this kind of criticism has been a 
recurring theme for many years. The issue 
here is not simply competence in basic skills 
but a disturbing lack of knowledge and under- 
standing on the part of too many 
graduates of schools and higher educational 
institutions of the sciences, history, and in- 
ternational affairs, and students' inability as 
perceived by prospective employers to move 
smoothly into the workplace or as perceived by 
people in higher education to move success- 
fully to higher education itself. These are 
genuine and substantial criticisms of schooling 
in our time. 

While conceding the validity of these criti- 
cisms, of the irrelevance and low quality of 
much of the education provided in schools, I 
wish to make two observations. The first is 
that the critics must acknowledge the immense 
achievements, world-wide, of our national, 
public education systems. The great twentieth 
century experiment of universal schooling for 
all children and young people, everywhere, is 
in full swing. Indeed we must, in all modesty, 
ask our critics whether the sectors of society 
they come from display the same capacity for 
real innovation, growth and development that 
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are now widespread in public systems of edu- 
cation. To have all children of a nation receiv- 
ing systematic instruction in well organized, 
orderly, pleasant classrooms, to achieve vir- 
tually universal literacy, to have a citizenry 
schooled in civic and social life, and to produce 
the specialists in engineering, law, accoun- 
tancy, dentistry, management, public admin- 
istration, teaching and the numerous other 
fields upon which the very existence of the 
modern economy and the industrial society 
depend - these are among the great strengths 
and benefits of large scale universal schooling 
and higher education. We in education have 
cause for pride in these signal achievements 
and we must constantly remind the public, the 
politicians, the public servants, and perhaps 
ourselves that they represent not only the suc- 
cess of education but the very survival of our 
society and our way of life. 

That is my first response to the critics: I 
acknowledge the truth and force of many of the 
criticisms but I want them to be put in a pers- 
pective of enormous educational achievement 
and real advance. 

My second response to the critics is that we 
and they really must decide whether we should 
properly look upon the costs of education as a 
burden and a hardship on the State and hence 
the tax and royalty payer or a social invest- 
ment. Public schooling, in many economically 
advanced societies, has reached the point where 
further improvement in quality can indeed be 
achieved and no doubt should be, but at a very 
considerable cost. In contemporary Britain and 
Australia, governments are either just main- 
taining the level of educational expenditure, in 
real terms, or reducing it. The British univer- 
sity system, once one of the finest in the world, 
is at present suffering grievously from govern- 
ment financial restraints. Accordingly, British 
research and scholarship are in relative decline 
and this is a tragedy not only for that country 
but for the world since its benefits have been 
widely distributed and should - as I and many 
in the audience can testify. 

In the United States, where the quality 
debate is at its fiercest, numerous calls at the 
national level for improved performance from 
the kindergarten to the university have not 
been accompanied by significant real increases 
in expenditure. More is expected for less - 

sometimes much less. The call is for tax cuts, 
that is, for the transfer of wealth from the public 
to the individual and corporation purse, and 
greater efficiency which means, in a nutshell, - 

better results for less expenditure. 
These attitudes towards educational expen- 

diture in my country are also becoming evi- 
dent, particularly in relation to the costs of 
higher education and to such educationally 
valuable programmes as multiculturalism and 
teacher professional development, that is, in- 
service education for school staff. I accept that 
very often the attitudes are economic, admini- 
strative and political in origin, which do not 
necessarily imply a hostility or indifference to 
publicly provided education and although there 
is some evidence of that among conservative 
politicians and business figures. I have already 
indicated, also, that I accept that education 
does not always achieve the highest standards, 
that what and how we teach sometimes lacks 
relevance and interest, and that we do indeed 
have a responsibility to keep our curricula and 
our teaching practices very much in tune with 
contemporary life. This means, amongst other 
things, that we must be ready to innovate and 
change to meet new and emerging needs, 
whether they be economic, social, political, cul- 
tural, personal or anything else. 

I want to turn now from such criticism, to 
some of the responses educators are making. 
Probably the most striking illustrations can be 
found in the areas of skills training and edu- 
cation for knowledge-based industries. 

Throughout the Western world and in other 
countries, too, rapid industrial change includes 
automation of traditional labour intensive 
industries, the transfer of production sites from 
the older nations to the newly-industrialized 
countries, the emergence of totally new indus- - 

tries based on the new organic and inorganic 
technologies, and the establishment of world 
wide high technology communication net- 
works. It is obvious that many of the skills 
deriving from the older, craft-based production 
processes are no longer required. Similarly, 
there is no place in the workforce for the 
untrained. Automobile production is a good 
case in point: there are no longer any jobs for 
the unskilled machine operatives who, until as 
recently as two decades ago, could take in an 
unskilled worker literarily off the street and 
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after two or three days of on-the-job-training, 
give that worker a machine to mind. Now, one 
person can mind dozens of machines where real 
control and programming are the responsibility 
of computer specialists and engineers who are 
not even on the factory floor. 

This situation is not met merely by produc- 
ing large numbers of highly trained, narrow 
technical experts: engineers, computer specia- 
lists, accountants and so forth. Although, as a 
matter of fact, they are generally in short supply 
at present, that situation can change, resulting 
in a class of narrow specialists for whom there 
are insufficient jobs as has been the case in the 
past with clerical workers and with particular 
kinds of specialists such as lawyers, geologists, 
arts graduates etc. Moreover, even if we could 
get our manpower planning right, there are the 
educational and indeed the social and cultural 
questions of the kinds of education and learning 
needed for developing full human potential and 
effective social-cultural participation as distinct 
from training skills and the development of 
highly specialised intellectual functions. 

I find that many policy makers in education 
and many people who are interested in edu- 
cation policy at the present time are quite 
obsessed with what they understand to be the 
implications of the high technology industries. 
And it seems to me that their obsession can 
easily take them in the wrong direction of 
emphasising the need for even more intensely 
specialised training in these narrow skills areas. 

I think it is here that education faces one of its 
greatest present challenges. It is my view that a 
new form of general education is required, not 
a new form of specialist education. We are very 
good with facts and quite quickly adapting to 
these changes and producing the specialists and 
often over-producing the ones that we need. We 
know we are near as good at keeping up-to-date 
and keeping in a really modern frame the gen- 
eral education of our whole population. This 
new general education cannot be merely voca- 
tional or one-sided. We should resist the move 
to extend narrow vocationalism further down 
into the secondary school. We can't accept 
either the old idea that once basic literacy has 
been achieved for all we can split the population 
up into those who will go straight into employ- 
ment because as I indicated there is no place in 
employment for them to have merely the basic 

skills, and those who will continue with 
advanced technical or professional training' 
whether academic, technical or commercial in 
nature. Likewise we have to abandon the 
notion that ten, twelve or fourteen years of con- 
tinuous schooling which is what we are finding 
in some of the most advanced educational sys- 
tems in the world and then followed by higher 
education will be the norm for the highly edu- 
cated in the future. It will not. That does not 
provide the pattern for the future. 

In fact we already have in our higher educa- 
tional institutions rapidly increasing numbers 
of mature age students. The old idea that 
higher education was made up of people who 
entered on completion of secondary education 
at the age of seventeen, eighteen or nineteen 
and then went on - to do a three or four year- 
degree, which is no doubt what many of you 
did. The idea that that is the norm is proving to 
be incorrect. We are finding that even in science 
departments which is where you most expect to 
find people going straight on from school, there 
is a significant number of mature age students 
- people who have left formal education at the 
end of schooling and who come back into 
higher education. Now in teacher education we 
have been quite familiar with that situation for 
decades. It is becoming a familiar experience in 
many other areas of higher education as well. 
And of course there is the trend world wide that 
those who having taken qualifications at an ear- 
lier age have decided to extend or develop or 
enlarge those qualifications or indeed just 
broaden and enrich their education in later life. 
That movement is a profound one. We are for 
the first time I think coming into grips with the 
reality of lifelong or continuing education. That 
has been a slogan for a number of years. Educa- 
tional institutions in the countries that I am 
referring to are now coming into grips with the 
reality of it. 

For me, everything I have touched upon in 
this lecture points to the need to see the period 
of some ten or twelve years of continuous 
formal schooling as the first step in universal 
education. There is indeed the case or rapidly 
becoming the case in practically all of the indus- 
trially advanced countries. It will become a 
world wide target as the twentieth century 
draws to a close even though, in the poorer 
countries, it will take many decades to achieve. 
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As to the context and organization of this 
education, it is a paradoxical feature of the con- 
temporary industrial revolution as it is of our 
preoccupation with economic growth that a 
balanced, culturally rich general education is 
more needed than ever before. Such an edu- 
cation must include subject matter, for every- 
one, and not the specialist alone, from modern 
science and technology, international relations, 
economics, politics, sociology and anthro- 
pology, the arts and crafts. It must focus as 
much on interpersonal and intergroup rela- 
tions, on life enhancing values, on environ- 
mental responsibility, on nutrition, physical 
exercise, sport and recreation as on the more 
familiar academic subjects. It should not be 
aimed at the school level and at the training of 
specialists but on personal and citizenship edu- 
cation which of course includes practical and 
analytical skills, values and the kinds of compe- 
tence that enable people to gain worthwhile 
employment and look after their own needs. 

In specialized education and training, at the 
more advanced post school stage, we need to 
acknowledge that the school or college or 
university can never be sufficient. We must 
cooperate with the workplace and recognize the 
fundamental importance of practical, on the 
job experience. In teacher education, for 
example, we must recognize that the school 
classroom, the field site, the school laboratory, 
the school library, the playing fields all have 
as much a role as the lecture and school room 
and that classroom teachers and educational 
administrators must share with teacher training 
specialists the responsibility for the education of 
teachers. Similar requirements exist in every 
other area of specialized knowledge and skills. 

Is this an impossible dream, you may be ask- 
ing? When I look at the statistics in American 
education, perhaps the world's first large scale 
national experiment in universal schooling, I 
sometimes think it might be. My conclusion, 
however, is more optimistic. 

Provided we keep the goal clearly in view, I 
see no reason why we should not make a real 
educational, social and cultural success of our 
schooling. Greater efforts in curriculum devel- 
opment are certainly needed since not enough 
attention is being given to the framework and 
content of a common core of general education 

for everyone. Similarly, I agree, also as indi- 
cated with your Minister's remarks about the 
need for greater school autonomy and if I may 
say so, Australia would provide a very fertile 
field. In my view Australia provides a much 
more fertile and richer field for the analysis of 
moves of centralised systems towards school 
autonomy than either Britain or the United 
States does. In fact neither Britain nor the 
United States has anything resembling the tra- 
dition of centralised control that you have and 
that all the Australian states systems have had 
throughout the whole of their history. So I think 
that if we have a common interest in that 
area then we should certainly be sharing our 
experiences. It goes back to my earlier point. 
  he fount of wisdom and modern knowledge 
does not lie for this region in the United States 
or in Western Europe. It lies in the region itself. 
More attention has to be paid to the critics of 
schooling especially when they are dissatisfied 
with its contribution to economic and industrial 
progress. But just as I ask educators to heed this 
criticism, I remind the critics that education is a 
long term process whose values are not con- 
fined to meeting the immediate and often 
rather transitory needs of the job market and 
the current state of the economy. We have to 
listen to our industrial and economic critics and 
our industrial and economic critics have to 
come to a better understanding of the compre- 
hensive nature of education in the modern 
society. In the great competitive struggle for 
wealth and relative advantage that nations and 
individuals are engaged in, we must remember 
that education has as one of its purposes reflec- 
tive and reasoned criticism of the status quo 
and one of its values, a humane and civilized 
quality of life. As I recall her work, Ruth Wong 
understood these requirements well and we will 
be honouring her memory and her achieve- 
ments if we put economics and industry into the 
wider perspective of life itself. Thus, education 
does indeed have its part to play in economic 
and industrial development, and it is a funda- 
mentally important part, whose implications 
we are still not addressing sharply enough. 

Equally, educators, must maintain their 
commitment to the full personal development 
of all people and the broad, rich development of 
culture, even if, at times these commitments 
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and their underlying virtues may prove incon- treasury, finance, employment, industry and 
venient for politicians, employers, trade unions trade who now play such a dominant part in 
and the public servants in the departments of our affairs. 
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Developmental Universals in Childhood Socialization 

Willard W. Hartup 

ABSTRACT 

This paper examines the nature of social and 
cognitive development and argues that while 
cognitive processes are clearly implicated in 
social development there is also evidence 
that social relationships affect problem- 
solving and "intelligent behaviour". It is 
further argued that 4 foci: social responsive- 
ness, social-relationships, social reasoning 
and social regulation - considered as 

Introduction 

Everyone knows that children change as they 
grow older - they get bigger, they learn to 
walk, they learn to speak - first, in short 
simple utterances, then in longer and more 
complex ones. They also learn to read and 
write. We do not know, however, exactly how 
or why these changes occur. In learning to 
speak, young children combine words in ways 
they have never heard others do. Thus, lan- 
guage development is not based exclusively in 
selective reinforcement and imitation. Recent 
studies show that the child creates language on 
his own. But how? We do not yet know. As it 
turns out, most developmental questions have 
extremely complex answers. 

Across the world, research in child develop- 
ment advances in different modes. First, we 
begin with somewhat different concerns 
although I believe it is possible to identify a 
small number of universals that concern us all. 
Second, we begin with different conceptions of 
the child, different conceptions of the forces that 
shape the child's development, different con- 

development universals ought to be the focus 
of research. These "four R's" will need to be 
researched in different cultures. It is likely 
that while there may some universality, fbr 
instance in the age at which responsiveness 
and interaction with other children change, 
societies may nevertheless differ in what are 
thought to be desirable directions in the 
development of social responsiveness. 

ceptions of society, and different conceptions of 
society's responsibilities to children. These 
should not be underestimated in articulating 
our research priorities. Third, we have some- 
what different ideas about the nature of know- 
ledge, how to obtain it, how to disseminate it, 
and how to bring it to bear on issues of public 
policy. 

Sometimes, these differences in our 
approach to knowledge are shaped by forces in 
our own socialization and in our own cultures; 
at other times, these differences are shaped by 
the academic traditions to which we have been 
exposed in the course of formal education. 
Thus, one must recognize from the outset that 
the issues and strategies described in this article 
are examples of how one goes about unravelling 
the mysteries of child development, not uni- 
versal research imperatives. The universal 
issues I want to discuss quite plainly refer to 
events in children's development that occur 
everywhere and that we all commonly need to 
better understand. But the data and methods 
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described are Western and need to be regarded 
as illustrations rather than prescriptions for 
child development research. 

The Nature of Social and Cognitive 
Development 

Social development concerns changes over time 
in the child's actions with others. Two basic 
questions must be dealt with at the outset: First, 
are the dimensions of social development dif- 
ferent from the dimensions of cognitive 
development? Is the child's development in 
relation to social objects different from develop- 
ment in relation to non-social objects? Second, 
does cognitive change "drive" social develop- 
ment or is it the other way round? Is social 
development a kind of "outcropping" of cogni- 
tive development (Graziano, 1986)? Or,  is 
cognitive development primarily determined 
by the interpersonal and social context? 

It is easy to dismiss these questions as "non- 
questions". After all, we can never completely 
disentangle cognitive and social experiences. 
And, we remark, since the same mind pro- 
cesses information about social and non-social 
events, the processing of both social and non- 
social information must conform to common 
principles. But nagging questions remain. 

Social development, for example, involves 
different tasks from other domains of growth 
and change. Persons possess certain char- 
acteristics that other objects in the child's world 
do not. First, human beings have intentions 
while other objects do not. Second, persons 
have feelings 'and emotions - anger, happiness, 
sadness etc. Non-social objects do not. Third, 
people are extraordinarily variable. Our theories 
must allow for variability in social relations that 
is relatively extreme in comparison to the varia- 
tions encountered in the non-social domain. 
When one drops a ball, it always falls. People 
are not always that consistent. When one smiles 
at a stranger, some will smile back; others will 
look away; some others will look angry; there 
are others who will walk away. Fourth, people 
communicate with one another. The mysteries 

experience that can be captured in current 
theories of cognitive development (Seigler, 
1983). For example, feelings of love and hate 
are not readily duplicated in computer models 
even though the experience of these emotions 
involves the manipulation of symbols. A syn- 
thesis may ultimately come in--our notions 
about social and cognitive development but no 
one has yet produced a completely satisfactory 
one. 

Which engine, shall we argue, drives the 
train (i.e., cognition or socialization)? Without 
question, cognitive processes are implicated in 
social development. For example, we found 
several years ago that 6-year olds would behave 
like 8-year olds in utilizing information in a co- 
operation/competition task if they were given 
extra practice and ifthey were assisted in keep- 
ing track of their performance in relation to 
the performance of their companions (Brady, 
Newcomb, & Hartup, 1983). Thus, cognitive 
constraints affect the child's utilization of 
certain kinds of social information and seem to 
be responsible for some of the differences we see 
in the cooperative and competitive activity of 6- 
and 8-year olds. 

And yet, we also have evidence that social 
relationships affect problem-solving and "intel- 
ligent" behaviour: For example, with friends, 
as compared with non-friends, children utilize 
resources more effectively (Charlesworth & 
LaFreniere, 1983), support more extensive 
exploration of task materials and acquisition of 
information about them (Newcomb & Brady, 
1982); and reach more mature moral judge- 
ments through discussion (Nelson & Aboud, 
1985). Moreover, we know that secure mother- 
child relationships during the first year of life 
promote persistence and effectiveness in the 
child's subsequent efforts at problem-solving 
better than insecure relationships do (Matas, 
Arend, & Sroufe, 1978). Thus, social relations 
are basic to optimization of the child's cognitive 
activities in everyday life. And, clearly, the dia- 
lectic involving social and cognitive develop- 
ment is such that they are "driven" in tandem. 

and complexities of human communication 
Some Developmental Universals have no clear counterpart in the manifestations 

to be understood about the physical world. Setting aside these knotty questions about 
c I More than one investigator has concluded causation" in cognitive and social develop- 

that more is involved in social and emotional ment, one can identify four developmental 
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"universals" in childhood socialization - 
challenges that children meet in every culture 
and that seem to be essentials in human expe- 
rience and adaptation. These universals, I 
believe, ought to be central foci in research on 
social development around the world. 

( l)  Social responsiveness 

Children must become responsive and 
interested in people and their actions. 
Children do not live by themselves, grow 
up by themselves, and cannot survive 
unless they learn to value contacts with 
other persons for their own sake and make 
appropriate discriminations among them. 

(2) Social relationships 

Relationships serve three major functions 
in social and cognitive development. They 
are the contexts in which basic competencies 
in language, impulse, control, self-under- 
standing, and social knowledge emerge. 
They are emotional and cognitive resources 
that furnish the child with the security and 
skills that it takes to strike out into new 
territory, tackle new problems, and reach 
relevant goals. Relationships are also 

forerunners or foundations for other relation- 
ships that appear later in the child's 
development. 

(3) Social reasoning 

Basic to social development is the child's 
understanding of constructs like intentions 
and emotions, the capacity to assume the 
perspectives of other individuals, and the 
utilization of these ideas and viewpoints in 
guiding one's own action. 

(4 )  Social regulation (responsibility) 

Everywhere, children must learn the 
nature of right and wrong, what it means 
to exercise self-reliance in planning, 
action, and accomplishment, what it 
means to regulate one's own actions in 
accordance with social values, and what 
responsibilities one has with respect to the 
actions of others. Regulation in both the 
management of one's own actions and the 

actions of others is the mark of the 
socialized individual. 

These, then, are the universals in childhood 
socialization: .responsiveness, relationships, 
reasoning, and regulation. In the remainder of 
this article, I want to describe recent research 
relating to each of these themes and to empha- 
size the interconnections among them: that is, 
the manner in which relationships, responsive- 
,new, reasoning, and social regulation are inter- 
twined in the child's development. 

Social Responsiveness 

The interconnections between social and cogni- 
tive development are nowhere more striking 
than in recent studies of children's interaction 
with other children, especially as responsive- 
ness to other children emerges in the first two 
years. When the young child interacts with 
another young child, the exchange is very dif- 
ferent from exchanges with adults (e.g., the 
mother). Mother-child interaction involves 
exchanges between one individual who has 
much information about the world and one 
who doesn't; one who is able to perform com- 
plicated mental operations and one who 
cannot; one who can engage in socid perspec- 
tive-taking and one who cannot. The two indi- 
viduals are not equals in any developmental 
sense. The adult and child make good partners, 
however, because the adult can control or guide 
the interaction. Both Piaget (1968) and 
Vygotsky (1978) believed that this partnership 
was aparticularly good vehicle for the transmis- 
sion of information from the wiser person to the 
less wise one (e.g., the child) and many 
observations confirm these views. 

Two 12-month old children, however, can- 
not do this; they socialize, but their interaction 
is constrained by their equivalent immaturity 
in cognitive skill and social experience. Earlier 
studies documented important developmental 
changes in children's responsiveness to one 
another. For example, Eckerman, Whatley, & 
Kutz (1975) showed that interest in other 
children is relatively strong from the age of 10 
months on, but that sustained and simultaneous 
play with another child emerges only towards the 
end of the second year. Similar trends occur in 
cognitive development: a) Notable increases 
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occur between 18 and 24 months in the child's 
abilities to integrate or combine two or more 
behaviours into sequences, combinations, or 
"strings". One example, is the use of two words 
in sentences which, at least among Western 
children, makes its appearance at this time. 
b) Also occurring between 18 and 24 months 
are advances in the child's ability to separate 
mentally its own actions from actions and 
events in the world - a development that is 
usually called "decentration". For example, it 
is about this time that the child can recognize 
himself or herself as something different from 
others - both in a visual sense (as in a mirror) 
and in terms of effects on the environment 
(Brownell, 1986). 

Thus, it is not surprising that, in most 
cultures, children's experiences with other 
children before the age of 2 are likely to be 
poorly sustained when they involve other 
young children, and involve being taken care of 
when the interaction is with older children. 
This information has considerable social value: 
for example, quite different provisions would 
seem to be indicated in child care before and 
after the second birthday - both in the nature 
of caretaking (either by adults or siblings) and 
in the peer experiences that are needed. 

Cross-cultural studies (conducted simul- 
taneously in India, the Phillippines, and Oki- 
nawa as well as in Mexico, Kenya, and the 
United States) show dramatically that the 
nature of social interaction differs according to 
the age of the child's companions. Based on 
extensive observations in and around the 
children's homes, it was determined that care- 
taking occurs most commonly when one child 
interacts with another one who is a good deal 
younger; dependency occurs most commonly 
with an older child; and same-age interaction 
favours aggression. No difference was observed 
in these trends across cultures (Whiting & 
Whiting, 1975). 

These trends turn out to have important 
implications for children who are unusually shy 
- children who are non-responsive to other 
children, who do not play readily with others, 
do not talk to others, and who stay by them- 
selves. We observed 262 children four years old 
and selected 24 who were extremely inactive 
socially. We then divided these children into 
three groups and provided each of them with 

special play sessions for two weeks: a) one 
group was provided, daily, with an opportunity 
to play alone with a child who was its own age; 
b) one group played with a child 15 months 
younger; and c) one group played with a rela- 
tively non-responsive adult experimenter. 
Observations were then repeated and changes 
were observed. Younger companions sup- 
ported the greatest improvement in social 
responsiveness among these children; same-age 
companions supported some improvement but 
not quite as much; and no treatment resulted in 
no change at all (Furman, Rahe, & Hartup, 
1979). 

Summary 

The available evidence, then, suggests that a 
major developmental change in responsiveness 
and interaction with other children occurs 
towards the end of the second year. No 
evidence suggests that these changes vary much 
from culture to culture. The implications of age 
mixtures in terms of social responsiveness also 
seem to be universal. Societies may well differ 
in what are thought to be desirable directions in 
the development of social responsiveness; this 
needs to be clearly understood. But the 
adaptive significance of appropriate respon- 
siveness to others seems to be universal. 
Researchers in each culture, however, need to 
chart the particular patterns that work best for 
children in this area - the combinations of 
assertiveness, sociability, and cooperation that 
match the existing social imperatives and how 
these change with age. 

Social Relationships 

Nearly everyone who has studied children has 
recognized the importance of close relation- 
ships in child development. Perhaps the most 
notable accomplishment in child development 
research of the last fifteen years is an improved 
understanding of these relationships - how to 
think about them and measure them; what 
determines their unique characteristics; and 
what consequences they have for the child's 
development. 

Two issues drive most of the current research 
on children's relationships: a) How does 
developmental change in the child bring about 
change in the child's relationships with others? 
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b) What outcomes in social and emotional 
functioning can be traced to early experience 
within relationships? We know more about the 

- 

mother-child relationship in relation to these 
questions than about sibling relationships or 
father-child relationships. Nor do we know 
very much about teacher-child relationships or 
friendships in terms of their significance for the 
child's development. 

Relationships and development 

One of the great universals in social develop- 
ment is the emergence of a focussed attachment 
to the mother (or caregiver) during the second 
six months of the child's life. Specific expres- 
sions of this attachment may vary from culture 
to culture, and the timing may vary slightly 
(e.g., a month or so). But every neurologically 
normal child manifests a specific attachment 
and it follows a developmental timetable that is 
similar in widely different life situations. For 
example, crying and distress in response to 
separation from the mother are relatively 
uncommon prior to 5 or 6 months of age, 
increase thereafter, and reach a peak early in 
the second year. This timetable seems to reflect 
whether children are old enough to organize 
voluntary protest behaviour and to perceive the 
uncertainties of a situation but, at the same 
time, young enough to feel helpless in the face 
of these uncertainties. 

Later (about thirty months), the child learns 
that distance signals will work to maintain 
contact with the caregiver; physical contact is 
not always necessary. We now observe that 
children play more comfortably in strange 
environments ifthey can see the mother, even if 
they don't look at her very often. At the same 
time, the presence of another child encourages 
exploration away from the mother, something 
that would not occur earlier. And the intrusion 
of strangers does not reduce the child's engage- 
ment with toys to the extent it would earlier. 
Cognitive development seems thus to have 
advanced to the point where the child can be 
reassured by the knowledge that contact can be 
established rather than its actual occurrence. 

We know less about the developmental 
changes in the child that generate transforma- 
tions in the mother-child relationship during 
the preschool and middle childhood years. An 

important research agenda waits in this area. 
Consider relationships and their role in regula- 
tion of the child's behaviour. Social regulation in 
the preschool years is achieved largely through - 
the use of external guidance - guidance main- 
tained through especially close physical contact 
between mother and child in some cultures 
[where mortality rates are high (Levine, 
1974)l. Generally, parents supervise children 
of these ages closely and, when a child mis- 
behaves, the parent intervenes on the assump- 
tion that greater strength and wisdom "make 
might right". 

In middle childhood, in most cultures, 
mother-child relations become "CO-regulated7' 
(Maccoby & Martin, 1983). Both mothers and 
children now understand that the child's 
actions can safely be self-regulated as long as 
both mother and child know where the other 
one is. External guidance declines even more 
extensively in adolescence as children assume 
more and more responsibility for self- 
regulation. In fact, it seems to be these changes 
in strategies for regulating the child's activities 
that distinguish adolescence from middle child- 
hood. Parents and children do not cease 
involvement with one another in adolescence; 
rather, they shift responsibilities for behaviour 
regulation. New work dealing with the way that 
parents rationalize these changes shows that 
they are precipitated, in part, by parents' 
recognition of their children's greater cognitive 
and social maturity. Thus, changes in the child 
are signals or triggers for changes in mothers 
and fathers. 

Much remains to be learned about develop- 
ment changes in mothers and fathers and their 
implications for parent-child relations. We 
know relatively little about those develop- 
mental changes which occur in caretakers at the 
same time children are changing and what 
these changes mean in terms of relationships 
with the child. Major milestones in adult 
development have not been well-studied in 
terms of their implications for caretaker-child 
relations - another issue that should be placed 
on the international research agenda. The 
status of women, especially their contribution 
to family economics, varies greatly with age. It 
is important to know much more than we do 
about these and related issues, especially since 
cultural variations are evident. 
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Relationships and individual outcomes 

Great strides have been made in documenting - 
the developmental outcomes of early relation- 
ships. One issue has concerned outcome of 
emotional attachments to the father. Do these 
attachments differ from one child to another in 
quality? Do these differences have an impact on 
personality development? Consistently, the 
answer to these questions is "yes". 

Main and Weston (1981) assessed the 
' 'security" of the attachments existing among a 
group of one year old American infants to their 
mothers and to their fathers. The assessment 
was based on the children's responses to separa- 
tion from these individuals and their reunion 
with them. The investigators then compared 
the responsiveness of the children to a stranger 
according to whether the attachment was: 
a) secure to both mother and father; b) secure 
to mother only; c) secure to father only; and 
d) insecure to both parents. Results showed 
that the security of the child's relationship with 
each parent was important, first, in enhancing 
social responsiveness to the stranger and, 
second, in buffering the child from stress. At 
the same time, the relationship with the mother 
seemed to carry a bit more weight than the rela- 
tionship with the father. Other studies indicate 
that the father's role as a source of social 
support for the mother is also important in pro- 
moting secure relationships between mother 
and child in American culture. 

Once again, the exact differences obtained in 
this study are not the reasons for its importance 
to an international audience. The issue being 
examined is larger than whether the father is an 
important figure in the child's social develop- 
ment. Rather, the investigation demonstrates 
the singular importance of knowing, among 
multiple caretakers, which relationships contri- 
bute to socialization and why. 

Early relationships make a difference in 
social and emotional behaviour on through 
childhood. Evidence comes from a follow-up 
study conducted by my colleagues at the Uni- 
versity of Minnesota (see Sroufe & Fleeson, 
1986). Here again we find differences between 
children whose early relationships with their 
mothers were secure, on the one hand, and 
insecure, on the other. First, securely attached 
children were more persistent and effective in 

problem-solving on simple tasks than were 
insecurely attached children when they were 
tested at the age of two and a half. Second, the 
children's effectiveness with other children was 
different when they reached the age of four. 
Secure children turned out to be more popular 
than insecurely attached children; to engage 
more frequently in social contact; and to be 
more effective in offering guidance and sugges- 
tions to others. Third, teacher-child relations 
were different; insecurely attached children 
were more dependent on their teachers for 
emotional support than were securely attached 
children. 

The evidence thus makes clear that cognitive 
and emotional development are reflected in 
various dimensions of children's relationships. 
As individuals mature, they do different things 
with their partners, organize their interactions 
differently with respect to control and com- 
pliance issues, manifest different expectations, 
and communicate differently with one another. 
The weight of the evidence indicates that early 
experience in well-functioning relationships is 
associated with good functioning across time. 
Cultural variations are not well-documented in 
the manifestations of the child's relationships 
but their universal importance in childhood 
socialization is clearly established. 

Social Reasoning 

Three issues may be identified in recent 
research on social reasoning in children: 
a) reasoning used by adults to bring about the 
child's compliance; b) the child's reasoning 
about self and others that mediates social 
action; and c) reasoning about social and 
ethical issues. In my view, the most interesting 
work on social reasoning connects it to the 
child's social relationships. Experiments in 
L c pure reason" are not very interesting from 

my rather pragmatic perspective on social 
development. I shall illustrate this statement. 

Reasoning and compliance 

Parents, the world over, have suspected for a 
long time that children comply to social rules 
and regulations more consistently when issues 
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are explained than when they are not. The rela- 
tion between reasoning and compliance, how- 
ever, has unfortunately been clouded by a 
confusion between immediate (short-term) 
compliance and compliance in the longer term. 
In many instances, verbal intervention is not the 
best way to stop a child who is in the middle of a 
tantrum, who snatches a toy from a neighbour, 
or who fails to share a cookie or a tidbit. 

Compliance over the longer-term is another 
matter. In this instance, parents commonly 
acknowledge the effectiveness of reasoning 
even though wide differences exist among them 
in the extent to which they use the device. And 
recent studies show that reasoning is, indeed, a 
valuable mechanism in the socialization of both 
anti-social behaviour (e.g. aggression) and pro- 
social behaviour (e.g., sympathy). 

One experiment (Parke, 1974) shows the 
effects of reasoning, as an accompaniment to 
punishment, on compliance to a prohibition. 
Four-year old children were studied under four 
different conditions, each involving exposure to 
an attractive toy: a) in one condition, the 
children were told nothing about the toys, left 
alone, and observed through a one-way screen; 
b) in another condition, the children were told 
that some toys should not be touched and every 
time the child reached for a designated toy, the 
experimenter would say "No!" in a loud voice; 
c) other children were told that they should not 
touch the toys because they might break; and 
d) others were both punished and given this 
same explanation. Observations of the children 
when they were alone with the toys showed that 
punishment by itself led to some compliance 
with the prohibition but social reasoning pro- 
duced a larger effect. Combining the two types 
of intervention yielded the most compliance. 
Few demonstrations of reasoning effects on 
child compliance are as clear as this one. 

Interviews and observations in homes and 
children's centres indicate that natural child 
rearing is consistent with the experiment. For 
example, recent observations (conducted by 
means of diary records kept by mothers) show 
that 2-year olds are more likely to show 
sympathy toward others in distress when their 
relationships with their mothers are warm and 
affectionate; when their mothers are active in 
demonstrating their own sympathy toward 

others; and when explanations are routinely 
given to the child about why sympathetic beha- 
viour is desirable (Radke-Yarrow & Zahn- 
Waxler, 1986). Reasoning also is variable in the 
child's experience that most consistently distin- 
guishes children who have well-internalized 
moral values from those who are less well-inter- 
nalized (Hoffman, 1970) and children who are 
socially competent from those who are less so 
(Baumrind, 197 1). 

Reasoning about self and others 

We have also learned much in'recent years 
about the child's understanding of intentions 
- a construct that is crucial to the development 
of effective social relations. But the relation 
between the understanding of intentions and 
one's actions turns out to be complex. What, 
for example, do children do when the intentions 
of others are not clear? When the child is old 
enough to understand and use intentions there 
are still many times when it is difficult to know 
what someone else intends (like being bumped 
or shoved in the water line at school). It turns 
out that some children in these situations act as 
though the other person did not intend harm, 
while other children behave like the other 
person had been hostile. From studies of 9-year 
old boys, we now know that this difference dis- 
tinguishes children who have a history of 
aggression from those whose histories are non- 
aggressive (Dodge, 1980). 

Aggressive children were identified accord- 
ing to their reputations with their peers; non- 
aggressive children were identified in the same 
way. Then, the two types of children were told 
stories with three kinds of content: a) stories in 
which the actor was being clearly hostile; 
b) stories in which the damage was clearly not 
intended; and c) stories in which the actor's 
intentions were unclear. The results revealed 
that aggressive boys have a "hostile attribution 
bias". When the intentions of others are not 
clear, they attribute hostile or aggressive inten- 
tions and behave toward the other person 
accordingly. In contrast, non-aggressive indi- 
viduals are more inclined to conclude that the 
harm was caused unintentionally. The aggres- 
sive and non-aggressive children did not differ 
in their reactions to stories conveying clearly 
hostile or clearly benign intentions. In this 
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instance, then, the individual's assumptions Barry) studied reports of family life and child 
about other's motives which are not clear, are rearing in 104 societies from across the world. 
more revealing about personality development All of them were ereliterate, meaning that they 
than the individual's assumptions about clearer did not have a written language. Some of these 
ones. societies had economic structures that 

depended on the accumulation of food supplies 
Moral reasoning as they were primarily agricultural societies, 

Studies in moral reasoning are moving beyond 
the normative stage to the examination of social 
determinants. One study, especially, shows a 
relation between friendships, social experience, 
and changes in moral reasoning. In this 
instance (Nelson & Aboud, 1985), school-aged 
friends were brought together to discuss social 
issues about which they were known to take dif- 
ferent ~ositions. Their discussions were con- 
trasted with those non-friends (who also dif- 
fered in their opinions) and the outcomes of 
these discussions were assessed in terms of 
changes in each child's views. The results are: 
First, friends explained their views more 
thoroughly than non-friends and would more 
readily offer criticism. Second, change toward 
more mature views on these social issues was 
more readily accomplished through discussions 
between friends than discussions between non- 
friends. Other new studies of the child's under- 
standing of social issues resemble this one: 
more and more, investigators recognize the 
need to establish the intersections in develop- 
ment among close relationships, reasoning, 
and regulation rather than to assess these func- 
tions separately. 

Summay 

Perspectives on social reasoning are changing. 
We are interested in the role of verbal media- 
tion in compliance, in interpersonal relations, 
and the development of moral values. Moral 
standards may vary from culture to culture but 
every society has rules that its members must 
obey in order to remain in good standing in the 
community. Clearly, moral development 
derives from both cognitive development and 
social experience. The complexities of these 
interconnections need major attention on the 
international research agenda. 

while others depended on food supplies that 
were accumulated only from day to day fishing 
and hunting. The anthropological records 
revealed some startling but understandable dif- 
ferences in the social behaviour of their children. 
The societies that accumulatid food supplies 
included children showing cooperation, obe- 
dience, and interpersonal responsibility; the 
non-accumulating societies, on the other hand, 
included children showing independence, 
assertiveness, and venturesomeness. It is easy 
to see that cooperation and obedience might be 
adaptive in societies that must depend on accu- 
mulating food supplies and maintaining them. 
On  the other hand, it is easy to see how inde- 
pendence and assertiveness might work well in 
societies that do not need to secure food for 
more than a day or a few days at a time. Parents 
in these cultures were also reported to exert 
pressures on their children that were consistent 
with the differences in the children. 

This investigation teaches an important 
lesson. A universal definition of the socially 
responsible child does not exist. The skills 
needed for adaptation in one situation are not 
necessarily the same skills needed in others. 
This is an easy point to grasp, but the idea is 
difficult to apply to the study of child develop- 
ment in pluralistic societies; that is, in societies 
where many different modes of economic main- 
tenance and family organization CO-exist. We 
should not forget, however, that even in these 
societies (and this includes most of ours), social 
responsibility consists only of the skills, beliefs 
and behaviour that maximize the individual's 
effectiveness in each sociey . 

Contemporary research on the development 
of social responsibility revolves mainly around 
two themes: a) issues of self-regulation vs 
other-regulation; and b) self-actualization 
within relationships. 

Social Regulation (Responsibility) Self-regulation vs other-regulation 

Some years ago, an anthropologist (Herbert Self-regulation has been dealt with in the earlier 

16. SINGAPORE JOURNAL OF EDUCATION 



sections of this article (in sections on social childhood have considerable bearinn on one's 
responsiveness, reasoning, and relationships). social responsibility as an adult. 
The development of self-regulation, however, 
consists of an intricate chain of events that we Sumnary 
need to understand better than we do. For 
example, we have learned much recently about 
rewards and punishments. These must be 
strong enough to exert control but no stronger 
than absolutely necessary. Excessive external 
reinforcements seem to affect children's 
motivation adversely and similar disadvantages 
have been found with excessive punishment 
(Lepper, Greene & Nisbett, 1973). We now 
know that a sense of internal control seems to be 
fundamental in motivating children toward 
important objectives (whatever these might 
be), taking satisfaction in their accomplish- 
ments, and feeling good about themselves. 

Resfionsibili~ in relationships 

Effective relationships also enhance social 
responsibility in the child. Relationships are 
important because what we call personality 
seems to emerge from them, they govern the 
child's expectations concerning other relation- 
ships, and they shape what the child eventually 
knows and understands about the world. 

Friendships, for example, are more impor- 
tant to children. Children's experiences with 
their friends are unique among their expe- 
riences with other children; for example, they 
learn how to be responsible in the management 
of conflict and disagreement. New observations 
reveal that young children's conflicts with their 
friends are qualitatively different from their 
conflicts with acquaintances. Children have >S 

many conflicts with their friends as with other 
children (controlling for the amount of time 
spent with these associates). Thus, the sheer 
occurrence of conflict does not di~tin~guish - 

children's actions with their friends from inter- 
action with acquaintances. But conflicts with 
friends, as compared with non-friends, are less 
likely to be materialistically based, are more 
likely to involve negotiation or bargaining in 
their resolution, are less likely to result in clear 
"winners and losers", and are generally less 
heated. These results, obtained from observa- 
tions with 4-year olds (Hartup, Laursen, 
Stewart, and Eastanson), must be related to the 
,oft-reported finding that friendship relations in 

Regulation and relationships interact in the 
development of social responsibility. Child 
rearing conditions bear on regulatory activity 
in many ways: reasoning and discipline that 
support the child's intrinsically motivated 
efforts seem especially important. Both parent- 
child and child-child relationships are also 
implicated in the growth of individual 
responsibility. 

Conclusion 

Four words, each beginning with the letter 
"R", define the contemporary research 
agenda in childhood socialization: responsive- 
ness, relationships, reasoning and respon- 
sibility. That I have described this agenda in 
terms of "four R's" is nothing more than a 
tricky device to help me remember them. The 
agenda, however, is encompassing. The issues 
with which it deals are universal. And cultural 
variations need more research attention than 
they currently receive. 

Why do we need to.conduct research in dif- 
ferent cultures? Certainly, not just to document 
the many ways that children differ around the 
world. Rather, it is through close examination 
of these differences that we can gain a better 
understanding of these processes than we cur- 
rently have. It is for this reason that I bring 
these universal R's before this audience. 
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1 SPECIAL SECTION: Research in Counselling and Career Guidance 
l 

Pastoral Care: Unique or Universal? 

Peter Lang 

ABSTRACT 

The nature, development and current posi- 
tion of Pastoral Care in England are con- 
sidered. Attention is drawn to both the 
strengths and problems of Pastoral Care, and 
the problematic dimensions are underlined 
by the comparison of Pastoral Care in 
England and Western Australia. The ques- 
tion raised in the paper's title is addressed 
through a comparison with guidance in 

Introduction 

There is no doubt that Pastoral Care as it exists 
in England can provide a valuable model for 
developments elsewhere. However this paper 
argues that the lessons that can be learned from 
it are both negative and positive. Pastoral Care 
can create problems for as well as enhance the 
quality of the education offered. It is also 
argued that Pastoral Care is best understood in 
terms of its historical development, current 
practice and set in its wider international 
context. 

Pastoral Care 

Pastoral Care is an integral part of British 
secondary school organisation. It covers "all 
aspects of work with pupils other than pure 
teaching" (Marland, 1974). Although the 
name and approach are particularly English, 
both the term and the approach are to be found 
in some states in Australia and many of the key 
features associated with it can be found in a 
number of other countries under the title of 
guidance. Later in this pap& both those things 

Canada. The writer suggests that, though 
this comparison suggests broad underlying 
principles to affective education, it also 
shows that Pastoral Care has some unique 
qualities which could be profitably used as 
models. It is streswd that Pastoral Care is 
best understood in a broad international 
context. 

about English Pastoral Care which are unique 
and those that can be found within approaches 
using different terminology will be discussed. 
However, the first part of this paper will 
consider in some detail the nature of Pastoral 
Care as it has developed and currentiy exists in 
England. 

Pastoral Care can be identified in English 
secondary schools both in terms of a system and 
a set of ideas. However, the teachers' under- 
standing of the term varies, as does its inter- 
pretation from one school to another. Much of 
what is now described as Pastoral Care, such as 
house and year organisation and the assign- 
ment to teachers of a tutorial role originated 
before the term itself. 

In terms of a system, the organisation of 
Pastoral Care tends to take one of two forms. 
The students are either organised in vertical 
groupings containing across age "houses" or 
into horizontal groups by age "years". Both 
types of group tend to contain between 150-300 
students. These groupings are subdivided into 
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groups each of which has a "tutor". The 
6 < "house" or year" is the administrative res- 

ponsibility of a house or year head. The 
purpose of the house or year groups and the 
tutor groups is to try to ensure that all students 
know and are well known by at least one 
member of staff. This will provide a source of 
support to each student and ensure that each 
individual's progress is effectively and posi- 
tively monitored. As a means of organising 
effective Pastoral Care, it is hoped that these 
groups provide help with problems, facilitate 
referral where necessary, and provide an ethos 
conducive to the development of good interper- 
sonal relationships. 

Although Pastoral Care is difficult to define 
with great precision or indeed in a way which is 
appropriate to every situation, direct questions 
to schools and an examination of the reports of 
the National Inspectorate (Her Majesty's 
Inspectorate 1979; Her Majesty's Inspectorate 
Welsh Office 1982) give a fairly clear idea of 
schools' expectations of their pastoral care 
systems. These expectations include attempts 
to coordinate consideration of the students' 
personal, social and academic development; to 
facilitate the development of good relations 
between teachers and students; to ensure that 
each student knows and is known by a parti- 
cular adult; to make available relevant in- 
formation through the development of effective 
communication and reward systems; to involve 
parents and outside agencies in the work of the 
school where appropriate; to enable someone to 
respond quickly and appropriately to students' 
problems or indeed to anticipate problems 
which might arise; to provide educational and 
career guidance; and to ensure that teachers 
play a part as tutors in the personal and social 
development of students. 

Ribbins and Best (1986) identified the 
themes of Pastoral Care in the following des- 
cription. 

"Pastoral Care is something which hap- 
penslshould happen between teachers and 
students interacting in the context of an insti- 
tution called a "school" or "college" which 
has four interrelated dimensions (disci- 
plinarylorder, welfarelpastoral, academic1 
curricular and administrativelorganizational) 
and which is, itself, located in a wider social, 
historical and cultural milieu" (p.8). 

This description provides a framework 
through which the discussion of the nature of 
Pastoral Care in England may be elaborated. 

Social, Historical, and Cultural Milieu 

Although the term Pastoral Care was first used 
in the 1950's and in fact-only became common 
during the 1970's aspects of both the ideas and 
system have an earlier origin - perhaps most 
significantly in the great British public schools 
in the first half of the nineteenth century. 
Examples of those origins can be found in the 
evidence given by public school masters to the 
Clarendon Commission (1864), a government 
commission which reported on the public 
schools in 1864. Regarding the tutorial system 
a master from Rugby School said: 

"The objects really attained by this mode of 
instruction are two: first, the establishment of a 
permanent relationship between cvery boy in 
the school with one of his masters from the 
beginning to the end of his career, during which 
his progress may be observed, the development 
of his character watched, and his general 
interest catered for" (p .240). 

Evidence from other schools underlined the 
fact that the major public schools by that time 
accepted the idea that there was more to the 
teacher's role than pure instruction, and that 
some form of system was needed to ensure that 
what the headmaster of Winchester described 
to the cornmission (Clarendon Commission 
1864) took place. 

"I think that besides any amount of class 
instruction, he wants something to tell upon his 
own personal needs, to make known to himself 
his personal deficiencies, and to suggest that 
means of filling them up; in short to give that 
which class instruction generally must fail to 
give" (p. 143). 

Thus, some of the ideas and elements of 
Pastoral Care are found in the nineteenth 
century public school. There were in fact other 
influences from the nineteenth century which 
had identifiable effect on the later development 
of Pastoral Care (Lang 1984); however, that of 
the public schools can be seen as the most 
significant. 

At the end of the Second World War, the 
Butler Education Act of 1944 set up a system of 
selective grammar schools for the top 10% t c  
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20% of students as tested at age 11, and the so- 
called Secondary Modern Schools for all other 
students. However, a few local education 
authorities did not follow the Act's direction 
and instead started to set up comprehensive 
schools. These were large non-selective secon- 
dary schools taking pupils from the full ability 
range. It is in these comprehensive schools that 
the full development of Pastoral Care is to be 
found. However, the development of both com- 
prehensives and pastoral care was a gradual 
process. Nevertheless, some significant features 
of what later became known as Pastoral Care 
did emerge at this initial stage. 

For example, Coventry was one of the first 
local authorities to develop a comprehensive 
system of education. In Coventry once it 
had been decided to develop comprehensive 
schools, there was extensive and wide-ranging 
discussion involving many people from the 
educational field. 

In a report by the Director of Education Mr. 
W.L. Chinn, presented to the Education Com- 
mittee on 9th February 1949 (G.C. Firth 1977), 
he summarised the main problems that had 
been considered in these discussions and sub- 
mitted positive means to overcome them. The 
two factors that had aroused the greatest 
concern were specified as "Traffic Control" 
and "Questions of Loyalties". The questions 
of loyalties were outlined in the following 
terms: 

"In a small school the loyalty of the pupil to 
the school and headteacher is comparatively 
easy to develop, the problem being to devise a 
system whereby the individual pupil is made to 
feel that he belongs (even in a large school of 
1,500) and, in which careful supervision of pro- 
gress of the individual is the responsibility of 
someone who has under his care a manageable 
number of pupils". 

It was suggested therefore that physical 
house units should be incorporated into the 
schedule of accommodation. This notion was of 
course based directly on an idealised notion of 
the public school house system. 

Mr  Chinn freely acknowledged this influ- 
ence and the system was in his words of the time 
"Designed to provide a guide, philosopher and 
friend to manageable groups or pupils". 

He went on: "Such a system would not 
operate effectively unless each house has the 

opportunity of functioning as an entity at 
some period during each day. This can be 
achieved by providing the requisite number of 
physical 'houses' . . . the housemaster would 
act as a director of studies for the pupils of his 
house. ' ' 

As has already been indicated, a central 
point about these early developments in 
Coventry, as expressed by the Director's report 
is that as early as 1949 four key influences 
already existed that affected the later develop- 
ment of what only became generally known as 
Pastoral Care some fifteen years later. These 
were: 
(1) Anxiety about the size of the new com- 

prehensive schools; 
(2) the feeling that it was essential for each 

child to be able to identify with somebody 
and something; 

(3) A feeling that each child should be well 
known by at least one member of the school 
staff; and 

(4) A response to pupils' problems in terms of 
organisational structure. Also as I have 
indicated, these ideas were informed by 
reference to the public schools. 

During the following decades, particularly in 
the 1960's and 1970's the move towards com- 
prehensives continued until today when most 
education authorities in England and Wales 
provide mainly comprehensive education. 

The shift to comprehensive schools was 
accompanied by the specific development of 
Pastoral Care both as a system and as a facet of 
the teacher's role. In fact, frequently Pastoral 
Care was an articulation of ideas about that 
part of the teacher's role concerned with the 
broader welfare and development of students 
- a perspective which originated in part in the 
early nineteenth century public school dis- 
cussed above. Marland (1 974) expressed this 
need to describe the teacher's role: 

"What you want to happen must be institu- 
tionalised. It is not enough to rely on goodwill, 
dedication, hardwork, personality and so on " 

(p.11). 
Thus by the end of the 1970's all compre- 

hensive schools had either vertical house 
systems or horizontal year systems. Each 
division was headed by a pastoral middle 
manager who was in charge of a group of 
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tutors, each of whom had responsibility for a 
specific group of students. Often above the 
middle managers, there is a deputy head- 
teacher with specific responsibility for Pastoral 
Care. From the 1970's, there was frequent 
reference to that aspect of every teacher's res- 
ponsibility that went beyond the purely instruc- 
tional role and was concerned with the general 
welfare of students and their development as 
persons. 

Pastoral Care was increasingly seen as 
having a major task in helping pupils cope with 
problems. During the late 1960's and early 
1970's counselling approaches became parti- 
cularly popular and influential in English 
education. This development played a central 
part in Pastoral Care's increasing concern with - 

problems. It was also a period in which the 
ideology of cultural disadvantage was very 
influential, reflected in the Plowden Report of 
1967 and at a policy level by the designation of 
some inner city areas as educational priority 
areas. During the late 1970's there emerged a 
critique of the concepts that undergird Pastoral 
Care and its practice in schools (Best, Jarvis, 
and Ribbins, 1977, Lang, 1977). The major 
point of the critique was that though the "con- 

ventional wisdom" of Pastoral Care described 
it as warm, convivial, and caring, in actual 
practice, it was often concerned with discipline, 
containment and control. 

Hyde and Lang (1987) developing on a 
model first suggested in the National Associa- 
tion for Pastoral Care's document "Preparing 
for Pastoral Care" (1986) have suggested the 
following model of the development of Pastoral 
Care in England. 

Clearly not all schools in England will have 
passed through all the phases; indeed some may 
still be in Phase One - most commonly the 
practice of schools will contain characteristics 
of more than one phase. Phase Four should be 
seen more as an ideal than a reflection of 
current development; as yet few schools have 
achieved very much in this final stage. 

Dimensions of Pastoral Care 

The four interrelated dimensions of Pastoral I 

Care, disciplinarylorder, welfarelpastoral, aca- I 

demiclcurricular, and administrativelorga- 
nisational are not equally found in the historical 
antecedents nor in current practice. While the 
disciplinary/order dimension may have pre- 

AN EVOLUTIONARY MODEL OF PASTORAL CARE IN ENGLAND 

PHASE CONTEXT CONCERNS-RESPONSES 

1 Development of large comprehensive The management and control of students was of primary 
1950- schools. interest to schools. Emphasis in schools was placed on 
Late administrative and organisational structures that were 
1960 supported by the introduction of specialist counsellor roles. 

2 Increasing concern at political levels Increasing awareness that a significant number of students 
Late and in the community about the lack faced severe learning and personal problems. Increased 
1960's of choice available to students in support was provided in schools for personal, vocational and 
Late secondary schools. educational counselling. Emphases were placed upon the 
1970's development of interpersonal relationships and 

co-ordination of welfare provisions for students, with the 
school at the centre of the network. 

3 Economic recession led to declining Emergence of 'pastoral curriculum', that focused on 
Late resources for education. Concern personal, social and moral development and the acquisition 
1970's at political and societal levels over the of personal and interpersonal skills. Emphases in schools 
Early 'quality of education and educational shifted from individual to group work in the area of 
1980's standards.' pastoral care. 

4 As for Phase 3, plus increasing Changes in curriculum and pedagogy together with 
Mid- pressures for curriculum reform and emphases on school-level change and collective decision- 
1980's demonstration of school effectiveness. making. 
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dominated in past practice, the academic/curri- 
cula and welfare/pastoral dimensions represent 
more current concerns. 

Disciplinary/Order Dimension 

The disciplinaryJorder dimension of Pastoral 
Care, disciplinary/order, welfarelpastoral, aca- 
demic/curricular, and administrativelorga- 
current concern. Milner (1983) reports on 
several studies that indicate that Pastoral Care 
provides a vehicle for the disciplining of 
students and a mode of control, in effect func- 
tioning in loco parentis' without permission. 

However, it is important to note that, though 
the term Pastoral Care is sometimes used to 
describe practice, mainly directed to serving 
the needs of the school, which has little to do 
with the spirit of authentic Pastoral Care, it is 
also true that discipline and control directed to 
both the positive development of the individual 
and the protection of the rights and well being 
of individuals and groups are important dimen- 
sions of such authentic practice. 

Academic/Cu?ricular Dimension 

Pastoral Care has taken two forms in broaden- 
ing the secondary school curriculum: tutorial 
groups and specific curricula. 

In the past, a major problem in Pastoral Care 
has been the tutorial period, that is, the time 
allocated to tutors to work with their groups. 
Tutors were often unprepared both in terms of 
skill and attitude to cope effectively. As a result, 
tutorial periods often became vacuums to be 
filled at all costs, with anything that kept pupils 
occupied (Lang, 1982). Over the last seven 
years, various schemes offering not only pro- 
grammes of activity but new concepts and 
teaching styles emerged as a response to this 
problem (Baldwin and Well, 1979-1 983; 
Button, 1981). These innovations linked to a 
developmental group work approach, enable 
tutors to undertake far more purposeful and 
significant work with their groups. The work 
contributes particularly to the development of 
effective and rewarding interpersonal relations, 
group cohesion, and personal awareness, and 
also to the students' social competence. Essen- 
tial to the effectiveness of this work is adequate 
training, which at present is not always 
available. 

Another closely connected development has 
been a great increase in interest in the personal 
and social education of students. David (1982) 
in an influential report described Personal and 
Social Eduction as "including the teaching and 
informal activities which are planned to 
enhance the development of knowledge, under- 
standing, attitudes and behaviour, concerned 
with oneself and others; social institutions, 
structure and organisation; and social and 
moral issues" (p. 18). Many schools now see 
personal and social education as a significant 
part of the curriculum. In some cases, this 
dimension of the curriculum takes place 
through tutorial work of the type outlined 
above, but in other schools special programmes 
within the broader curriculum have been de- 
veloped. Some specific subjects such as health 
education, career education, and moral educa- 
tion are distinct examples of personal and social 
education. There is less agreement about what 
falls within this area and what without it. There 
is a clear need for synthesis, structure and more 
preventive action. A fairly well established 
response to this problem has been Marland's 
(1980) suggestion of a pastoral curriculum. He 
argues that part of the school's curriculum 
should be seen as specifically pastoral and 
should be concerned with measures to ensure 
that students are prepared in a way that the 
more common problems are less likely to arise. 
Individuals can be helped without giving 
individual help. The notion of the pastoral 
curriculum has been developed in some schools 
to incorporate both the remedial dimension - 
often associated with the more traditional type 
of Pastoral Care and assistance with the de- 
velopmental task dimension associated with 
personal and social education. Where schools 
have attempted to develop a pastoral curri- 
culum they have usually found it essential to 
examine the schools' overall ethos and to 
promote some whole school policies essential to 
support the more focussed work. 

The personal profiling/records of achieve- 
ment movement is another academic/curri- 
cular dimension of Pastoral Care that has de- 
veloped recently (D.E. S. 1984). Rather than 
simply being assessed on the basis of a set of 
examination results, students are also judged in 
terms of a personal record of achievements, 
which range from those where a large part of 
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the content is predetermined and appropriate 
ticks are placed by the teacher on grids re- 
flecting an agreed set of criteria to profiles con- 
sisting entirely of open ended statements or 
passages of continuous prose which represent 
the end product of negotiation between teacher 
and student. Such an approach, which all 
schools will be required to develop by the early 
1990's emphasises the continuous and sum- 
mative nature of assessment and criterion as 
opposed to normative reference systems. 

The crucial argument for profiles is that they 
include much which could be seen as achieve- 
ment on the part of the student but would not 
be reflected in examinations and are usually left 
out of the more traditional school reports. It is 
claimed such profiles greatly increase student 
motivation. They are compiled on a negotiated 
basis - the student exercises complete or 
partial control over what is or is not included. 
The process of negotiation is often seen as one 
of the pastoral responsibilities of teachers parti- 
cularly in their role as tutors. 

Between Teacher and Student 

The interaction between teacher and student is 
central to Pastoral Care. The emphasis of 
Pastoral Care is on teachers who in non- 
specialist roles provide educational, vocational 
and personal services to students. 

The differences between the specialist and 
non-specialist roles in the English system are 
illustrated in Table 1. Pastoral Care encom- 
passes both specialist and non-specialist ser- 
vices, but at present the emphasis is clearly on 
the non-specialist services. 

TABLE 1 - TYPOLOGY OF PASTORAL CARE 

Types of service rendered Non-specialist 1 
/ Specialist (Guidance, Counselling) (~eacher-care) I 

Educational Academic Counsellor Class Teacher 
Director of Studies Head of year 
Head of Subject 

Vocational Careers Advisor Careers Teacher 
Youth Employment 
Officer 

Personal School Counsellor Form Tutor 
Educational Class Teacher 

Psychologist Head of House 
-- 

Having examined the development and nature 
of Pastoral Care in England, this paper now 
provides further analysis through the means of 
comparisons with other countries. 

Pastoral Care in England and Western 
Australia 

In the first part of this paper some key features 
of the development and current situation of 
Pastoral Care in England were considered, and - 
attention was also drawn to the more recent and 
parallel development of personal and social 
education. This examination highlighted some 
of the strengths of Pastoral Care but also drew 
attention to some problems and weaknesses. 
Pastoral Care though originating in England is 
no longer confined to it; in particular similar 
development is found in Australia; in ~ e s t k r n  
Australia for example close parallels exist. 
Hyde and Lang (1987) have recently compared 
the two systems. 

"It is unusual for developments within educa- 
tion systems in different parts of the English- 
speaking world to parallel each other in any- 
thing more than the most general way. 
However, it is apparent that in regard to 
Pastoral Care close parallels can be found in 
developments within England, Wales and 
Western Australia" (pl). 

Hyde and Lang are particularly concerned 
with identifying the shared problems that the 
development of Pastoral Care in England and 
Western Australia has encountered. One 
shared problem they identify is concerned with 
definition and meaning. 

"It can be argued that in both countries, de- 
finitions of Pastoral Care must of necessity 
remain at very general levels. This may be the 
case because particular aspects of schools' 
activities and curriculum are perceived to be 
within the domain of Pastoral Care, while in 
other instances they are not so regarded. For 
example the relationship between Pastoral 
Care and activities such as discipline, careers 
and psychological guidance, as well as curri- 
culum areas that encompass sex education, 
personal, vocational and social development 
are tenuous in the Western Australian System 
but more strongly developed in English 
schools. The difference in perception can go 

Note: This table adapted from Best et a1 (1977). even further than this. 
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Comparisons of schools within and across the 
two systems may also reveal the existence 
among teachers of totally divergent ideas of 
what Pastoral Care is and how it can operate" 

( ~ 3 ) .  
Hyde and Lang go on to stress some of the 

consequences of Pastoral Care's lack of a pre- 
cise definition. 

"While the lack of precise definition at a 
system level may be said to permit individual 
schools a flexibility of response to local needs 
and circumstances, it has served to encourage 
disparate and unsupported practices. Almost 
certainly in many English and Western 
Australian schools these responses have re- 
sulted in an over emphasis upon Pastoral Care 
structures. As Dynan (1980) discovered, there 
was little recognition by schools that these very 
structures had become dysfunctional, being 
responsive to administrative expediences 
rather than to actual Pastoral Care needs of 
students" (p3). 

The focus of this comparison between 
England and Western Australia was on the 
identification of shared problems; however it 
also showed that in these two systems both 
terminology and practice were very similar. It 
is clear that the two systems are likely to possess 
similar positive characteristics as well as 
negative. 

The Pastoral Care systems of England and 
Western Australia are effectively slightly 
differing variations of the same basic concept, a 
concept which almost certainly originated in 
England. 

Comparisons with Canada 

It is perhaps when a significantly different prac- 
tice is contrasted with English Pastoral Care 
that its unique qualities may be highlighted. 
The writer has recently undertaken some re- 
search which sought to compare the practice of 
Pastoral Care in England with the practice of 
guidance in Canada. 

Underlying the research was the following 
hypothesis; 

"Superficially then it would appear that 
though some very general notions of broad 
based guidance inform aspects of both the 
British and Canadian Educational systems at 
a more specific level, and particularly in terms 

of their articulation and practice, there is 
very little common ground. However the 
assumption that underlies this paper is that, 
though this may well have been the case at one 
stage, in the last few years there have been a 
number of changes which are likely to have re- 
sulted in the current divergence being more 
apparent than real. My suggestion is that 
there has been a recent convergence in the 
thinking and informing approaches to guid- 
ance and also its actual practice in Canada and 
the United Kingdom'' Lang (1987). 

Though the research has as yet been small 
scale and limited, it generally has tended to 
confirm the hypothesis. Some areas of conver- 
gence that have been identified are: 

(1) an increasing move towards a balance 
between support for students in terms of a) 
coping with problems and crises, and b) 
positively tackling developmental tasks; as 
opposed to the main emphasis being on a); 

(2) a move towards working through preven- 
tive pro-active methods rather than cura- 
tive reactive responses; 

(3) a move to working through groups as 
opposed to with individuals (though 
working through the group may be seen as 
the most appropriate way of reaching the 
individual) and a greater emphasis on the 
importance of the relationships within the 
groups in which the students are placed; 

(4) a move away from the situation where most 
guidance is delivered through a limited 
number of specialists to a situation in which 
it is delivered through programmes in 
which a wider range of individuals are in- 
volved and where the specialist role is an in- 
creasingly supportive and facilitating one; 
and 

(5) finally an examination of documents and 
programmes relating to Pastoral Care in 
England and guidance in Canada demon- 
strated significant correspondence between 
the aims which informed both modes of 
delivery. This particularly applied to the 
area of positive developmental aims. For 
example in both countries most sets of aims 
analysed included such aspects as 
- developing feelings of self-worth and self 
esteem; 
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- relating effecting to others both as in- 
dividuals and in groups; 
- effective decision making and indepen- 
dent personal management skills; 
- developing effective interpersonal com- 
munication skills; 
- the ability to explore and respond to 
personal and social issues; 
- respond pro-actively to choices and 
challenges particularly in terms of career; 
and 
- to be able to identify sources of support. 

The above are only a selection of areas from 
England and Canada in which the writer found - 

a close correspondence of expressed aims. 
The comparison of Pastoral Care in England 

with guidance in Canada suggests that there is 
perhaps a broader overarching area of concern 
and practice within the affective educational 
domain which is amenable to analysis, an area, 
perhaps best described as 'guidance' which 
informs individual responses in particular 
countries. This may currently only apply to 
countries with education systems in a fairly 
advanced stage of development. 

The Unique Features of Pastoral Care 

In the light of the proceeding discussion it is 
clear that Pastoral Care should be seen as a par- 
ticular manifestation of a broad area of educa- 
tional concern. However, this is not to say that 
it is not a useful model with a number of unique 
and valuable aspects. 

What then are the qualities of Pastoral Care 
not shared by other related systems? The 
following list includes those dimensions of 
English Pastoral Care which the writer's re- 
search suggests are a) of significant value and b) 
generally not existing elsewhere. 

* The idea that pastoral responsibility is the 
part of every teacher's role. All teachers 
within a school are seen as having a respon- 
sibility for the delivery of Pastoral Care. 

l * Closely connected with the point above is the 

I 
idea that the main responsibility for a 
school's Pastoral Care falls on non-specialist 

! 
I staff. 

* The notion confirms that Pastoral Care must 
be institutionalised, with the corresponding 

development of structures within schools 
through which Pastoral Care is delivered. 

* The emphasis on group process, facilitated 
by non-specialist teachers in their pastoral 
roles, as a central aspect of Pastoral Care; the 
development of pedagogics and programmes 
to enhance these group processes. 

* The notion of the 'pastoral curriculum' 
through which Pastoral Care becomes a 
dimension of the curriculum and is planned 
accordingly. Closely related to this is the idea 
that whole school policies are needed to pro- 
mote effective Pastoral Care and ensure the 
school ethos supports rather than under- 
mines the pastoral effort. 

These unique features have been shown to 
contribute significantly to the special quality of 
Pastoral Care in English schools. Some of the 
principles embodied in them have clear im- 
plications for those seeking to develop systems 
in other countries. 

Conclusion 

This paper has reviewed both the origins and 
development of Pastoral Care in the English 
school system. In doing this it has showed that 
Pastoral Care in England is in part the result of 
a particular historical development and educa- 
tional system. The review also draws attention 
to the fact that there had been a number of 
problems connected with Pastoral Care's 
development and its practice. A particular 
point that has emerged from the first part of this 
paper is that Pastoral Care can only really be 
understood in context. It is suggested that its 
nature emerges from an examination of the - 

way schools practise it and the meanings that 
are attached to it, and that it is harder to define 
as an abstract concept. 

A brief comparison between Pastoral Care in 
England and Western Australia showed that 
where Pastoral Care practice paralleled that of 
England many of the same problems might be 
found. 

Finally a further comparison with the prac- 
tice of guidance in Canada suggested that 
underlying principles existed which under- 
pinned educational aims and practice seeking 
to meet the affective needs of pupils. Though 
Pastoral Care should be seen as a particular 
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manifestation of a wider and more inter- 
national concept it was suggested that as an ap- 
proach it had particular unique qualities which 
were particularly effective. 

Thus Pastoral Care can provide valuable in- 
sights, both positive and negative, for those 
wishing to enhance the affective dimension of 
their education system. It does provide a 
valuable model but one that is best understood 
within its broader international context. 
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Changing Conceptions of Careers Guidance and a 
Proposed Model for Singapore Schools 

A.G. Watts 

ABSTRACT 

The paper examines the evolution of the ance have emerged. The proposed model for 
concept of careers guidance from an inter- careers guidance in Singapore is then 
national perspective. A four-stage model described in terms of philosophy, delivery, 
encompassing information, interview, roles, resources and training. Some sugges- 
curriculum and integration is proposed to tions are made as to how difficulties with this 
explain how various patterns of careers guid- model can be overcome. 

The Government in Singapore is currently 
taking steps to introduce a new and stronger 
model of careers guidance into Singapore 
schools. Since the Ministry of Education's 
Career Guidance Unit was disbanded in 1979, 
most schools have tended to ignore careers 
guidance altogether or to regard it as a low- 
status informational activity (see National Pro- 
ductivity Council Task Force, 1985; Khor, 
1987). A Task Force set up by the National 
Productivity Council (1985) concluded that 
"career guidance in schools is grossly neglected 
and, even though intangible, the deleterious 
effects on productivity of the future workforce 
are serious enough to warrant a major impetus 
of concerted efforts and resources to salvage the 
situation" (p. 29). Subsequently, the influen- 
tial report Towards Excellence in Schools (Ministry 
of Education, 1987), prepared by a group of 
school principals on the basis of visits to the 
USA and the United Kingdom, identified 
pastoral care and careers guidance as key areas 
that needed attention in Singapore in order to 
ensure the total development of pupils. 

The Ministry of Education is now imple- 
menting responses to these stated needs. In this 
paper, based on a short visit made to Singapore 

in March 1988, I want to try to place these 
responses in a broader international perspec- 
tive. In doing so, I will draw upon international 
studies I have conducted for UNESCO (Watts 
and Ferreira-Marques, 1978) and the Euro- 
pean Community (Watts, Plant and Dartois, 
1988), as well as a number of other country 
studies. I will first briefly outline the different 
ways in which careers guidance in schools is 
organised in different countries. I will then - 
devote more detailed attention to the ways in 
which conceptions of careers guidance have 
been changing: I will particularly draw here on 
United Kingdom experience, though the con- 
ceptual model I will present has, I believe, some 
wider international validity. Finally, I will try 
to summarise the main features of what is cur- 
rently being proposed for Singapore, and to 
make some comments on it. These latter I offer 
with some temerity, in the hope that the bird's- 
eye view of a sympathetic outsider can some- 
times be helpful for those whose feet need to be 
firmly on the ground. 

Ways of Organising Careers Guidance in 
Schools 

In broad terms, there are three ways in which 
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careers guidance in schools can be organised. 
Firstly, it can be based on specialists outside 
the school. These specialists may be based in 
education authorities, as is the case with the 
conseillers d'orientation in France. Or  they may 
be based in labour-market authorities, as 
occurs in the Federal Republic of Germany 
where vocational guidance can only officially be 
offered by the Federal Employment Institute 
(Bundesanstaltfir Arbeit). In either case, they 
may go into schools, to offer interviews, give 
talks, etc. But they do so from an external base. 

Secondly, careers guidance can be provided 
by specialists inside the school. This is the 
pattern, for instance, in Greece, where it is 
mainly carried out by careers teachers. It is 
also the pattern in the USA and in countries 
like Ireland and the Philippines, where careers 
guidance is carried out by school counsellors 
or guidance counsellors whose role is defined 
much more broadly to cover personal and 
educational as well as vocational counselling. 

Thirdly, careers guidance can be more fully 
integrated into the school, by encouraging 
most or all teachers to be involved in it in some 
way. This may be attempted by seeking to inte- 
grate it into subject teaching: this is a difficult 
approach to implement successfully, especially 
if such "infusion" is regarded as an alternative 
rather than a complement to an "addition" 
approach. More commonly, careers guidance 
is integrated into the "pastoral" structure of 
the school: this is the case, for instance, in 
Japan, where it is regarded as part of the 
responsibility of the "home-room teacher". It 
is a variant of this latter approach which is 

- - 

being proposed for Singapore. 
These organisational models are not, of 

course, mutually exclusive, and many coun- 
tries have elements of more than one model. In 
the United Kingdom, for example, there are 
elements of all three: careers guidance is offered 
by careers officers based outside the school, by 
careers teachers based inside the school, and 
also - to some extent - by house or form 
tutors who form the basis of the school's 
pastoral-care structure. Whatever model is 
adopted, there is a need to ensure that careers 
guidance is structured in a way which crosses 
the boundaries of the school, bringing it into 
contact with the realities of the world of work 

that its pupils are destined to enter, but without 
becoming marginal and peripheral to the acti- 
vities of the school itself. This has implications 
not only for the way in which careers guidance 
is organised, but also for the way in which its 
nature and task are conceived. 

Changing Conceptions of Careers Guidance 

In broad terms, conceptions of careers guid- 
ance in schools have changed considerably in 
recent years. To illustrate this, I will present a 
model based on a study conducted in the 
United Kingdom (Law and Watts, 1977). It 
comprises four stages, each of which is divided 
into two sub-stages (figure 1). While it is based 
on an intensive study of six British schools, it 
seems to have a broader validity as a way of 
describing how the conceptions of careers guid- 
ance reflected in the official and professional 
literature in the United Kingdom have evolved - 

in recent years. It also seems to have some 
international validity in these respects, though 
with certain caveats which I will touch upon 
later when commenting on its applicability to 
Singapore. Like all models, it over-simplifies 
reality, but hopefully adds to our understand- 
ing of its underlying patterns. 

FIGURE l: CHANGING CONCEPTIONS OF 
CAREERS GUIDANCE IN SCHOOLS 

Stage l: Information 
Sub-stage 1A: Cardboard box 
Sub-stage 1B: Library 

Stage 2: Interview 
Sub-stage 2A: Advice 
Sub-stage 2B: Counselling 

Stage 3: Curriculum 
Sub-stage 3A: Occupational education 
Sub-stage 3B: Careers education 

Stage 4: Integration 
Sub-stage 4A: School guidance 
Sub-stage 4B: Community guidance 

Schools seem to start by being basically con- 
cerned with information. What they implicitly 
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say is: if only we can provide adequate careers 
information for pupils, they will be able to 
make their career choices in a better and more 
effective way. Within this first stage, the first 
sub-stage we called the "cardboard-box" sub- 
stage, because at the beginning what happens is 
often quite primitive. Nonetheless, perhaps the 
most important moment in the history of 
careers guidance in schools is the moment when 
a school principal, instead of throwing the 
careers pamphlets he or she receives from com- 
panies and other organisations into the waste- 
paper basket, puts them into a cardboard box. 
This at least opens up the possibility that some- 
body might actually read them. After that (pro- 
bably apocryphal) moment, there is a recogni- 
tion that careers guidance has something - 
however marginal - to do with what happens 
inside schools. In due time, schools begin to 
pull the information out of the cardboard-box, 
to ensure that it is comprehensive and up-to- 
date, and to arrange it in ways which maximise 
the pupils' chances of finding what they need. 
In short, schools move from the "cardboard- 
box" sub-stage into the library sub-stage. 

But however necessary information may be, 
it is clearly not sufficient. A careers guidance 
service based simply on providing information 
makes three assumptions: 
(a) that pupils are motivated to use the 

information; 
(b) that they are capable of understanding it; 
(c) that they are capable of relating to their 

own needs. 
These are all big assumptions, and of question- 
able validity. It thus becomes clear that pupils 
need other kinds of help, and schools accord- 
ingly move into the second stage: the interview 
stage. 

The first sub-stage here is basically 
concerned with advice-giving: what happens is 
that the adviser talks to the individual pupil, 
collects some information about him or her 
(perhaps, though not always, using psycho- 
metric tests for this purpose), matches this 
information with the adviser's perceptions of 
the various occupations that are open to the 
pupil, and finally makes some appropriate 
recommendations. Even if the advice is 
informed and skilled, however, there must 
be important doubts: 
(a) about whether an adviser, however com- 

petent, can adequately diagnose an indi- 
vidual's attributes in, for example, the 
short interview which is still the main basis 
of operation in most careers guidance 
services; 

(b) about the objective accuracy of the 
adviser's perceptions of the occupational 
world. 

Even if these doubts are discounted, it seems 
likely that pupils who base their decisions on the 
advice of another will identify less with the 
decision, and that this may both reduce the 
effort they put into their chosen occupation and 
the satisfaction they derive from it. Further- 
more, they have learned little about the pro- 
blems of decision-making, or about how these 
problems can be surmounted. The guidance 
process has not developed in them any skills or 
any conceptual framework which they can 
draw upon again in their career development. 
Indeed, the main learning likely to be derived 
from the advisory process is that they have little 
control over their own destiny: decisions have 
to be submitted to the agency of "experts" who 
can mediate the societal forces that ultimately 
determine the decisions. 

Such concerns about the dangers of directive 
advice can lead to an interest in developing a 
more client-centred approach to interviewing, 
focused not on advice but on counselling. In 
this approach, the object of the counsellor is not 
to diagnose individual pupils' attributes and 
then recommend appropriate occupations, but 
rather to help them to work through their 
problem, articulating their perceptions both of 
themselves and of the options open to them, 
and subjecting these perceptions to scrutiny, 
until they are able to reach their own decision. 
The skills required of the counsellor, in short, 
are primarily not diagnostic but facilitative, 
and are concerned less with the outcomes of 
decision-making than with its process. As Katz 
(1969) has succinctly put it, they are focused 
not on helping pupils to make wise decisions 
(with the assumption that he or she knows what 
these should be), but on helping them to make 
decisions wisely. 

Counselling, however, is of limited value - 
or at least is llkely to be a very lengthy and 
expensive process - if it takes place in a 
vacuum. Whereas advice can be offered to 
pupils who know little about the options 

3 0 .  SINGAPORE JOURNAL OF EDUCATION 



between which they are choosing, helping indi- 
viduals to make their own decisions presup- 
poses that they already know a fair amount 
about the options open to them. Static, factual 
information is inadequate in this respect: the 
pupil also needs a conceptual vocabulary, a 
range of experiences, and a set of decision- 
making skills, to draw upon. Such concepts, 
experiences and skills may develop to some 
extent in the normal process of social matura- 
tion: indeed, the chief insight generated by the 
seminal research of Ginzberg et al. (1951), 
Super (1957) and Tiedeman and O'Hara 
(1963) is that this is the way they do develop, 
and that occupational choice can only be fully 
understood in terms of this developmental pro- 
cess. It is possible, however, that such develop- 
ment can be facilitated and even accelerated by 
programmes of deliberate intervention. This is 
arguably an important educational task, which 
merits a place within the school curriculum. 

When schools start to move to this curri- 
culum stage, a profound change takes place. 
Up to this point, careers guidance has been an 
essentially peripheral activity in the school. If 
one goes into schools and looks for information 
or interview rooms, it is usually difficult to find 
them. Schools typically consist of classrooms, 
and function basically by facilitating group 
learning in these classrooms. l'hey are not built 
for people to have quiet chats in cosy corners. 
But once a school starts to think about 
careers guidance as having a place in the curri- 
culum, guidance ceases to be something which 
happens on the boundaries of thc school. 
Instead, it becomes part of the school's central 
activity. The change represents the school's 
recognition that one of its prime aims should be 
to help pupils to prepare for .the choices and 
transitions they are going to make on leaving 
the school. 

When schools start to act on this, they are 
often rather unimaginative. What they fre- 
quently do is to set up a programme under 
which different visitors come in each week to 
talk about particular occupations: we termed 
this the "occupational education" sub-stage. 
So in the first week there is a talk about nursing, 
and 95% of the pupils go to sleep or become 
restless, because they are not interested in 
nursing; the next week there is a talk about 

careers in the police force, and a slightly dif- 
fercnt 95% go to sleep or become restless, 
because they are not interested in careers in the 
police force. Gradually, schools realise that a 
rather different approach is needed. 

What has emerged now in many schools in 
the careers education sub-stage is a curriculum 
which can be described as having four broad 
aims (figure 2). The first is self-awareness: 
what kind of person am I, in terms of my abili- 
ties, my interests, my aptitudes, my personal- 
ity, my values; not only what kind of person am 
I,  but also what kind of person do I want to 
become? It is important not to "fix7' the identi- 
ties of pupils, particularly as their opportunities 
to develop their interests and talents have often 
been limited by the restricted environments in 
which they have lived. Teachers are often 
amazed by the changes that take place in their 
pupils after leaving school. It is important to 
recognise that young people are dynamic, and 
to help them to understand that they are 
dynamic. 

Second, opportunity awareness. What is 
the world of work like? How is it structured? 
What kinds of opportunities are there? What 
are the demands the different kinds of work 
make, and what are the satisfactions they offer? 

FIGURE 2: AIMS OF CAREERS EDUCATION 

OPPORTUNITY 
AWARENESS 
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Also, what other kinds of roles are there in the 
community through which people find fulfil- 
ment? Arguably, careers education is not only 
about paid employment but also about home 
roles, leisure roles, community roles. Super 
(1981) has in recent years extended career- 
development theory to incorporate a "life- 
career rainbow" covering a variety of such 
roles. Certainly there are plenty of studies (e.g. 
Dubin, 1956; Goldthorpe et al., 1968; MOW 
International Research Team, 1987) which 
show that many people derive their main satis- 
factions not from their "work" but from other 
parts of their lives. 

There are two other aims. One is decision 
learning: acquiring the skills of decision- 
making, which will help pupils to relate them- 
selves to the world of opportunities that exist for 
them. This includes exploring different 
decision-making styles and learning how to 
generate alternatives, how to collect and pro- 
cess information, and how to balance the desi- 
rability of particular options against the prob- 
ability of achieving them. 

  he final aim is transition learning. 
Careers education is not only about making 
decisions, but also about implementing them. 
This covers concrete and immediate issues like 
preparing for selection interviews and for filling 
in application forms. It also includes coping 
with transitions: how do the first few days at 
work differ from life at school? how does the 
value system differ? what about safety at work 
and the role of trade unions? and so on. 

Some imaginative programmes have now 
been developed in Britain and other countries 
around these four aims. They may include 
some didactic teaching, but the most successful 
programmes also include large elements of 
more active forms of learning: small-group 
work, individual projects, role-play, etc. They 
also include opportunities for pupils to expe- 
rience different aspects of the world of work, 
whether through work simulations inside the 
school (production-line simulations, business 
games, mini-enterprises, etc.) or through 
various forms of work visits, work shadowing 
and work experience in real work-places (see 
Watts, 1983; Watts, 1986a; Jamieson, Miller 
and Watts, 1988). 

Once careers education starts to become 

established, schools sometimes become aware 
that it is not only in the careers education curri- 
culum that young people have experiences 
which are helpful to them in preparing for 
career choices and transitions. Often valuable 
and highly relevant work is already being done 
in other parts of the curriculum: in geography 
there might be work on the structure of local 
industry, in mathematics on wage packets, in 
English on self awareness, and so on. Schools 
also sometimes recognise that there are relevant 
activities in other parts of the school outside the 
formal curriculum: a photography society 
which may be giving its members a taste of 
what it might be like to work as a photographer, 
community service schemes which give a taste 
of work in the helping professions, and so on. 
They begin to realise not only that there are 
plenty of relevant activities going on, but also 
that what happens in the careers education 
curriculum cannot properly be divorced from 
what happens elsewhere. 

So schools begin to move into a fourth stage, 
which is trying to adopt a more integrated 
approach to guidance work. Pupils do not only 
go for help to someone with the label of careers 
officer, or careers teacher, or tutor. They go for 
help to the person whom they trust, who they 
regard as approachable, and who they think is 
going to help them. In many cases this will not 
be the teacher officially assigned a guidance role 
but the teacher whom they know best or with 
whom they personally feel some kind of affinity. 

Similarly, in relation to careers education in 
the curriculum, perhaps careers specialists 
should not try to do it all themselves, but should 
rather see their role as being to find out where 
relevant activities are occurring within the 
school, and to co-ordinate and support them. 
In other words, rather than saying "don't do 
that any more because that's my empire", they 
should try to support what is going on already 
and make it better, and then to identify gaps 
which need to be filled. This is what we called 
the "school guidance7' sub-stage. 

The integrated approach can however be 
extended further, into the "community guid- 
ance" sub-stage, by recognising that many 
pupils do not seek their help within the school at 
all. Instead - or perhaps in addition - they 
use a variety of resources outside the school. 

3 2 .  SINGAPORE JOURNAL OF EDUCATION 



Most particularly, of course, they seek help 
from parents. The research that has been done 
in various countries on the occupational choices 
of secondary-school pupils is virtually unani- 
mous in showing that the most important influ- 
ence on these choices is not careers specialists or 
other teachers, but parents. The same is true in 
most other countries. Is this "bad", something 
that we should try to change? When these re- 
search results come out, guidance professionals 
tend to feel worried and threatened, because 
their own influence tends to emerge as being 
relatively limited. But some react in a more 
positive way. Instead of trying to reduce the in- 
fluence of parents, they decide to try to support 
parents in their roles, to make them better in- 
formed so that they will be able to help more 
effectively, and also to put the pupils in touch 
with other resources within the community 
which might be of help - resources like em- 
ployers, trade unions, careers officers, youth 
services, and so on. 

The image which this suggests for the role of 
the careers specialist is that not of an encyclo- 
paedia but of a switchboard. Instead of aspiring 
to be a person who gathers all the knowledge 
and then dispenses it in appropriate doses, he 
or she sees his or her primary role as being 
to help the pupils to identify their needs, and 
then to "plug" them into people or other 
resources or experiences which may be able to 
meet those needs. 

The Proposed Model for Singapore Schools 

I want now briefly to present some key features 
of the model which is currently being proposed 
for Singapore schools. The model is outlined in 
an internal Ministry of Education document 
entitled "Pastoral Care and Career Guidance 
in Singapore Schools: a Fresh Approach". 
There are five features that I would like to high- 
light. 

First, in terms of guidanc@hilosophy, the 
document explicitly adopts a developmental 
approach with a base in the curriculum. Career 
guidance is defined as "a planned process of 
developmental guidance aimed at facilitating 
the maturation of pupils' self-concept, abilities 
and skills with a view to developing their capa- 
city to understand, assess and make informed 

decisions about their educational and career 
plans". It is accordingly to be part of the curri- 
culum from the lower-secondary level, develop- 
ing "with increasing depth and intensity" 
through to upper-secondary and pre-university 
levels. It is also to cover educational choices - 
including preparation for higher education - 
as well as career choices @m se. 

Second, its main delivery is to be through a 
curriculum in pastoral care to be implemented 
by form tutors. At least a period a week is to be 
provided for his purpose, as well as - it is 
hoped - additional contact time of ten minutes 
a day. These periods are to be used for a broad 
programme of social, personal and careers 
education, as well as - no doubt - other 
administrative tasks. In other words, careers 
education is being integrated with personal and 
social education, linked to the pastoral-care 
structure. Unlike most other curricula in 
Singapore, the content of this curriculum is not 
to be centrally prescribed, but instead is to be 
developed and adapted to meet schools' felt 
needs. 

In terms of roles, the key delivery role is to be 
that of the form teacher, but there are to be 
various levels of co-ordination and support 
within the school: "year heads", to be respon- 
sible for monitoring the programme at each 
school level; two senior teachers, to be respon- 
sible for co-ordination across school levels, one 
at the upper and one at the lower levels; and the 
principal and vice-principal. Support is also to 
be provided by guidance officers based in the 
Ministry of Education. In addition, emphasis is 
to be placed on the involvement of parents in 
the guidance programme. 

Fourth, in terms of resources, there are 
plans to develop multi-media information 
materials and self-assessment tests, including 
the possibility of micro-computer packages. 
School record systems are to be reviewed and 
developed. A central careers library is to be 
established. There are also plans to set up more 
extensive work-visit and work-experience 
programmes. 

Finally, in terms of training, workshops and 
courses are to be set up by the Ministry of 
Education and/or the Institute of Education for 
school administrators and "key teachers", and 
also for the form teachers - possibly in the 
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form of school-based in-service courses. The 
Ministry's guidance officers are to receive addi- 
tional training by being sent to established 
overseas institutions. 

Some Comments on the Singapore Model 

These proposals are extensive and ambitious, 
and their realisation will depend in significant 
measure on the resources that are made avail- 
able to implement them. In a sense, in relation 
to the conceptual model I presented earlier in 
this paper, Singapore is proposing to jump 
from a not fully developed "information" stage 
into the "curriculum" stage, and even to some 
extent into the "integration" stage. 

This may not be impossible, but viewing the 
policy in this light helps to identify two impor- 
tant points. First, the information stage must 
be completed. It is impossible to provide effec- 
tive careers guidance without adequate careers 
information. Second, the proposal to, in effect, 
by-pass the "interview' ' stage (form teachers are 
unlikely to have the time to provide any very 
systematic programme of careers interviews) 
raises the danger that the careers guidance pro- 
gramme will fail adequately to address the fact 
that in the end careers guidance is a deeply 
personal matter. This makes it all the more 
important that this fact is reflected in the learn- 
ing methods used within the pastoral-care 
curriculum. Adequate space must be allowed 
for individual needs and individual differences. 

In relation to both these issues, the computer 
may have something of value to offer. Some 
sophisticated computer-aided careers guidance 
systems have now been developed, particularly 
in North America and the United Kingdom 
(Katz and Shatkin, 1983; Watts, 1986b). Not 
the least of their merits is that they require 
careers information to be collected in a much 
more systematic and rigorous way than is 
required by traditional information-delivery 
systems. They also enable individuals to 
address their personal needs, and to identify 
rapidly the information which is specifically 
related to those needs. Since Singapore is 
already a strikingly high-tech society, and 
views its future as lying in becoming even more 
technologically advanced, this would seem a 
very appropriate direction in which to develop. 
The Institute of Education has already pro- 

duced a prototype for such a system, so 
enabling a running start to be made to the 
development work that will be required. 

A further point to note in relation to the con- 
ceptual model presented earlier is that instead 
of introducing a specialist curriculum in careers 
education, taught by specialist teachers, Singa- 
pore is proposing to move straight to a fairly 
sophisticated level of integration, by viewing 
careers guidance as part of the pastoral-care 
structure and depending on form teachers to 
deliver it. The advantage of this approach is 
that many teachers within each school will need 
to become actively involved in careers guidance 
work, and that pupils will be able to look for 
help to a teacher with whom they have regular 
contact. Also, the content and style of much of 
careers education is highly congruent with the 
concept of pastoral care: self awareness and 
decision learning, in particular, are crucial in 
most areas of what Marland (1980) terms the 
"pastoral curriculum" ; and careers education 
shares the basic principle of such a curriculum 
- the recognition that "the art of the pastoral 
system is to help all the individuals without 
always giving individual help" (ibid, p. 153). 

The risk with this approach, however, is that 
some of the teachers involved will not be suffi- 
ciently committed to careers education, nor 
sufficiently informed and skilled to be able to 
deliver it effectively. The risk is exacerbated by 
the substantial gap between the teaching and 
learning methods which are currently used in 
the traditional "academic" parts of the curri- 
culum, and those which are appropriate to the 
c ( pastoral" curriculum. In the end, the two 

cannot exist in totally separate compartments: 
if they do, the "pastoral" curriculum is likely to 
wither, because it will usually be regarded by 
teachers, pupils and parents alike as more 
expendable than the "academic curriculum". 
If the pastoral-care system is established suc- 
cessfully, it is likely to have a growing impact 
on the teaching and learning methods used in 
the traditional subjects too. In other words, the 
strategy of integration into the pastoral curri- 
culum cannot stop there; it has to extend to the 
academic curriculum as well. The fact that it is 
the same teachers who are responsible for both 
curricula opens the door for such osmotic 
infusion. 

I 
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There is also a further risk which is more 
specific to careers education. What distin- 
guishes careers education from other areas of 
pastoral care is that it has to address not only 
the personal needs of the pupil but also the 
demands of the labour market. Embedding 
careers guidance within pastoral care could 
mean that these demands will not be given the 
informed attention they require. This risk is 
particularly acute because many teachers will 
be uncomfortable about their lack of knowledge 
about the world of work. They will be aware 
that they themselves have usually progressed 
from school to higher education and then back 
to school. They will thus be conscious that 
whereas in relation to their academic subject 
their expertise lies substantially in their mastery 
of a body of knowledge which their pupils need 
to acquire, they cannot claim similar mastery in 
relation to careers education. 

There are two responses to this problem. 
First, the form teachers can be helped to de- 
velop a curriculum in which they are placed 
in a "switchboard" rather than an "en- 
cyclopaedia" role. If more active forms of 
learning are used, the teacher's role is con- 
cerned less with the content of what is learned 
than with the process of how it is learned - in 
similar vein to the "counselling" approach I 
outlined earlier. However, form teachers can- 
not be expected to develop such a curriculum 
on their own. A bank of materials will be 
needed, and developing such materials may be 
an important task for the Curriculum Develop- 
ment Institute of Singapore (CDIS). Also, 
training and staff development need to be pro- 
vided, not only in the form of in-service events 
but also as an ongoing process within the 
school. In particular, if schools are to define 
and respond to their "felt needs", time and 
space need to be provided for teachers to share 
ideas, to develop skills and resources, and to re- 
flect on their experience, on a continuing basis. 

Second, additional help will need to be pro- 
vided to enable pupils to have access to 
accurate, comprehensive and up-to-date 
information on the world of work. In part, this 
involves the development of printed materials, 
audio-visual materials, computer-aided careers 
guidance systems, and the like. Some of the 
information for such systems must already be 
available in rudimentary form within the 

Ministry of Labour, and certainly a partner- 
ship of the Ministries of Education and of 
Labour in this area would seem likely to 
achieve more than either could achieve on its 
own. In addition, steps need to be taken to 
enable pupils to have access to experiential 
learning about the world of work, in the form of 
programmes of work experience, work shadow- 
ing, etc. Experience in other countries suggests 
strongly that, beyond a limited level, teachers 
cannot be expected to set up such schemes on 
their own: administrative support is required, 
possibly in the form of a brokerage role based 
outside the school. This can bring employers 
into the effective partnership with teachers that 
is required for the success bf such schemes. It 
may be that guidance officers within the 
Ministry of Education will be able to perform 
such a role, but they will need to be resourced 
appropriately in order to do so. 

The model which Singapore has chosen is 
not a way of buying careers guidance on the 
cheap. If this the motive behind it, it will cer- 
tainly fail, and result in rapid disillusionment. 
If it is to work, the support structures required 
to make it effective will need to be rapidly 
moved into place. O n  the basis of what I have 
seen, there are grounds for optimism in this 
respect. But there is no time to lose. 
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The Influences of School and Home Factors on the 
Career Development of Secondary School Students* 

Esther Tan 

ABSTRACT 

This study examined the level of career 
maturity of 324 secondary school students 
and the impact of career guidance and 
parental involvement on the career develop- 
ment of these students. The results showed 
that students who had been exposed to some 
form of career guidance in  school scored 
higher on the Career Attitude Scale. Those 
who had received home support in the form 
of parental involvement in career planning 

The Concept of Career Development 

Career development is a process involving both 
growth and learning, which takes place over a 
considerable period of time. This process is also 
a multidimensional one that encompasses all 
aspects of an individual's physical growth as 
well as psychological maturation. 

Although all vocational psychologists seem to 
agree that career development is a development 
process, Jepsen & Dustin (1984) identified two 
fundamentally different appr6aches in the 
investigation of vocational behaviour, namely, 
the structural perspective and the develop- 
mental perspective. The major distinction lies 
mainly between those who emphasize that 
development results in the establishment of 
stable qualities such as interests, abilities and 
personality traits (Holland, 1966; Gottfredson, 

*The survey reported in this paper is part of a pilot study con- 
ducted by the author as preliminary investigations for her Ed.D. 
thesis at the Ontario Institute for Studies in Education, Canada. 

and availability of career role models also 
showed a higher level of career maturity 
in  terms of career planfulness and work 
orientation. Although career attitude was 
found to mature with age, there was no 
significant sex differences in the career 
development of these students. Such find- 
ings highlighted the importance of career 
guidance in  school and home support in en- 
hancing the career maturity of our students. 

1981) versus those who emphasize the develop- 
ment of qualities that undirgo orderly changes 
over time such as the conceptualization of self 
as worker and the capacity to work (Super & 
Overstreet, 1960; Savickas; 1984). This study 
has adopted the developmental perspective in 
its line of inquiry, using Super's developmental 
self-concept theory as the basis of its theoretical 
framework. 

Super and his associates (1 963) identified two 
elements as essential to vocational development 
- self-concept development and vocational 
self-actualization. They believe that in ex- 
pressing a vocational preference, a person puts 
into occupational terminology, his idea of the 
kind of person he is; that in entering an occupa- 
tion, he seeks to implement a concept of 
himself; that in getting established in an 
occupation, he achieves self-actualization. The 
occupation thus makes possible the playing of a 
role appropriate to the self-concept. In one of 
his earlier works, Super (1957) outlines the 
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following five vocational life stages in career As this study focuses on the career develop- 

development: - ment of adolescents, special attention is given to 
the vocational life stage and the vocational 
developmental task associated with adoles- 

1. Crystallization of a Vocational 
Preference 

cence, namely, crystallization of a vocational 
preference and career exploration. According 
to Super et al. (1963) the attitudes and voca- 

This task requires the individual to formu- tional behaviours specific to crystallization and 
late ideas about work appropriate for exploration are: 
himselflherself. It also requires the develop- 
ment of an self-concept that (a) Awareness of the need to crystallize a voca- 
will help mediate the individual's tentative tional preference 
vocational choice by means of relevant (b) Use of resources in career planning 
educational decisions. While the crystalliza- (c) Awareness of factors to consider in for- 
tion task can occur at any age, it most mulating a vocational preference 
typically occurs in adolescence. (d) Awareness of contingencies which may 

affect vocational goals 

2. Specification of a Vocational Preference 

Here the individual is required to narrow a 
general career direction into a specific one 
and take the necessary steps to implement 
the decision. This specification task is most 
~rominent in young adulthood. 

3. Implementation of a Vocational 
Preference 

This task requires the individual to com- 
plete some training and enter a relevant 
employment. 

4. Stabilization within a Vocation 

This task is represented by behaviour which 
reflects settling down within a field of work 
and the use of one's talents in such a way as 
to demonstrate the appropriateness of the 
career decisions previously made. It is to be 
expected that an individual changes posi- 
tions during the stabilization period but 

- 

( e )  Differentiation of interests and values 
(f) Awareness of present-future relationships 
(g) Formulation of a generalized vocational 

preference 
(h) Consistency of vocational preference 
(i) Possession of information concerning the 

preferred occupation 
G) Planning for the preferred occupation 
(k) Wisdom of vocational preference, and 
(1) Confidence in the vocational preference. 

Objectives of the Survey 

In September 1986 a survey was carried out to 
investigate the career development of adoles- 
cent students in Singapore. The purpose of this 
study was two-fold; a) to ascertain the type and 
extent of help secondary school pupils and 
junior college students receive from their school 
and their home in the areas of career planning 
and career exploration and b) to determine the 
effects of school career guidance and parental 
involvement on the career development of these 
students. - 

rarely changes vocation. 

5 .  Consolidation of Status and The Sample 
Advancement The sample comprised 244 students from a 
This final vocational developmental task is government secondary school and 80 students 
faced by the worker who has established a from a government-aided junior college, 
career but continues to develop skills to making a total of 324 students in the following 
achieve status and security. distribution: 
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TABLE 1 - DISTRIBUTION OF THE SAMPLE 
Total No. of Students N = 324 

30 26 15 16 22 18 127 

Female 50 3 3 40 34 18 

Total 80 59 50 40 40 
55 

The Instruments 

A General Information Questionnaire was 
used to investigate home factors and school 
factors-related to the students' career develop- 
ment. The 25-item questionnaire comprises 
three sections. The first section, You and Your 
School is designed to ascertain the students' 
participation in extra-curricular activities, their 
exposure to career guidance activities and self- 
rating of their school performance. A second 
section, You and Your Home solicits informa- 
tion on their educational aspirations and 
parental involvement in their career planning. 
The last section entitled, You and Your Future 
explores the students' occupational prefer- 
ences, their self-rating of the extent of their 
work knowledge and self-knowledge, avail- 
ability of help and role models in career plan- 
ning and anticipated obstacles in implementing 
their career goals. 

To assess their levels of career development, 
Crites' Attitude Scale was given to the students, 
which elicits the feelings an individual has 
about making a career choice and entering the 
world of work. The Scale comprises 47 true- 
false items to measure five attitudinal clusters:- 

1. Decisiveness (10 items): the extent to which 
an individual is definite about making a 
career choice. 

2.  Involvement (10 items): the extent to 
which an individual is actively participating 
in the process of making a career choice. 

3. Independence (10 items): the extent to 
which an individual is self-reliant or relies 
upon others in the choice of an occupation. 

4. Orientation (10 items): the extent to which 
an individual shows readiness for and 
interest in considering a future career. This 
subscale also reflects whether an individual 
is pleasure-oriented or task-oriented in 
hislher attitude towards work. 

5 .  Compromise (7 items): the extent to which 
an individual is willing to compromise 
between needs and reality in considering a 
career choice. 

Taken together, the five subscores form a 
total Attitude Score to reflect the maturity of an 
individual in hislher attitude towards work. 
The internal consistency of the instrument 
(KR20) is reported to be 0.74 (Crites, 1978) 
and test-retest reliability over a one year period 
is 0.71. 

RESULTS 

The School Factor 

Results obtained from the General Information 
Questionnaire revealed that the school played a 
minimal part in the career development of these 
students. There was no formal career guidance 
programme in both schools surveyed although 
activities such as career talks and visits to 
industries were organized on an ad hoc basis. 
The responses showed that 33.0% of the 
students took part in one such activity while 
17.3% took part in more than one activity, 
leaving 49.7 % of the whole sample without any 
exposure to any form of career guidance. The 
most common activities participated in were 
career talks, visits to industries and filmlvideo 
shows on careers. Among those who had taken 
part in some form of career guidance, about 
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half (50.3%) had found the activities useful. It ticipation in extra-curricular activities, their 
is interesting to note that only 3.7 % of the self-rated academic achievement and their 
whole sample had obtained help from their performance on the Attitude Scale. 
teachers in relation to career planning, an On the other hand, it is interesting to note 
indication that career guidance was not a that career guidance, even though organised on 
common practice in the schools, whether for- an ad hoc basis, seems to have a bearing on the 
mally or informally. 

Although research in the United States and 
Canada have found a significant relationship 
between academic performance and career 
maturity (Breton 1972; Westbrook, 1983) and 
that a positive self-concept is often linked to 
more mature work attitudes and greater career 
decision skills (Lawrence & Brown 1976), 
results of this study do not lend support to such 
claims at all. The students were asked to rate 
their own school performance on a 5-point scale 
(bottom 10% of class, below average, average, 
above average and top 10 % of class). They 
were also asked to list the number of extra- 
curricular activities they took part in school. 
These two questions are based on the as- 
sumption that good academic performance 
(even if only self-rated) often leads to more posi- 
tive self-concept, both of which are reportedly 
linked to greater career maturity. It is further 
assumed that active participation in extra- 
curricular activies allows for exposure to non- 
academic and sometimes vocation-linked 
activities as well as opportunities for training in 
leadership and decision-making skills. In this 
study, however, there is lack of empirical 
evidence to support these assuniptions as 
analysis of data does not show any significant 
relationship at all between the students' par- 

- 

career development of these students. As shown 
in Table 2, Pearson product-moment Corre- 
lation reveals that except for the variable 
"Independence" in the Attitude Scale, there is 
significant association between the students' 
participation in career guidance activities and 
their career attitude maturity. Students who 
had participated in more than one career 
guidance activities scored higher than the non- 
participants in four dimensions of the Attitude 
Scale gnd analysis of variance shows these 
differences to be significant at the 0.05 level. 

It would seem, therefore, any form of career 
guidance is better than no career guidance at 
all, a finding that is borne out by research 
conducted overseas. Anderson & Heimann 
(1967) tested the supposition that short term 
vocational counselling would contribute to the 
career development and vocational maturity of 
adolescents. His findings of a significant dif- 
ference between the experimental and control 
groups indicated that the treatment had been 
effective. Myers et al. (1975) investigated the 
effects of a computer-based educational and 
occupational exploration on the career 
maturity of tenth graders. They found that the 
users of the computer programme showed 
greater gains than the non-users in degree of 
vocational planfulness as well as knowledge and 

TABLE 2 - CORRELATION BETWEEN PARTICIPATION IN 
CAREER GUIDANCE AND DEVELOPMENT OF WORK ATTITUDES 

N = 324 

Work Attitude Variables 

Decisiveness 
Involvement 
Independence 
Orientation 
Compromise 
Attitude Total Score 

Participation in More than One CG Activities 
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use of resources for career exploration. Yongue 
et al. (1981) evaluated the use of field exposure 
and didactic classroom instruction in career 
guidance and found that field exposure was a 
more effective method in enhancing career 
maturity. In a more recent study, Glaize & 
Myrick (1984) compared the effectiveness of a 
computer-assisted approach, a group coun- 
selling approach and the combination of both 
versus no treatment on enhancing career 
maturity. When the data were analysed, signi- 
ficant differences of less than 0.05 level occurred 
for each of the three career guidance groups 
when compared to the control group. No signi- 
ficant differences occurred, however, among the 
three experimental groups. This led the re- 
searchers to conclude that any kind of treat- 
ment is better than no treatment in helping 
adolescents to develop career maturity. 

The Home Factor 

Research has established a close link between 
the family and the career development of 
children and adolescents. Super and Overstreet 
(1960) emphasized the impact of home life on 
the vocational interests and work values of 
adolescents which indirectly influence their 
choice of vocations at a later stage. Burlin 
(1976) found significant association between 
the adolescent student's occupational aspira- 
tion and their parents' occupational status. 

Some items in the General Information 
Questionnaire were designed to investigate the 
extent of parental involvement in the career 
development of these adolescent students. The 
results show that only 23.1 % of the students 
had ever discussed their career plans with their 

fathers while 32.1% had consulted their 
mothers at one time or another. It seems that 
the older adolescents were more inclined to 
involve their parents in their career planning. 
Also discussions were held more often with 
mothers than with fathers, probably due to the 
fact that as most of the mothers in the sample 
were housewives, they were more readily avail- 
able for consultation. Still, compared to re- 
search findings elsewhere, there is minimal 
involvement among Singaporean parents in the 
career development of their children. In the 
United States, for example, a nation wide study 
on the career development status and needs of 
American youth revealed that 90% of the 1 lth 
graders (equivalent to Pre U 1 students in 
Singapore) discussed their occupational choices 
with a parent, relative or guardian (Noeth, 
Roth & Prediger, 1975). Details of the extent of 
parental involvement in the Singapore sample 
are presented in Table 3. 

Despite the fact that some of the students 
consulted one or both parents in their career 
planning, not many considered their parents 
as a useful source of help. When asked who 
had helped them most so far in their career 
planning, only a small percentage cited their 
parents as helpful resource persons. About 
7.7 % had received help from their father only, 
6.2 % from mother only and 4.0 % from both 
parents. The majority (63.5%) felt that they 
had no one to turn to for help. For these stu- 
dents, the limitation of their parents as resource 
persons in career planning could be due to the 
fact that only about 5% of the parents had 
tertiary education with the majority having 
either primary education (43.5 % of the fathers 

TABLE 3 - DISCUSSION WITH FATHERIMOTHER 
IN CAREER PLANNING 

N = 324 

ClassIFrequency in 
Level Discussion 

Sec. 1 
Sec. 2 
Sec. 3 
Sec. 4 
Pre. U1  
Pre. U 2  

Discussion with 
Father 

% 

Discussion with 
Mother 

% 
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and 50.0 % of the mothers) or secondary educa- 
tion only (34.9% of the fathers and 21.9% of 
the mothers). They were therefore not in a very 
good position to advise their children about 
careers. 

In another attempt to investigate parental 
involvement in the career planning of these 
adolescents, the students were asked to list their 
fathers' and mothers' career expectations for 
them if any. 79.3% mentioned that their 
fathers never indicated any expectations while 
70.7 % of the mothers had no preferences 
either. Among those whose parents had voiced 
their opinions, practically all desired profes- 
sional jobs for their children (10.2% of the 
fathers and 18.2% of the mothers). When 
asked whose expectations they would like to 
meet, however, only 15.1 % of the students 
wished to please their parents while the 
majority seemed to have a mind of their own as 
77.8% of the students chose the response "My 
own Choice". 

With regard to their own career expecta- 
tions, 46.6% did not have any definite job 
preferences. This figure of the "indecisive" 
students is quite high compared to situations 
overseas. In a Canadian study, for example, 
Breton found that 33.6% of 150,000 high 
school students surveyed had not formulated 
any career plans yet (Breton 1972). Among 
those who had tentative plans in the Singapore 
sample, however, practically all (40.4 % of the 
overall sample) aspired to professional jobs. 
Considering that only 5 % of the parents were 

professionals and bearing in mind the earlier 
finding that the parents vied for professional 
jobs for their offsprings as well, one can see a 
consistent desire in both generations to upgrade 
themselves in the social/occupational ladder. 

Availability of role models is another impor- 
tant factor affecting the career development of 
adolescents. There is much research evidence 
to show that significant adults, especially 
parents, are likely models in the acquisition of 
sex-typed behaviour which in turn influence 
the career choice of children and youths (Werts 
1968; Maccoby & Jacklin 1974). For these 324 
Singaporean adolescents, however, role models 
in career planning did not come by readily. 
Only 4.9.70 identified with their fathers in plan- 
ning their career goals while l .5 % took after 
their mothers. Considering that only 4.3% of 
the fathers and 1.5 % of the mothers were pro- 
fessionals while majority of the students aspired 
to professional jobs, their lack of role models is 
quite understandable. This also explains why a 
greater number looked for role models in other 
significant adults in their lives (17.9%) while 
others turned to their peers (13.4%). The 
majority had no role models at all to identify 
with in their career planning (62.3 %). 

To investigate the much cited link between 
the family and the career development of 
adolescents, correlational analysis was per- 
formed to establish the relationships between 
family involvement and the career develop- 
ment of the students. Table 4 presents the 
Pearson product-moment correlations be- 

TABLE 4 - CORRELATION OF CAREER ATTITUDE VARIABLES AND FAMILY VARIABLES 

i Family ~ Variables 1 Career Attitude Variables 

Decisiveness 

0.24*** 
0.24';: 
0.13" 
0.13* 
0.16** 

Compromise 

0.11 
0.11 
0.12* 
0.09 
0.14* 

Involvement 

0.02 
0.17** 
0.04 
0.14' 
0.14* 

Attitude 

0.23*** 
0.24*** 
0.20*"* 
0.19*** 
0.20*** 

* * *  p < 0.001 
" p < 0.01 
* p < 0.05 

Family Variables 
1 = Discussion with Father 2 = Discussion with Mother 
3 = Father's career expectation 4 = Mother's career expectation 
5 = Availability of role models in career planning 

Independence 

-0.07 
-0.11 

0.02 
-0.01 
-0.02 
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Orientation 

0.21*** 
0.23*** 
0.17** 
0.15** 
0.07 



tween the Attitude Scale variables and five had indicated some sort of career preferences, 
family variables. The data show very clearly more than half werc not sure if their tentative 
that parental expectations and parental 
involvement in career planning do exert con- 
siderable influence on the career development 
of adolescents. Students who had discussed 
their career planning with their parents and 
who had role models in the family seemed to 
have more definite career plans. They also 
displayed more realistic work orientation and 

I scored higher in the Attitude Scale. This is 
indicative of a higher level of career attitude 
maturity. 

Where Do the Students Stand in Career 
Maturity? 

Although Super and his associates (1963) 
identified career exploration and crystallization 
of vocational preference as the main develop- 
ment tasks in adolescents, it would seem that 
majority of the adolescent students surveyed 
had spent little time and effort in thinking about 
their future careers, let alone making tentative 
plans or preparing for them. Among those who 

choice was a suitable one (55.2 %). When asked 
to list what they anticipated as possible 
obstacles in the materialization of their occupa- 
tional goals, they envisaged that lack of experi- 
ence would be their greatest obstacle (28.4%), 
followed by lack of proper training (22.5%), 
tough competition from others (22.2%) and 
lack of job-hunting skills (1 1.1 76). 

The relationship between self-awareness and 
career development has been much discussed in 
the literature. Holland (1981) found a positive 
correlation between maturity in career attitude 
and self-concept scores, an observation shared 
and supported by many other researchers 
(Octavia et al, 1976; Walsh & Osipow 1973; 
Poole & Cooney 1985). In this study, an 
attempt was made to determine the students' 
extent of self-knowledge and work knowledge 
by means of self reports which, to a certain 
extent, indicate their level of self-awareness and 
self-confidence. 

As can be seen in Tables 5 and 6, majority of 
the students admitted that they did not have 

TABLE 5 - EXTENT OF SELF-KNOWLEDGE 
N = 324 

of Knowledge 

Sec. 1 
Sec. 2.  
Sec. 3 
Sec. 4 
Pre. U 1  
Pre. U 2  

Sufficient 
% 

TABLE 6 - EXTENT OF WORK KNOWLEDGE 
N = 324 

Class Level/Extent None Insufficient Sufficient 
% 

15.0 73.8 11.2 
16.9 
30.8 
14.0 
20.0 
30.8 
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sufficient knowledge of their vocational interest 
and abilities to make a sound decision about 
their future careers (66.3 76). Neither did they 
have sufficient knowledge about the world of 
work to help them make a realistic career choice 
(80.2%). However, there seems to be in- 
creasing confidence across the age groups. 

Where do our secondary school students 

not unexpected. How well oriented an indivi- 
dual is towards work depends on his exposure 
to the world of work and the amount of occupa- 
tional knowledge he possesses. In the United 
States it is a common practice for high school 
students to obtain part-time employment or 
summer jobs during vacations but not so in 
Singapore. This lack of exposure to the world of 

stand in career maturity? ~ n k  way to find out is work,-coupled with the lack of career guidance 
to compare their performance in the Attitude at home and in school, may explain the dif- 
Scale with norms obtained in studies conducted ferences in the mean scores of the two groups. 
in other parts of the world. 

Table 7 presents the mean scores of the six 
age groups in the various aspects of the Attitude 
Scale. The American norms as reported by 
Crites were derived from a sample of 74,000 
American students (Crites 1978). It is obvious 
that the Singaporean students are less voca- 
tionally mature compared to their American 
counterparts. They seem less decisive about 
making a tentative career choice and less 
mature in compromising their ideals with 
reality. They are also less ready in considering 

Age Differences in Career Attitude 
Maturity 

To further investigate the profiles of work 
attitude development of the six age groups, all 
the raw scores are converted into T-scores with 
the mean fixed at 50 and the standard deviation 
fixed at 10 to allow for a common basis for 
comparison. 

Table 8 shows the group means of the stan- 
dard scores in the five subscales as well as in the 

their .future-careers as indicated by the lowe; total Attitude Score of the whole sample across 
mean score in the "Orientation" subscale. age groups. Careful study of the data reveals 
However, bearing in mind that our students three interesting observations. Firstly, one can 
have been hardly exposed to career guidance note an increasing maturity in work attitude in 
whereas career guidance is a regular feature in terms of a gradual increase in the mean scores - - - 
the American school system, such results are across the sample. This supports the findings 

TABLE 7 - THE DEVELOPMENT OF WORK ATTITUDES. 
A COMPARISON OF AMERICAN AND SINGAPOREAN ADOLESCENTS. 

N = 
Singaporean Sample: 324 
American Sample: 74,000 

Sec. 1 

Sec. 2 

Sec. 3 

Sec. 4 

Pre. U1 

Pre. U2 

Class Level 

Decisiveness 

3.99 
4.87 

3.66 
5.06 

4.13 
5.23 

4.00 
5.38 

4.67 
5.36 

4.59 
5.77 

Involvement 

7.01 
8.33 

7.19 
1 8.52 

7.38 
I 8.73 

7.38 
8.75 

7.92 
l 8.85 

7.92 
8.80 

Sample 

( Independence / 
Work Attitude Variable 

Orientation Compromise 

3.47 
4.62 

3.88 
4.91 

4.09 
5.15 

3.68 
5.31 

4.42 
5.45 

4.77 
5.69 

Attitude 

29.54 

24.61 
31.31 

26.62 
32.01 

26.48 
32.75 

29.72 
34.09 

30.31 
34.78 l 

Sample S = Singaporean sample in 1986 survey 
A = American norms as reported by Crites (1978) 
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TABLE 8 - PROFILE OF WORK ATTITUDES OF SINGAPOREAN STUDENTS 
N = 324 

Sec. 1 
Sec. 2 
Sec. 3 
Sec. 4 
Pre. U1 
Pre. U2 

Class Level 

Decisiveness 

49.4 
47.9 
50.0 
49.4 
52.6 
52.2 

Work Attitude Variables 

Orientation 

48.6 
l 47.5 

49.5 
49.8 
51.6 

l 
I 55.6 

Compromise 

46.3 
49.4 
50.9 
47.9 
53.4 
56.0 

Attitude 

of some American researchers who, by using ANOVA procedures shows that there are 
either the cross-sectional design or the longi- significant age differences between the six class 
tudind design, have accumulated much levels. 
evidence to suggest that work attitudes mature 
across age groups and within cohorts over time Sex Differences in Career Attitude 
(Crites 1971 ; Adelstein & Webster, 1979; Maturity 
Healy, 0 ' ~ h e a  &Crook, 1985). Secondly, one 
can also observe that individual age groups are 
all fairly consistent in their performance in the 
various subscales and no exceptionally high or 
low mean scores are recorded in any of the 
subscales. Compared to their American 
counterparts, the adolescent students in Singa- 
pore schools fare poorly in the areas of decisive- 
ness, orientation and compromise. Compared 
with their peers in the same age bracket, 
however, they seem to be a rather homo- 
geneous group. The third observation is that 
the increase in the total mean score is more 
clear-cut between Secondary 1 and Secondary 
3 students and between Secondary 3 and Pre- 
University students. This seems to suggest that 
the increase in maturity is more distinct and 
observable over a two year period. In any case, 
as shown in Table 9, analysis of variance using 

TABLE 9 - ATTITUDE SCALE MEAN 
DIFFERENCES BETWEEN CLASSES 

N = 324 

Attitude Variables 

Decision 
Involvement 
Independence 
Orientation 
Compromise 
Attitude Total 

p~ - -  

F Value 1 PROB 

SAS GLM/ANOVA, * p < 0.05 

While research on age-related differences in 
work attitudes has yielded consistent findings, 
there are conflicting opinions and research data 
concerning the existence and the importance 
of sex differences in the maturity of work 
attitudes. Smith & Herr (1972) found that girls 
scored higher in career attitude maturity than 
boys in the same grade. Furthermore, with 
advancing grade level the mean scores for each 
sex increased but girls consistently scored 
higher than boys across the age groups. Crites 
(1965), on the other hand, found only a few 
differences between boys and girls in their self- 
reports of career attitude and concluded. that 
gender may not be an important factor in the 
maturation of career attitudes of adolescents. 
To find out more about the Singapore situa- 
tion, a breakdown of the standardized group 
means of the five Attitude Scale variables are 
presented in Table 10 for comparison between 
the male and female students. 

Comparing the mean subscores of the boys 
and girls in the same class level, one can see a 
rather inconsistent picture with boys doing 
better in some areas and girls doing better in 
other areas. In the subscale, "Involvement", 
however, girls seem to fare better in some of the 
age groups (T-Test shows that three class levels 
have significant differences). Another inter- 
esting observation is that in the oldest age 
group, the   re-university 2 students who are 
at the threshold of either entering a tertiary 
institution or seeking employment, the girls 
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TABLE 10 - COMPARISON OF ATTITUDE SCALE SUBSCORES BETWEEN BOYS AND GIRLS 
BY CLASS LEVEL 

N = 324 

c~nsistently score higher than the boys in all 
five dimensions of the Attitude Scale (although 
T-Test shows significant differences in only 2 
sybscales). When the Attitude Scale is taken as 
a whale, however, T-Test procedures reveal 
that only the p~e-U '2 students show significant 
sex differences in favour of the girls. Such a 
findiag seems to suggest that sex differences in 
work attitude do exist in the older adolescents in 
tb&t the girls show greater involvement in 
career planning and seem more definite about a 
career choice. It must be reiterated, however, 
that the findings across the sample do not 
warrant the conclusion that on the whole girls 
are more mature than boys in their work atti- 
tudes as some researchers have found (Smith & 
Herr, 1976; Pedro, 1982). In fact, a T-Test fails 
to show any significant differences between the 
mean scores of the 127 boys and 197 girls in the 
s m p k  (T value = 0.3996 Prob = 0.6897). 

Cl- 1 Sex 

Sec.1 M 
F 

Sec. 2 M 
F 

~ e c . 3  M 
F 

Sec.4 M 
F 

Pre.Ul M 
F 

Pre. U2 M 
F 

Conclusion 

Although this survey covers but a small sector 
d the student population in Singapore schools, 
some important empirical evidence has been 
gathered in the light of the increasing aware- 
ness of the contribution and benefits of career 
guidance in education. 

7 

Work Attitude Variables 

The findings show that compared to their 
American counterparts, secondary school 
pupils in Singapore are less vocationally mature 
in the two vocational developmental tasks 
identified by Super (1963) as being char- 
acteristic of adolescent development; (a) crys- 
tallization of a vocational preference and (b) 
career exploration. Majority of the students 
surveyed are very vague about their career 
plans, let alone having a job preference. They 
spend little time and effort in career explora- 
tion. There is also a prevalent feeling among 
the students that they are receiving little help 
from home and school in this aspect of their 
development. 

Nevertheless there is some evidence in this 
study to show that both the home and the school 
can contribute much to enhance the career 
maturity of adolescents. Students in the sample 
seem to have benefited from career guidance 
activities organized for them in the school, even 
though such activities were rather inforrnal, 
being organized on an ad hoc basis. If the 
students could benefit from occasional and in- 

DeEisivness 

50.2 
48.9 

48.3 
47.4 

53.8 
48.6 

50.3 
49.0 

55.7 
58.6' 

47.1 
56.5" 

formal career guidance activities, how much 
more would they benefit from well-planned and 
systematic career guidance! 

While the school can play a vital part in the 
career development of our students, the role of 
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Involvement 

49.5 
46.8 

46.2 
50.9 

45.1" 
51.8 

49.5 
50.1 

49.3 
57.6" 

49.3 
56.2' 

Independence 

48.1 
49.5 

45.1 
49.6 

44.9 
49.9 

51.2 
50.5 

54.7 
53.3 

51.1 
54.0 

Orientation 

51 .O 
47.1 

48.2 
46.9 

53.9.' 
47 9 

52.7' 
48.5 

52.8 
50.1 

51.1 
59.4 

Compromise 

45.5 
46.3 

50.3 
48.7 

51.3 
50.8 

49.3 
47.2 

55.4 
51.1 

53.6 
58.1 

Attitude 

47.5 
46.4 

46.0 
47.4 

51.3 
49.5 

52.3 
48.6 

56.4 
53.3 

50.9 
60.3** 



the family can never be underrated. This study 
has found that parental involvement and 
availability of role models have considerable 
influence on the career development of adole- 
scents. One implication for such a finding is 
that to be effective, career guidance pro- 
grammes organized in the schools must attempt 
to involve the parents as well in the career 
planning and career exploration of our 
adolescent students. 
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The Development of a New Measure of Pupils' Self- 
Esteem in Singapore Secondary Schools 

Lui Hah Wah Elena 

ABSTRACT 

This article is a brief account of the de- 
velopment of a new measure of pupils' self- 
esteem for use in Singapore's secondary 
schools. The new measure named "Self- 
Esteem Checklist" (SEC), is a self-reporting 
instrument comprising 25 items grouped 
under 4 subscales. It has been pilot tested 
twice (in September 1986 and March 1987)' 
before the main study was conducted in 
May, 1987. The findings of the second pilot 

Towards Excellence in Schools 

In "Towards Excellence in Schools" (1987), 
the tweleve school principals (who have visited 
a selection of twenty-five good schools in the 
United Kingdom and United States) reported 
that these schools had a philosophy of education 
that "focused sharply on, centered around and 
revolved about the child. . . . And the ultimate 
aim was to give every person a realistic ap- 
praisal of his own worth and a sense of personal 
accomplishment; a self-assurance and con- 
fidence that would allow him to hold his own in 
life later on. The aim was to stretch each child 
to the limits of his academic ability, to fully 
develop any special talents and, ultimately, to 
ensure that no child left with any sense of in- 
adequacy or failure" (p. 1 1). These principals 
found that the supports for pastoral care and 
career guidance in Singapore schools very 
weak in contrast to those that are built into the 
British and American schools, and which 
contribute to their success. They therefore 
recommended that "to cater to this very impor- 

study and main study yield support to the 
validity and reliability of the SEC, and its 
correlation with pupils' academic achieve- 
ment. This instrument, when used with 
proper guidance, may facilitate teacher- 
counsellors' understanding of pupils' self- 
esteem, and help pupils know more about 
themselves, in the pastoral care as well as 
career guidance programmes. 

tant area in total development of pupils, a 
well-planned comprehensive pastoral care and 
career guidance programme be introduced in 
each school. Teachers should be involved as 
pupil counsellors" (p. 72). 

Care for Pupils' Personal Growth 

In any pastoral care and career guidance pro- 
gramme, the component of pupils' self-appraisal 
or self-awareness is fundamental and essential, 
because it serves as the common block for 
other components to build upon. This is espe- 
cially vital to secondary school pupils (age 13 to 
16) who are at the stage of identity crisis 
(Erikson, 1963, 1980). It is necessary for an 
adolescent to ascertain his identity in each of his 
life roles, to find meaning in what he is doing, 
and to have a sense of worthiness in his exis- 
tence. How he sees and values himself, directly 
or indirectly affect how he conducts himself, re- 
lates to others and copes with external demands 
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from his daily life, at home, in school and in 
society. Coopersmith (1967) has reported that 
persons high in self-esteem approach tasks and 
people with the expectation that they will be 
successful and well-received. Persons low in 
self-esteem are more destructive and anxious. 
Wylie (1961) reveals that persons who seek psy- 
chological help frequently acknowledge that 
they suffer from feelings of inadequacy and 
unworthiness. "Whether working with 
students in school or clients in a clinic, it is 
useful to have a psychological framework 
within which behavioural observations can 
be integrated and understood. One such 
possibility is to operate from a self-concept 
frame of reference, a theoretical view that 
begins with the idea that each person has (a) a 
self (a sense of personal existence), (b) a self- 
concept (an idea of personal identity) and ( c )  a 
certain level of self-esteem (feelings of personal 
worth), . . . " (Hamachek, 1985). To opera- 
tionalize the realistic assessment of pupils' self- 
concept, numerous instruments have been 
developed and validated by professional 
counsellors, and school psychologists in coun- 
tries like the United States, United Kingdom, 
Australia, Canada, etc. However, there are not 
many such instruments developed and vali- 
dated in Singapore for teachers to use in coun- 
selling their pupils or enhancing rapport with 
their classes. This paper reports the develop- 
ment of a valid and reliable measurement of 
self-esteem of pupils in Singapore. 

The Self-Esteem Checklist (SEC) 

The Self-Esteem Checklist (SEC) is a self- 
reporting twenty-five items instrument that 
requires the respondent to check either "Yes" 
or "No" against each statement (item). These 
25 items are grouped under four subscales as 
follows: 

There are 13 positively phrased items and 12 
negative items. When the response is "Yes" to 
a positive item, or "No" to a negative item, 
one point (" 1 ") will be scored. If the response is 
"NO" to a positive item, or "Yes" to a negative 
item, then it scores zero ("0"). The possible 
raw scores range from "0" to "25". To con- 
vert these to the SEC scores, users should 
multiply a raw score by 4 to facilitate the inter- 
pretation of scores on a 100-point scale. Thus, 
the possible maximum score is "100" and the 
minimum is "0". 

The design of SEC is reflective of the main 
features of short form of Self-Esteem Inventory 
(SEI) (Coopersmith). * The four subscales of 
the SEC are the same as those in the SEI. 
Coopersmith proposed that SE1 be used to 
measure the subject's "self-attitudes in four 
areas: peers, parents, school and personal 
interests" (Coopersmith, 1967). Kokenes in 
her doctoral dissertation analysed the res- 
ponses to the SE1 factor school form (50 items) 
by 7593 children, (grades 4 through 8) in 
Illinois, U.S.A. She reported as follows: ". . . 
it appears that the SE1 is a factorially complex 
instrument. In addition, the factors which 
emerged in this study confirm the construct 
validity of the subscales proposed by Cooper- 
smith as measuring sources of self-esteem". 
The reason for using a twenty-five items scale 
instead of a fifty items scale was to make it less 
difficult and complex for pupils in the lower 
secondary schools in Singapore, especially 
those in the normal course whose proficiency in 
the English language is rather poor. All the 
items are phrased in simple sentences with 
vocabularies that are within the grasp of most 
secondary one pupils. 

'A briefsample of the SE1 is inserted in the writer's artide "A Measure of 
Self Esteem in Singapore Secondary Schools" in Singafiore Journal of 
Education, V 7 ,  N l ,  1985, p. 23. 

TABLE 1 

1988 VOL 9 NO 1 . 49 

Subscale 

General Self 
Academic- School 
Peers-Social 
Home-Parents 

Item No. 

1 ,  3 ,  4, 7, 12, 13, 15, 18, 19, 24, 25 
2,  10, 1 1 ,  17, 23 
5, 8 ,  14, 21 
6, 9 ,  16, 20, 22 

Total Number of Items 

1 1  
5 
4 
5 



The First Pilot Study 

The first pilot study was carried out in 
September 1986 in two secondary schools. The 
sample of 128 pupils comprised 32 boys and 32 
girls from Secondary 1, and the same number 
from Secondary 2. The analysis of data col- 
lected from this pilot study has showed the Self- 
Esteem Checklist (SEC) and its four subscales 
have internal consistency ranging from 0.3 1 to 
0.66 (KR20s). The first subscale "General 
Self' is the weakest (0.3 1) due to two very weak 
items, No. 1 (D.I. = 0.06) and No. 3 (D.I. = 
0.02). It is necessary to replace these items. 

The factor loadings of all SEC items are 
congruent with the four subscales, except No. 3 
which has only 0.12. The other items' loadings 
range from 0.37 to 0.88. The "Academic 
School" subscale and other three subscales 
have significantly positive inter-correlations at 
p <0.05 level. Its correlation with the SEC 
total scale is 0.51. 

The findings of this pilot study show that 
the Self-Esteem Checklist (SEC) and its four 
subscales have internal consistency ranging 
from 0.47 to 0.68 (KR20s). The first subscale 
"General Self' has a reliability of 0.47 which is 
greater than the finding of the first pilot study 
(0.31). All the SEC items attain a dis- 
criminating level ranging from 0.13 to 0.52. 
Only one item has a D.I. of 0.13 (No. 24). The 
factor loadings of all SEC items are congruent 
with the four subscales with a range of 0.38 to 
0.85. The "Academic School" subscale and 
other three subscales have significantly positive 
inter-correlations ranging from 0.20 to 0.29 at 
p<  0.05 level. Its correlation with the SEC total 
scale is 0.63. The SEC has a positively signi- 
ficant correlation (0.34) with pupils' academic 
mean scores. The mean score of PSLE aggre- 
gates ofthis sample is 273.33, the S.D. is 35.33. 
There are a bigger range and a lower mean 
than Pilot Study One, because more Normal 
course pupils were included. The proportion is - - 

The Second Pilot Study 
closer to the national student population. 

The SEC Pilot Study Two version was written The Main Study 
after a brainstorm session in a staff interaction 
seminar at the Institute of Education. There 
were two replacement alternatives, A & B, for 
each of the two very weak items (No. 1 and No. 
3), inserted into the first version of the SEC. In 
March 1987, the SEC Pilot Two version was 
administered to another sample of 128 pupils in 
the same schools. Again there were 32 pupils in 
each level by sex group. The data analysis 
showed that the combination of the replace- 
ment alternatives No. 1B and No. 3A gave the 
most satisfactory results in terms of discrimin- 
ability and reliability (Table 2). 

In May 1987, the SEC Main Study version was 
administered to a sample of 320 pupils at secon- 
dary one and two levels in two secondary 
schools. The distribution of pupils by sex, level, 
stream and school is shown in Table 3. 

The findings of this main study yield support 
to the SEC'S validity and reliability. It has an 
internal consistency at a 0.73 level (KR 20) and 
the range among the 4 subscales is from 0.42 to 
0.75 (Table 4). All the items, except two, attain 
sufficient level of discrimination ranging from 
0.16 to 0.53. Items No. 10 and No. 15 have a 

TABLE 2 
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4 Option 

Items 

Discrimination 
Index 

KR 20 
General Self 

Total Self 

3 

No. 1B 

0 39 

No. 1B 

0.38 

2 

No. 3A 

0.25 

No. 3B 

0.22 

No. 1A 

0.32 

.52 

.68 

1 

.49 

68 

No. 3A 

0.23 

No. 1 

0.26 

47 
P--- 

67 

No. 3 

0.11 

.40 

.66 



D.I. at 0.11 and 0.13 respectively, slightly "Academic School" subscales. The "General 
lower than the 0.16 criterion. Most of the items' Self' subscale, which has eleven items, spreads 
factor loadings are congruent with the four over five factors. The SEC "Total" Scale has 
subscales; loadings range from 0.34 to 0.80. eight factors altogether, with a final community 
The strongest factor is the "Home Parent" estimate total at 13.47, i.e. 53.88 % of the total 
subscale, followed by "Peer Social" and variance explained (Table 5). 

TABLE 3 

TABLE 4 

1988 VOL 9 MO 1 . 51 



TABLE 5 

Factor Subscale Item Loading 

I Home-Parent I'm happy at home 0.72 
Think of leaving my family 0.75 
Parents don't care how I feel 0.75 
Parents don't understand me 0.76 
Parents tend to pressurize me 0.51 
Usually many things bother me 0.37* 

I1 Peer-Social People have a lot of fun with me 
People like my ideas 
Peers like me a lot 

I11 General Self Enjoy talking in front of class 
Take long time to decide 

(Personal Efficacy) Get used to new things fast 
Feel free to express opinion 

IV School-Academic I'm proud of my school work 
Don't give up easily in study 
Teachers think I'm doing fine 
People like my ideas 

V General Self It's not easy to be me 
(State Anxiety) I'm confused with things in my life 

Usually many things bothering me 

l General Self I'm not doing the best I can in school 
(Ideal Self) I'm a reliable person 

l vll 
General Self I don't think highly of myself 
(Self-Worth) I'm not as popular as most people 

V111 General Self I'm not good looking 0.63 
(Self-Image) I would change many things about myself if I could 0.53 

I would rather be myself 0.45 

* Double Loading 
b 

The "Academic School" subscale and the 
SEC have significant positive correlation, 0.55 
(p < 0.05); but rather low correlations with 
"Home Parent" subscale, 0.22 (p<0.05), 
and "Peer Social" Subscale, 0.17 (p < 0.05) 
(Table 6). 

The pupils SEC scores correlate with their 
PSLE results at 0.34 (p< 0.05), consistent with 
the finding of the Pilot Study Two. The PSLE 
aggregates mean score of this sample is 293.94, 
with a range from 172 to 369, and the S.D. is 
40.38. For the secondary 2 pupils (N = 160), 
correlational analysis found a high value (0.42, 
p < 0.05) between their secondary 1 final results 
and their SEC scores. The mean score of their 
secondary 1 final aggregates in percentage is 
66.6%, the S.D. is 7.8 % and the range is from 
42 % to 84.6 % . The "Academic School" sub- 
scale has positive correlations with these pupils' 
academic achievement too. The correlation co- 

efficients are 0.21 with PSLE results and 0.31 
with secondary 1 results (p < 0.05). These sup- 
port what has been expected, that is school 
grades have closer relationships with pupils' 
global self-concept and academic self-concept 

TABLE 6 

S E C  

SUBSC2 SUBSC3 SUBSC4 SECSC 
(Sch) (Peer) (Home) (Total) 

SUBSCl 0.22954 0.45030 0.34838 0.83101 
P E N )  
SUBSC 0.17089 0.21870 0.54619 

SUBSC 0.06422* 0.58827 
(PEER) 

SECSC 0.61916 
(HOME) 

p < 0.005 except 
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than the results they attained from a nation- Measure with Care 
wide common test (PSLE). 

The analysis of variance showing scores dif- 
ference between sex by level is only significant 
at secondary 2, the F value is 7.8 (p < 0.01). 

The comparisons of subscale scores by sex 
at secondary 2 show significant differences 
between boys and girls in the "General Self' 
subscale (X2= 7.20, df= l ,  p<0.01), and 
"Home Parent" subscales (X2 = 9.13, df = l ,  
p<0.001) (Tables 8 & 9). 

The Self-Esteem Checklist (SEC) Main Study 
version, which is an improved product as a 
result of the Pilot Studies One and Two, has 
been proven to be quite a promising new 
measure of pupils' self-esteem in Singapore 
secondary schools. However, users of this 
instrument must take care in their interpreta- 
tion of the SEC scores, with individual pupils 
or classes. Just like any musical instrument 

TABLE 7 

TABLE 8 
General-Self Subscale 

Male Female 

TABLE 9 
Home-Parent Subscale 

One possible interpretation of this finding is which usually needs some fine tuning before it 
that girls generally have lower self-esteem than stages a satisfactory performance, the Self- 
boys, and secondary 2 girls feel the pressure Esteem Checklist and other assessment tools of 
from home or parents is on them. These 
observations are not uncommon in the Singa- 
pore society. In a meta-analysis of the data 
collected by ten teacher-trainees (who adminis- 
tered the Self-Esteem Inventory to 342 pupils, 
secondary 1 through secondary 4), it was found 
that in the secondary 2 sample (N= 144) the dif- 
ference of scores between sex is significant, boys 

self-concept may need some adjustment of 
certain items when used in different classes or 
groups of pupils. The most important point to 
bear in mind is that the score can just serve as 
an indicator of the pupil's ideas about himself at 
a particular time when the "test" is taken. 
There may be many other variables or features 
of his "self' not reflected in this measure. - 

had higher mean scores than girls, the F value is Any measure of self-esteem, no matter how 
7.94 (p<0.01) (Lui, 1985). In a study on the valid and reliable, is no more than a reflection 
relationship between locus of control, self- of a fraction of the inner self which is some- 
concept, past performance and academic what like a misty pond to us sometimes. 
achievement (Khoo-Ong, 1986), the findings 
show that males (college students) are more - 

internal and have a higher self-concept than 
females. Females on the other hand, have a 
better past performance than males. 

1988 VOL 9 NO 1 . 53 



ACKNOWLEDGEMENTS 

The writer would like to express her gratitude 
to the principals, teachers and pupils of the four 
schools who participated in this research. And 
many thanks to the colleagues of School of 
Foundation studies of the Institute of Educa- 
tion for their kind assistance in various ways. 

REFERENCES 

Coopersmith, S. (1 967), The Antecedents of Self-Esteem. Palo 
Alto, CA: Consulting Psycologists Press Inc. 

Erickson, E.H. (1963), Childhood and Society. New York, 
N.Y.: Norton. 

Erickson, E.H. (1980), Identity and the L$e C~ycle. New York, 
N.Y.: Norton. 

Hamachek, D.E. (1985), The Selfs Development and Ego 
Growth: Conceptual Analysis and Implications for Coun- 
sellors, Journal of Counseling and D e u e l F t 6 4 ,  Oct. 
p. 136. 

Khoo, Ong, P.Y. (1986), Locus of Control, Self-Concept, Part 
Performance and Social Economic Status in Relation to the 
Academic Achievement of Singapore Technical College 
Students. M.Ed Thesis, NUS, Singapore. 

Kokenes, B. (1978), A Factor Analytic Study of the Cooper- 
smith Self-Esteem Inventory, Adokscence, V13 N49, p. 154. 

Lui, H.W. (1985), A Measure of Self-Esteem in Singapore 
Secondary Schools, Singafmm Journal of Education, V7 NI,  
pp. 22-26. 

M.O.E., Towards Excellence in Schools - A Report to the 
Minister For Education, Republic of Singapore (1987). 

Wylie, R. (1961), The Self-Concept, Lincoln, NE: University of 
Nebraska Press. 

5 4 .  SINGAPORE JOURNAL OF EDUCATION 



Adolescent Stress and Management Strategies: Some 
Lessons for Schooling and Society 

Elwyn Thomas 

ABSTRACT 

The research discussed in  the present paper, 
set out to find how a sample of Singaporean 
adolescents perceived and managed different 
sources of stress. The sample totalled 212 - 
pre-university students with equal numbers 
of boys and girls, and a mean age of 17 years 
5 months. The students attended a number 
of junior colleges in  the republic, with the 
sample ethnicity reflecting national propor- 
tions. Measures of stress included Behaviour 
Profile, Life Events, School Stress Factors, 
Home-School Stress Conditions and Stress 
Symptoms. All measures were administered 
as questionnaires. 

The results showed that several features of 
Type A behaviour emerged and that school 
examinations, job aspirations, school work 
and homework were the principal stressors. 

Introduction 

This paper is concerned mainly with how 
Singaporean pre-university aaolescent stu- 
dents perceive stress through self report and 
what is implied in the findings for teachers and 
parents of adolescents and to some extent for 
society in Singapore. 

In countries where there are few natural re- 
sources there is always a high premium put on 
developing human potential. Such countries 
are often committed to considerable expendi- 

The author wishes to acknowledge the valuable pan played by trainees 
and teachers who made this research possible as well as pre-university stu- 
dents who so willingly responded to our questionnaires. 

Fear of the unexpected, exhaustion and lack - 
of concentration were the most quoted stress 
symptoms. Science students appeared to be 
more stressed than arts students. 

Among the main management strategies 
employed by these adolescents at home, were 
listening to music, reading and exercise, 
while stress in school was managed through 
self control, self-sufficiency and sharing 
problems with peers. In  the main, most 
students seemed to, be able to cope by 
adapting to stressful situations as they arose 
at a particular time. 

Some of the more important implications 
of the above findings are discussed in  the 
context of schooling in Singapore and in the 
wider context of society. 

ture on education with high expectations of 
social and societal outcomes. One of the effects 
of these high expectations, is the stress that chil- 
dren experience in order to achieve good results 
in school. Furthermore, the effects of stress are 
not only confined to school but in the home and 
other environments. 

The research which is reported in this paper 
was carried out by the author* in collaboration 
with some trainee students at the Singapore 
Institute of Education, teachers and pre- 
university students from Singapore schools and 
colleges. The nature of the research reported 
here is psychological but with emphasis on 
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the implications the findings may have for 
teachers, parents and others closely associated 
with the education process. 

The population of Singapore is just over 2.4 
million living on a small land mass the size of 
the Isle of Wight. This is relatively small when 
compared to Singapore's neighbours such as 
Thailand, Indonesia and Malaysia, Cowan 
and Maclean (1984). The ethnic proportions of 
the population are 76 7% Chinese, 15 7% Malay, 
7 %  Indian and the remaining 2% Eurasian. 
It is a city state without a significant rural or 
agricultural sector. It however achieved a rate 
of economic growth and degree of industrial 
development unparalleled by any other South- 
east Asian economy in the 1960's and 1970's, 
although in recent years it has been overtaken 
by Taiwan, Hong Kong and Sduth Korea. 

These economic conditions have meant that 
education in Singapore has become universal at 
the primary level and almost so at the secon- 
dary level. Technical and vocational education 
is well developed and, although access to ter- 
tiary education is selective, there is a variety of 
institutions for students who qualify for them to 
chose from. 

The education system according to Seah and 
Seah (1983) emphasizes apart from politicisa- 
tion, gaining of knowledge and socialisation of 
its populace and ensuring that economic 
growth and development is the supreme and 
overriding objective. Because of Singapore's 
lack of resources, redeemed only by its strategic 
location, natural harbour and abundant labour 
force, the development of human resources is 
crucial. Since human resources form a signi- 
ficant component of Singapore's limited 
resources, the economic consideration is 
obviously to educate as many of the school- 
going population as high up the education 
ladder as possible. 

The findings of the Goh Report (1979) 
showed that there was considerable wastage at 
all levels of the education system, and so a new 
education system was proposed which put 
much store on selection as early as possible in 
the system. The first streaming exercise takes 
place when the child is about 9 years old. The 
second selective process is when the child is 
between 12 and 13 years old and then at 16 
years there are the General Certificate of 
Education (GCE) '0' level examinations fol- 

lowed by the 'A' level examinations for those 
who proceed to Junior College. 

The system therefore described above, is a 
potential scenario for stressful schooling and 
although according to Gopinathan (1986), 
educational opportunities are available and the 
academic competition amply rewarded, there is 
a widespread belief that the system is stressful 
and overcompetitive. If we take schooling to 
encompass not only the time spent on learning 
and teaching in class but also home conditions 
involving living space, parental and sibling 
pressure, peer attitudes towards achievement 
and aspiration, as well as employer's demands 
and those of tertiary education, we can identify 
a number of key potential stressors. These are: 
(a) The School System 
(b) Parents, Siblings and Peers 
(c) Societial and Environmental Influences 

While research into stress and schooling is 
only now beginning to be of interest in Singa- 
pore (Thomas 1985, 1987), this research area 
has had considerable attention paid to it by 
workers in America and other Western coun- 
tries. However, from what has been said earlier 
in this paper, the conditions in the Republic of 
Singapore seem to be ripe for exploring in 
further detail, various facets to the subject of 
stress as it relates to schooling and childrens' 
home conditions. Before discussing the re- 
search which was carried out in this study, it is 
necessary to establish what stress is and how 
different views of the phenomenon are used in 
the research. 

The Nature of Stress 

Inspite of the apparent chaotic disagreement 
over the definition of the term stress (Rutter 
1981), it is incredibly persistent in its use in 
biology, medicine, and psychology. As long as 
it is used in a sufficiently vague and general way 
it appears to be understood by both layman and 
academic (Cox 1978). 

However, attempts have been made to arrive 
at more precise definitions of stress. We have 
Selye's general adaptation syndrome which 
describes a form of bodily reaction or response. 
Rutter (1981) has commented on the over-wide 
nature of the term, stating that a more discrimi- 
nating analysis of stressful life events or 
happenings might lead to a clearer concept. 

56. SINGAPORE JOURNAL OF EDUCATION 



This hopefully will provide a better under- 
standing of the processes involved in stress. 
Lazarus (1971) has emphasized that occupa- 
tional stress is not a characteristic of either the 
work environment or the person, but a con- 
sequence of the two interacting together. He 
sees the individual's cognitive appraisal of a 
situation that defines it as stressful. A person's 
appraisal can be irrelevant, benign positive or stress- 
ful. In an irrelevant app~aisal, the situation has no 
impact, in a benign positive appraisal, the en- 
counter a person makes is positive, while in a 
st~essful situation, harm, threat or challenge is 
experienced. In other words, stress is experi- 
enced when a person who had exceeded his re- 
sources and is in danger of harming his or her 
well being. Adjustment and coping are at the 
core of recent approaches to stress, and are 
underlined significantly by Lazarus's (1966 
and 1976) seminal work on prescriptive models 
and classifications. 

The process-orientated approach towards 
coping provides another alternative way of 
examining the nature of stress. This has been 
the line of research which Meichenbaum (1 977, 
1983) and Schonpfug (1983) have emphasized. 
Stressful situations are treated as problem 
situations and coping as a form of problem 
solving behaviour. The development of stress 
and coping as problem and problem solving 
model show the importance of cognition in 
stress theory. Cox (1978) also views stress in 
terms of a rational model and emphasizes the 
perceptual nature of stress rooted in the indivi- 
dual's cognitive appraisal of his situation. In a 
later article, Cox (1987) amplifies the cognitive 
nature of the rational model, in which it could 
provide a framework for training individuals in - 

personal coping skills, and for planning inter- 
ventions at both the individual and organisa- 
tional levels. For the purposes of the present 
research, stress is conceptualised along the lines 
of Meichenbaum and Schonpfug. That is, the 
stressful situation is viewed as a problem and 
the management of stress is a venue for solving 
the problem. 

Schooling and the Nature of Stress 

When one views the nature of stress in the 
context of schools and schooling, an intricate 
set of relationships needs to be considered 

which involve teachers, pupils, parents and 
school policy makers. All have their roles to 
play in the process of schooling and education. 
All are subject to varying degrees of stress and 
each in their turn may be the actual cause of 
stress. In this paper, I am particularly in- 
terested in examining the stress that pre- 
university students perceive, and so the focus of 
the research is directed towards this group. 

Research into pupil and teacher stress in the 
United States, United Kingdom and other 
countries has increased significantly in the last 
decade as the demands of modern living in- 
crease the likelihood of stress becoming a real 
problem. Thoresen and Eagleston (1982) have 
developed a model of Chronic Stress in Chil- 
dren and Adolescents as part of the Stanford 
Health in Youth Project. They felt that many 
needs of youth concerning stress needed to be 
assessed and evaluated. They also saw the need 
to equip youth with appropriate resources to 
manage chronic stressful situations. 

Dunham (1976, 1977, 1981) working in the 
United Kingdom on Pupil stress and Teacher 
stress, sees the importance of identifying situa- 
tions which disruptive pupils produce in the 
establishment of stress in classrooms. By identi- 
fying such situations e.g. rowdyism, theft and 
violence, a better understanding of stress and 
responses to stress can be obtained so that 
working conditions in school and community 
may be improved. 

Another model used to assess the level of 
stress in youth as well as adults has been the 
Type 'A' Behaviour Pattern (TABP) developed 
by Friedman and Rosenman (1974). This has 
been used extensively in identifying these types 
in college students - e.g. Waldron Hickey et. al 
(1980); with high school students - Butensky, 
Farali, et. al (1976); and with younger school 
age children, Matthews and Angula (1980). 
However, while identifying TABP is of impor- 
tance to the study of stress there is still much to 
do in the area of demands made on youth to 
manage chronic stress. Coddington (1972a 
1972b) began work revising the lists of major 
events and changes that might confront chil- 
dren, but again while his work is valuable, it 
does not go into the intricate process and 
mechanisms involved with stress states. 

Erikson (1968) is well known for his theore- 
tical position concerning developmental crisis 
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which present challenges to youth, and re- 
searchers such as Hamburg (1974) Burke & 
Weir (1978) and Hamburg and Hamburg 
(1978) have chartered key transition times and 
associated tasks or challenges in high school and 
college students in the USA. The work of 
Antonovsky (1979) has gone further in this 
respect and actually provided a comprehensive 
picture of major resources that are useful in bal- 
ancing demands with responses. Antonovsky's 
list ranges from the material and physical 
(money, strength), through to cognitive (self 
concept) to interpersonnel play (friendships). 

While research carried into stress with chil- 
dren has been fairly extensive in the USA; in a 
contrast to this, the Singapore situation has 
received, until the present study, little attention 
as an organised research field. This however, is 
not to say stress in school children has not 
received its fair share of media attention. Initial 
studies by Thomas (1985)(1987)(1987a) have 
been carried out on Singapore adolesceats. The 
present author found that homework overload, 
homework depression and homework difficulty 
were perceived as the main stressors by secon- 
dary school adolescents. It was found "educa- 
tional stress" was particularly initiated by 
parents; and peers who were doing well and 
who may take a superior attitude towards those 
students not doing so well. 

Therefore the aims of this paper are as 
follows: 
(1) To trace out some of the more characteristic 

features that contribute to a stress profile of 
pre-university students; 

(2) To examine the ways in which pre- 
university students manage their stress; 
and 

(3) To discuss the implications the findings 
may have for Schooling and Society in 
general. 

The Sample 

The sample of pre-university students attended 
a number of junior colleges with an above 
average academic record. The number of 
students included in the study was 2 12 of which 
about half were in their first year and the other 
half in their second year. The number of girls 
and boys were exactly half. The ethnic propor- 
tions were 75% Chinese, 10% Malay, 10% 

Indian and the remaining 5% Eurasian. The 
mean age was 17 years 5 months covering an 
age span of 16 years - 19 years. Fifty seven 
percent of students studied Arts and Commerce 
subjects and the remaining forty three per- 
cent Science. The socio-economic status of the 
fathers of the students reflected 50% from low 
income groups and the remainder fairly evenly 
distributed between middle and high income 
categories. (See Appendix 1 for further details 
of the sample for the whole study). 

Instrumentation 

(1) Behauioztr Projile - including self rating of 
items such as punctuality, competitiveness. 

(2) Life Euents - ticking of 22 events some or 
all of which had occurred to the students 
over 1 year. 

(3) School Stress Factors - rating the extent to 
which certain items, e.g. workload, school 
examinations, etc. were perceived as 
sources of stress. 

(4) Home and School Stress Conditions - rating 
items which contributed to stress such as 
home noise and homework conditions. 

(5) Stress Symptoms - how often they experi- 
enced headaches, breakdowns, etc. 

(6) Coping Mechanisms - open report of how 
they coped at home, in school and other 
places with their stress. 

More details concerning the above instru- 
ments can be obtained from the author. 

Results 

The Behaviour Profile Measure gives an 
indication of the respondent's perception of 
personality traits such as punctuality, determina- 
tion, competitiveness and general fast pace of life. 
These traits are in fact marked features of this 
sample of students. From the author's know- 
ledge of the life of Singaporean pre-university 
students, such a profile is not unexpected. The 
four traits specifically mentioned above show 
that this sample indicates several key TABP 
characteristics and the F Value in Appendix 2 - - 

shows the mean differences for selected items 
are significant, with distinct punctuality, pace - 

of life and those items with a similar range of 
mean values to be contributing significantly to 
this type of profile. 
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Life Events 

The life euent measure with all its shortcomings 
does supply some form of social background in- 
formation to each respondent's stress situation. 
School tests, school holidays and less happy 
family changes, are the most common events. 
Changes in school and parental pressure to do 
well in school was cited by less than 50 % of res- 
pondents. Other events such as attaining high 
school grades, vacation time spent at school and 
break-up of friendships appear to be cited by 
less than 30% of the sample. Clearly, school 
tests are events which happen to most children 
and, with the concern felt by children about 
school tests and to do well in them, such a life 
event needs to be accounted for in examining 
an adolescent's stress profile. The results in 
Appendix 3 show differences in mean values 
between Arts and Science students and 
between males and females as to their life event 
experiences. The values throw some light on 
the various backgrounds to these categories of 
our sample. If life events are indicators of a 
stress substratum, then the gender differences 
and the choice of subjects may give us valuable 
information about our sample of adolescents' 
stress profiles. 

School Stress 

The results for this measure show how school 
examinations, school workload and schoolwork 
done at home figure highly in these adolescents' 
perceptions of their stress. Stress too is also seen 
to be associated with job aspirations. 

The stress perceived through relationships 
with school personnel such as School Principal 
and Discipline Master plus the ever present 
threat of school rules are not perceived as highly 
as school tests and job aspirations. 

However, the teachers who teach these 
adolescents are perceived as greater sources of 
stress than those occupying higher status roles. 
This is probably due to more frequent contacts 
with their students. 

Travelling to school which in Singapore can 
be time consuming and uncomfortable due to 
the hot climate, is also perceived as having less 
stressful consequences than items depicting 
school situations. It is likely that Singaporean 
adolescents are well adapted to this part of their 
daily routine and find in travelling time a 

chance to sleep, which is a coping mechanism 
quoted by many in the present study. 

The mean differences between selected items 
shown in Appendix 4 are significant; under- 
lining the role school examinations play when 
compared to other sources of stress. There is, it 
seems here, a tie up with the background in- 
formation from life events in which the most 
cited life event i.e. school tests is also perceived 
as being the greatest source of stress for these 
adolescents. 

Home - School Related Stress 

The results for this measure show that re- 
stricted time for homework and depression 
about school performance have amongst the 
highest mean values; while differences with 
teachers and excessive noise at home and school 
are seen as contributing less to stress as the 
lower mean values testify. The mean difference 
between selected items in Appendix 5 shows the 
differences to be significant at the p < .001 
level. The results emphasize that time, when 
manipulated in the form of strict deadlines, is 
perceived to produce considerable stress espe- 
cially when it comes to homework. On the other 
hand relations with teachers and environ- 
mental factors such as noise are rated low. It 
appears that interpersonal relations concerning 
students and their teachers, are seen to be less 
stressful than the demands teachers make, and 
the time restrictions on homework that ori- 
ginate from these demands. One could say that 
the emphasis on high achievement is being 
passed on by the teachers in the demands they 
make on children to do homework, and 
complete it on time. 

Stress Symptoms 

Breakdown and sleep problems considered by 
most clinicians as among the key stress 
symptoms were rated low by this sample as 
were headaches. However, worry about the 
unexpected and problems concerning con- 
centration proved to be the most likely 
symptoms of stress. 

With all the demands which are made on 
pre-university students and the fairly strict 
homework routine that many of them have, 
anything that is an extra demand and unex- 
pected is a likely source of stress. The unex- 
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pected demand may be more homework, peer 
competition and emotional upset. Again, the 
high mean value (see Appendix 6) obtained for 
mental exhaustion and difficulties in concentra- 
tion is an expected finding, in view of the fact 
that, with the pressures and demands made on 
Singaporean pre-university students, inability 
to concentrate due to exhaustion and tiredness 
is commonplace. The values for selected items 
in Appendix 6 show the means for break- 
down and for the unexpected. The differences 
between these values are significant. This pro- 
vides encouragement in so much that if break- 
down is rated the lowest perceived symptom, 
then for this sample the managing and coping 
strategies which are adopted and discussed 
later in this paper appear.to be successful in 
counter-acting extreme outcomes of high stress 
situations. 

Stress and Students' Subject Choice 

stress symptoms and Home-School Stress, and 
Perceptions of Stress Symptoms and School 
Stress, an interesting trend emerges. It can be 
seen from Table l that science students show a 
considerably higher level relationship between 
these measures than arts students. In other 
words, not only are science students' per- 
ceptions of school and home stress greater than 
their counterparts in the arts classes but also 
they express it in their perception of stress 
symptoms. The results for arts students show 
that their levels of perceived stress are nega- 
tively correlated with stress symptoms; indi- 
cating that not only are arts students' perceived 
stress lower than that of science students but 
also that their expression of symptomatic stress 
is minimal. It is generally held by most Singa- 
porean teachers and students that sciknce 
students occupy a more competitive position, 
they are subject to more demands being made 
on them by the school and are selected early in 

When one compares the results between stu- the system to become science students. Also in 
dents who choose to study science and those view of the greater demands on science 
who choose arts subjects in their perceptions of students' time compared with arts courses espe- 

TABLE 1 
CORRELATION VALUES FOR GLOBAL SCORE COMPARISONS BETWEEN HOME-SCHOOL STRESS 

MEASURES; STRESS-SYMPTOMS MEASURE AND OTHER STRESS MEASURES IN SCIENCE AND 
ART STUDENTS N = 207 + 

Home-School Stress Measure 

Means 
Standard Deviation 
N 
Behaviour Profile 
Life Events 
School Stress 
Stress Symptoms 

Stress Symptoms Measure 

Means 
Standard Deviation 
N 
Behaviour Profile 
Life Events 
School Stress 
Stress Symptoms 

Science Students 
35.60 
5.25 

117 
0.05 
0.23 
0.46** 
0.49** 

+ 5 Commerce Students removed from total sample. 
* p <  .01 
* *  p <  ,001 

Arts Students 
33.80 
6.52 

90 
0.29* 
0.25* 
0.41 * *  
0.17 
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cially in terms of laboratory practical sessions, 
science students have more contact time with 
school and more homework to do when they get 
home. 

How Students Managed Stress 

A second aim of the present paper is to examine 
how students are able to cope or manage the 
stress they perceive. In our questionnaire, 
students were asked to put under three main 
headings namely, Home, School and Others, 
how in these situations they coped best with 
stress. Only the results for home and school will 
be discussed here in view of the fact that the 
data from Other Even& Cultgo9 revealed little of 
any consequence. The data in Table 2 and 
further represented in Figure 1 shows four 
types of Coping Strategy which this sample of 
students came up with. 

Analysis of the protocols showed that res- 
ponses fell into four main categories. These 
were (1) Personal Attributes which were of two 
further types, positive and negative; (2) Cogni- 
tive Activities; (3) Psychomotor/Somutic Activities 
and ( 4 )  Social Interactive. 

Personal Attributes which were positive in- 
cluded being self-sufficient, being able to orga- 
nise one's self or able to control the situation to 
cope with stress. 

Negative Personal Attributes included avoid- 
ance of the problem, ignoring the situation, 
escapism, truancy and suicide. 

Cognitive Activities included listening to 
music, reading, writing, analysing the situation 
and watching television. 

Psychomotor/somatic mtivities emphasised 
walking, jogging and other forms of physical 
exercises. Sleeping and eating also came under 
this category. 

Finally, Social I n t w t i v e  included consulta- 
tions and discussion of problems with peers, 
siblings, other family members, teachers and 
church members. 

Managing Stress a t  School 

Stress perceived in home situations appears to 
be managed by all four categories, but clearly 
Cognitive Activities are cited the most by these 
adolescents with listening to music the most 
quoted. Self analysis and reading were also 

TABLE 2: NUMBER OF STUDENTS CITING 
THE PRINCIPAL WAYS IN WHICH THEY COPE 
WITH STRESS AT HOME AND SCHOOL (IN %) 

Types' of Coping 
Strategy 

Personal Attributes (1) positive 
Personal Attributes (2) negative 
Cognitive Activities 
Psychomotor/Somatic kctivities 
Social Interactive 

Home 
Events 

School 
Events 

*Personal Attributes include: 
Self Sufficiency 
Self Control 

1 
) Positive 

Organisational Approach ) 

Avoidance ) 
Escapism ) Negative 
Truancy ) 
Suicidal ) 

Cognitive Activities: 
Reading 
Writing 
Listening to Music 
Watching TV 

Psychomotor/Somatic: 
walking 

Jog&!ing 
Sport 
Sleeping 

Interactive: 
Peer discussion 
Siblings 
Family 
Teachers 
Church members 

among the most commonly quoted ways of 
managing stress. Positive Personal Attributes 
such as being able to control the situation, 
being self sufficient and tackling the problem, 
contributed markedly to this category of Per- 
sonal Attributes. Managing stress through 
resorting to positive Personal Attributes 
appeared to be the second most popular form of 
managing stress at home. Taking exercise and 
various forms of physical activity such as 
walking or jogging were other ways in which 
these students coped with stress while sleep also 
figured highly in this category. Social inter- 
active activities cited mainly siblings, parents 
and to a lesser extent peers. 

Managing Stress at School 

In examining the main types of coping strate- 
gies for school situations, there is a distinct 
change of the most cited type of stress manage- 
ment. Positive Personal Attributes such as self 
analysis, thinking the problem through, trying 
to solve their own stress figured prominently in 
this, the most cited type of strategy. The second 
mode of coping was through Social Interactive 
strategies; and discussion with peers was by far 
the most commonly mentioned. Cognitive and 
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Psychomotor/Somatic activities were together 
seen as less important in the ways the students 
managed. A perhaps rather less encouraging 
aspect to this part of the findings is that more 
students cited negative personal characteristics 
such as social withdrawal, ignoring situations, 
escapism and contemplation of suicide in a few 
cases. 

Discussion 

The third aim of the present paper is to draw 
out some of the more important lessons that the 
present findings show into the nature of adoles- 
cent stress and the management styles they use 
within and without school. Equally important, 
would be the implications these findings have 
for the teachers, parents and society as a whole. 
Therefore the school system as a stressor, will 
be examined firstly; secondly parents and peers 
as potential sources of stress and finally, socie- 
tial and environmental influences on student 
stress. 

The School as a Stress Nexus 

The results show that several Key TABP traits 
such as determination, being competitive, con- 
cerned about punctuality appeared to contri- 
bute markedly to the stress profile of our adoles- 
cent sample. The evidence from measures of 
life events and those of School and School- 
Home emphasises the dominant perception of 
how examinations, homework, school tests and 
job aspiration contribute to the perceived 
stress of these adolescents. While stress symp- 
toms such as worry, exhaustion, difficulties in 
concentration were perceived as fairly common 
occurrences as a result of perceived school and 
school-home stress; extreme exhaustion and 
mental breakdown was not a feature of these 
students' stress profiles. This is very reassuring 
to know for all those concerned with the educa- 
tional process inside as well as outside Singa- 
pore. It appears we have in our sample of 
adolescents a certain level of perceived stress 
which from the results on Stress Symptoms and 
the various types of stress management stra- 
tegies that students use; that indicates most 
adolescents adapt to their sources of school 
stress. It further appears that when we break 
our sample down into those students selecting 

science and arts (humanities) subjects, the 
science students are significantly more stressed 
and this is shown particularly in their report of 
stress symptoms. 

While the nexus school influences are cer- 
tainly perceived by students as promoting stress 
especially through examinations, tests and the 
influence of teachers' demands, the students 
have grown used to certain levels of expecta- 
tions and for the most part adapt and deliver 
what is expected of them. It is possible to con- 
clude from this, that the demands of the school 
system are bearable and, perhaps even higher 
levels of expectations on the part of teachers, 
principals, and the students themselves would 
enhance educational attainment more. 

This would be a matter of further research 
but it is likely that the full extent of a student's 
adaptability could be a crucial factor here. The 
results from this study show that while extreme 
stressful situations were perceived by only 5 % 
- 6% of the sample for any one item, these 
figures are bound to rise more steeply if 
stressors such as more deadlines and demands 
for higher standards by teachers assume greater 
importance. The principal lesson perhaps that 
both students and their teachers might observe 
here may be summed up as: Let our teachers 
encourage pupils to achieve their utmost; but 
not at any cost! The teachers and the system 
they represent, are the single most important 
factor controlling the optimum level of stress in 
school, so that "learning without tears" rather 
than "learning with tears" should be the norm 
to ensure mental health in school life. 

Parents and Peers as Stressors 

Contrary to my earlier findings with secondary 
students Thomas (1985), stress sources such as 
peer competition and parental influences were 
not perceived so highly with these students. In 
fact, both parents and peers contributed to im- 
proving stress management. Parents either did 
not figure in the perceptions of these adoles- 
cents' stress sources or if they did, the fre- 
quency for items rated in expressing extremes 
or near extremes fell between 5 and 10 percent. 
Clearly, the older the children become, the 
mdre responsible they feel about their home- 
work and schooling in general. Parental pres- 
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sure, it seems becomes "translated" in the 
minds of many adolescents into parental - 

support as shown by examining the protocols 
on students' coping strategies. 

Parents were often cited as sources of support 
when it came to problems at school. Peers 
figured markedly in the frequency when they 
were consulted in times of stress and this is to be 
expected for the age range of these adolescents. 
Peers as sources of stress through competition 
was not a feature of these results. Again, the 
development within the individual of a greater 
degree of autonomy and responsibility towards 
schooling, is probably a factor which accounts 
for these results. The role of parents and to 
some extent that of peers appear to change as 
adolescents reach the pre-university level. They 
are now seen as among key actors in assisting 
students to adjust and cope with stress. The 
parents are seen as support agents while peers 
are viewed as active partners in sorting out pro- 
blems. The education system should enhance 
these roles wherever possible, by allowing 
parents more access to colleges and giving more 
opportunities within the curriculum for student - - 
interaction and discussion. 

Societal and Environmental Influences as 
Stressors 

Singapore has been fortunate to have over the 
past few years full employment and so adoles- 
cents leaving school for the job market have 
been able to pick and choose. Also job mobility 
has been a fairly frequent phenomenon. 
However, during the period of this research the 
Singapore economy suffered a mild recession 
and the job market began to shrink. This meant 
that adolescents particularly without the appro- 
priate qualifications found it difficult to obtain 
any job. This was reported widely in the press 
and had its impact on children and adolescents 
currently in school. The results here show how 
perceived stress related to the item on 'job 
availability after qualifying at school', was 
amongst the items that obtained the highest 
mean values. As children get older they become 
more aware of what career they should take up. 
This means that the curriculum subjects that 
are chosen and how well they succeed in them 
are of crucial concern. In conditions of eco- 
nomic stringency, adolescents are made even 

more aware of the limitations they have on 
getting a reasonable job. This can be expected 
to increase stress and this is what was found in 
the present study. The present research only 
marginally touched on the perceptions of en- 
vironmental conditions as sources of stress. 
Travelling to school and noise at home and 
school were among some of the items in our 
measures and it was found that adolescents did 
not perceive these conditions as contributing 
very significantly to their stress profde. 

Chen (1978) and Chen and Tai (1978) 
examined the sociological dimensions to urban 
life in Singapore in terms of living space, high- 
rise density living, noise pollution and other 
features. They found that most people adapt 
sooner or later to the new surroundings after 

- 

living in small communities and kampongs. It 
appears that our sample of adolescents also 
adapt to features of urban living such as travel 
and noise. The travelling time for students can 
be as much as 2 - 3 hours a day, which enables 
them to "sleep off" the effect of travel and the 
effects of school tension. 

Noise pollution is a fact of Singapore life and, 
where noise is a pollutant at home, examination 
of the protocols showed that the use of radio- 
cassete players with the earphone attachment 
appeared to counteract the noise of flat living. 
As far as school noise is concerned, children in 
Singapore are used to considerable levels of 
noise from within school such as loudspeaker 
interruption and noise from the classes seeping 
through window spaces constantly open due to 
the climate. 'Noise also comes from outside in 
the way of traffic and general street noise. This 
paints a fairly intense picture of the environ- 
mental noise pollution in Singapore which chil- 
dren grow up with, and to which most of them 
can adapt. 

Conclusion 

In view of the sample size, broad generalisation 
must be made with caution about the research 
presented in this paper. However, it does 
appear that most students are able to cope with 
their stress. Students in Singapore are aware of 
high parental expectations vis-a-vis school per- 
formance; furthermore, the competitive ethos 
of school and home and in the wider context of 
society is a fact of life. When a country such as 
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Singapore has not much else in the way of 
resource except human resource, its leaders 
have little alternative but to exploit it to the full. 
At present it seems personal, social and societal 
expectations are such that the perceived stress 
generated by these different sources of expecta- 
tions provides a near-optimum context for 
coping with school and home demands relating 
to school performance. Instances of suicide and 
mental breakdown appear as yet to be lower 
than those recorded for a country like Japan, 
Mamoru (1981). Perhaps one of the most 
important lessons we have learnt from the 
present research is that students cope by 
adapting to the rigorous demands of both 
school and home in the context of present day 
Singapore. 

However, this raises a further question of 
how far students and teachers can stretch their 
adaptive powers to cope with more serious 
stressful situations that are likely to arise as we 
pass into the 1990's. 
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APPENDIX l 

STRESS AND SCHOOLING 
Sample Details - Whole Study 

Sample Details - Pre-University Group 

LEVEL 

% 
Science Students 90 43 
Arts/Humanities Students l 7 55 
Commerce Students 5 2 

TOTAL 212 100 - - 
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APPENDIX 2 

Means and Standard Deviations for Behaviour 
Profile Item (N = 212) 

- 
Item X SD 

1. Punctuallon time 3.93 
2. Competitive 3.40 
3. Rushed 3.26 
4. Patient 2.60 
5. Determined 3.63 
6. Takes things one at a time 2.79 
7. Fast pace of life (eating, walking) 3.45 
8. Many interests outside school 3.12 
9. Satisfied with your school life 2.78 

Means and F Value for selected items of the 
Behaviour Profile measures (N = 212) 

- 
X F Value 

Patience 2.60 
Many interests outside school 3.12 80.47 
Fast pace of life 3.45 
Punctuality 3.93 





APPENDIX 4 

Means and Standard Deviations for items in the 
School Stress Factor Measure (N = 212) 

Item X 

Relationship with my school principal 
or vice principal 
Relationship with my discipline 
teacher 
Relationship with my teachers 
My relationship with school friends 
My workload in school 
My school work at home (homework) 
Travelling to school 
School Rules and Regulations 
What happens when I leave school 
and enter the job market 
School Examinations 
Extra Curricular Activities 
Studying two or more languages 

Means and F Value for Selected Items from the 
School Stress Factor Measure 

- 
Item X F Value 

Relationship with Discipline 
Teacher 1.48 

Travelling Time 1.96 
Extra Curricular Activities 2.13 
My Workload in School 3.40 223.04* 
School Examinations 4.09 
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APPENDIX 5 

Means and Standard Deviations for items in the 
Home-School Stress Measure (N = 212) 

- 
Item X SD 

I have differences of opinion with 
my teachers 
I have differences of opinion with 
my classmates 
I lack confidence in organising my 
schoolwork 
I find difficulty in meeting the 
demands made by different teachers 
I only get feedback when my 
schoolwork is unsatisfactory 
I have too much homework and too 
little time to do it 
Noise at home affecting homework 
Noise at school affecting my 
concentration 
1 get support from my parents 
1 get support from my classmates 
I feel family pressure to realise 
high expectations 
I get depressed about my school 
performance 

Means and F Value for selected items from the Home- 
School Stress Measure 

7 

Item X F Value 

I have differences of opinion with my 
teachers 2.37 

I only get feedback when my homework 
is unsatisfacto~y 2.84 

I get support from my classmates 3.03 55.57* 
I have too much homework and too little 

time to do it 3.52 

70. SINGAPORE JOURNAL OF EDUCATION 



APPENDIX 6 

Means and Standard Deviations for items in the Stress 
Symptoms Measure (N = 212) 

- 
Item X SD 

1. Do you ever have trouble getting 
to sleep or staying asleep? 1.92 .75 

2. Have you been worried about being 
tense? 2.17 .72 

3. Have there been times when you don't 
feel like eating? 1.91 .72 

4. Do you feel worried if something 
unexpected happens? 2.63 .78 

5. Do you feel mentally exhausted and 
have difficulty in concentrating 
or thinking clearly? 2.39 .75 

6. Do you ever feel you just want to 
be alone? 2.26 .81 

7. Have you ever felt that you were 
going to have a breakdown? 1.71 .73 

8. Are you ever troubled by headaches 
or head pains? 2.01 .88 

Means and F Value for Selected Items from the Stress 
Symptoms Measure (N = 212) 

- 
Item X F Value 

Have you ever felt you were having a 
breakdown? 1.71 

Have you been worried about being tense? 2.17 79.78* 
Do you feel worried if something 

unexpected happens? 2.63 
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DISSERTATION ABSTRACT 

Reaction to Research Findings: Is the Feeling of 
Obviousness Warranted? 

Lily Uee-sheung Wong 

Research has repeatedly demonstrated that 
once people receive information about an out- 
come, their feeling of knew-it-all-along in- 
creases. Such a feeling is said to be an effect of 
"hindsight". If people are influenced by hind- 
sight, they may fail to appreciate the value of 
research because of their mistaken impression - 

that they could have predicted its findings from 
the outset. 

This study demonstrated the effect of hind- 
sight on people's reaction to the findings of 
educational research. The data were collected 
in two countries by means of five question- 
naires, representing three experimental condi- 
tions. Each questionnaire comprised twelve 
items on the same content, taken from the same 
prior research studies of teaching. Some of 
these were actual research findings and some - 

were statements contrary to actual findings. 
There was also a form that listed both the true 
and the opposite findings, and required respon- 
dents to select one or the other. In another 
condition, true or opposite findings were 
accompanied by brief, plausible explanations. 
In all cases, subjects had to rate the obviousness 
of the finding siatement. 

Experienced teachers, teacher trainees, 
undergraduates in psychology, and undergra- 
duates in engineering were approached in 
Singapore and in the San Francisco Bay area. 
Those who were willing to participate in the 
study completed anonymously one form given 

to them at random, thus assigning them to one 
experimental condition. 

Results showed that respondents cduld not 
distinguish true findings from their opposites. 
They selected about half of the opposite finding 
statements as actual findings and rated several 
true findings significantly less obvious than the 
opposite findings. Finding statements accom- 
panied by explanations were likely to be rated 
as more obvious. 

Effects of culture were often statistically 
significant but differed in magnitude and direc- 
tion from item to item. This suggests the diffl- 
culties of reaching generalizations about the 
magnitude of the obviousness effects for parti- 
cular findings. There were few gender effects. 
Interaction effects of culture and gender were 
not found on any item. Knowledge and experi- 
ence in educational phychology did not help 
respondents to be more accurate than those less 
knowledgeable in selecting and rating the true 
findings. 

The results of the study clearly indicate that 
people of different gender, knowledge level or 
culture are, at one time or other, influenced in 
their judgment of obviousness by the know- 
ledge of outcome. Findings from research on 
teaching have been found to be far from 
obvious. The feeling of obviousness when 
reacting to presented research findings is but an 
instance of hindsight effect. Directions for 
further research are suggested. 
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BOOK REVIEW 

Singapore's New Education System: 
Reform for National Development 

Singapore: Institute of Southeast Asian Studies, 1988 

by Soon Teck Wong 

Reviewed by Chuah Toh Chai, Institute of Education 

The contribution that education has made to 
the transformation of Singapore society since 
her independence has never been questioned. 
In fact, the increasing importance of education 
in the further development of Singapore is 
clearly evident in the budgetary allocation, 
education continuing to be second to defence. 
The success of Singapore depends in large 
measures on its bold and imaginative innova- 
tions in educational reforms. Therefore, educa- 
tional reforms need to be monitored more 
closely to realise the societal aspiration for an 
adequately educated and highly adaptable 
labour force. In the light of this, any study that 
can add to the understanding of how educa- 
tional reforms have made their impact on the 
achievement of Singapore deserves serious 
attention. In addition, issue-specific studies 
provide an unique insight into how general 
principles of development in .education and 
societal improvement have actually been 
adapted and moulded to fit in the particular 
conditions of society at different stages of 
development. Such experience is invaluable to 
all concerned, and in this case, it has the added 
audience of interested parents as well. 

Dr Soon's book attempts to document the 
effects of how the education system in 
Singapore was fine-tuned to cater to the anti- 
cipated changes in the needs of the economy in 
terms of labour requirements. Bearing in mind 
that Singapore is rated as one of the four most 
rapidly growing economies in the region, the 

demand for quality labour sets the context for 
evaluating the efficacy of her education system. 
From the perspective of educational needs of 
the labour force in Singapore, according to the 
findings of the study, the achievement is 
impressive. Since the introduction of ability 
streaming into the education system in 1979 as 
a consequence of the Goh Report the increased 
flexibility of the system has contributed signi- 
ficantly to cutting down on educational wastage 
as borne out by the figures of successes in public 
examinations at all levels. The author has 
collected a series of useful tables, mainly on per- 
formance of candidates in public examinations, 
to back up his argument for the positive impact 
of the new education system. It is encouraging 
to witness how the concerted will and effort of 
the society has created a viable education 
system in response to the societal needs, for 
behind the figures lie the dedication of prac- 
tising professionals and enlightened leadership. 

Within thirty-five pages, the author has 
managed to provide a brief but concise his- 
torical background to the need for educational 
reforms, the actual problems that provide the 
impetus for the drastic reforms, the hesitation 
and final triumph of hard logic for such 
momentous measures as the introduction of 
streaming to the school system, itself a highly 
sensitive if not politically explosive issue, and 
finally the evidence of its success. The most 
valuable feature of the book no doubt lies in the 
series of well documented and properly contex- 
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tualised tables of figures which are useful in 
helping the readers to form their own opinion 
about the degree of success achieved by the new 
education system so far. 

The effectiveness of an education analyse 
system can be measured in many different 
ways. An input-output approach is rightly one 
of the many possibilities. However, to analyse 
and measure the degree of success of a drastic 
educational reform that involves basic changes 
to the structure of the system mainly from the 
economic perspective of manpower needs 
means that the conclusions at best can only 
reflect one narrow dimension of a very complex 
social process. Reforms in education are 
fraught with latent problems, if.not outright 
sensitive issues, because of their political 

nature, viewed in a very broad sense as nego- 
tiated compromises of wants and needs felt by 
individuals and society as a whole. It certainly 
would add richness and insights if the statistical 
achievements of the new education system 
could be examined against other aspects of the 
educational processes that have come with the 
re-structuring, for instance, sociologicd impact 
and pedagogical implications of streaming in 
the long term on the schools as well as the 
pupils. The success of educational reforms need 
to be examined in a fuller context or the risk of 
oversimplification in judgement would pose a 
real problem for any objective assessment of the , 

education system as a whole. Besides, the title 
seems to promise more that what has been 
delivered. 
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The Singapore Journal of Education 

Nor 
1 

:es for Contributors 
The Singapore Journal of Education provides an avenue for publication of essays, research findings and 
critical comment in any of the major fields of educational study. 
Two copies of manuscripts for consideration should be sent to the Editors. Authors should retain a 
third copy for their own reference during proof reading. Copies submitted will not be returned. 
While articles should not normally exceed 5000-6000 words, longer articles may be accepted in special 
circumstances. Shorter research reports in which the introductory material (e.g., review of relevant - 
literature) is cut down to a minimum may be acceptable. 
Manuscripts should be accompanied by a short abstract (about 100 words) typed on a separate sheet of 
paper. 
Manuscripts should be typed with 1% or double spacing throughout on one side of A4 paper with rea- 
sonable margins (2 cm all round). 
Do  not underline any words in the text unless they are to be printed as italics. 
Where tables are to appear with the article, type each table on a separate sheet with as few rules as 
possible, and indicate the placing of the table in the text with a pencilled note. Use wide spacing in tables 
and rule all lines in pencil. Tables should be numbered in Arabic figures with a clear legend to identify 
the tables. 
Drawings (graphs, figures, etc.) should be on good quality white paper in Indian ink and on separate 
sheets. Illustrations or figures for reproduction should be about 50 per cent larger than the final size 
required. 
Footnotes should be kept to a minimum. If it is absolutely necessary to have one or two footnotes, 
indicate with an asterisk. Where there are many notes to the text, number from 1 upwards and indicate 
the location of each in the text by a superscript numeral. Type the complete numbered set of notes on a 
separate sheet and attach to the end of the manuscript, along with the separate sheets for tables and 
drawings, etc. 
References should normally be indicated by citing in parentheses the author's surname and the year of 
publication as given in the list of references or the bibliography at the end of the article. For example: 

'it has been argued (Chase, 1935, p. 66) that' 
References at the end of the article are to be arranged alphabetically by author's surname. Particular 
attention should be given to the sequence of the items in the reference and to the punctuation. The 
following examples will serve as a guide: 

Holly, D. (1973). Beyond Curriculum. London: Hart-Davis, MacGibbon Ltd. 
Lovell, K. and Ogilvie, E. (1961). A study of the conservation of weight in the junior, school child. 
British Jounzal of Educatiopl Psychology, 3 1, 138-44. 

Note that in the second example there are no inverted commas around the title of the article, nor are the 
words in the title capitalized (as they would be for the title of a book - see first example). Please 
underline titles of books and journals. 
Manuscripts for the Ju!y issue of the Journal should reach the Editors by early January and for the 
January issue by early June 
The ~ d i i o r s  reserve the right to make editorial alterations or deletions to articles without consulting the 
authods), so long as such changes do not materially affect the substance of the article. 
Authors receive 2 complimentary copies of the Journal. 
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PRELIMINARY ANNOUNCENIENT 

2nd Annual Conference of the 
Educational Research Association 

Theme: School-Focussed Research for 
Educational Excellence 

Singapore 

5 and 6 September 1988 

The 2nd Annual Conference of the Educational Research Association will be held on the 5th and 
6th of September 1988. The theme for this year's conference is School-Focussed Research for 
Educational Excellence. The Ministry of Education has strongly supported the development of 
school-based projects and the conference will provide an opportunity to assess the status of these 
projects and ways of strengthening the capacity of the schools to undertake these projects. 

The highlights of this year's conference are 2 symposia, namely School-Based Projects and Action 
Research and Teacher Professional Satisfaction. There will be 2 keynote presentations - by Prof. 
Stephen Kemmis and Prof. Allen Men10 respectively - and these presentations will be followed by 
presentations by project leaders. An opportunity will be provided for workshop discussions on the 
presentations to draw out implications and to make recommendations. 

The second day's presentations will offer a range of research-based papers. It is also hoped to have a 
number of M Ed Special Research panels. 

The Conference Committee invites participants to contribute papers on topics of educational 

For further information, please write to 
Dr. S. Gopinathan 
The Honorary Secretary 
Educational Research Association 
C/O Institute of Education 
469 Bukit Timah Road 
Singapore 1025 
or call 4695 151 Ex. 323 


