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Hong Kong Teachers' Centre

The Hong Kong Teachers' Centre (Centre) was established in 1987 in accordance with a recommendation of the
Education Commission Report No. 1 published in 1984. Its base or headquarters, a multi-facet and multi-purpose Centre
housed in a former primary school building at 4 Pak Fuk Road, North Point, was opened in June 1989. The Centre aims
to promote continuous professional development and enrichment among teachers, and to foster among them a greater
sense of unity and professionalism in an encouraging, neutral and non-hierarchical environment. Specific objectives of
the Centre include the provision of opportunities for teachers to meet and exchange ideas and share experiences; the
promotion of in-service education; the promotion of curriculum development; the development and trying out of new
teaching aids and approaches; the provision of resources; the dissemination of news and ideas concerning education; and

the organisation of social, cultural and recreational activities for teachers.

The Centre has a three-tier management structure to help plan and run its activities - an Advisory Management
Committee (AMC), a Standing Committee (SC) and six Sub-committees. They are responsible for policy-making,

monitoring and implementation of various duites and activities.

The AMC is a policy-making and monitoring body with a total membership of 72. These include 35 members
nominated by and elected from educational organisations or teaching-related organisations; 35 members nominated by

and elected from teachers; and 2 members appointed by Permanent Secretary for Education and Manpower.

The SC is the executive sub-structure of the AMC. It is concerned with the day-to-day functioning of the Centre and
the running of its activities. The SC comprises the AMC Chairman and 2 Vice Chairmen, the 2 EMB (Education and

Manpower Bureau) representatives, and 10 other members elected by and from the AMC.

The six Sub-committees are working groups responsible for specific areas of work in the Centre. They include
Publication, Library and Teaching Resources, Activities, Constitution and Membership, Educational Research and

Professional Development. Members of the sub-committees are also members of the AMC .

At present, 153 educational bodies are registered members of the Centre. Apart from organising activities by itself,
the centre also jointly organises or sponsors activities with non profit-making educational organisations for teachers in
Hong Kong. During the financial year of 2003 to 2004, the Centre has organised, jointly with many educational
organisations, more than 150 professional development and cultural activities for teachers, with a total attendance frequency
of more than 20,000.

Hong Kong Teachers' Centre (North Point)
The Hong Kong Teachers' Centre (North Point), with a total area of about 900 square metres, has a large seminar /
exhibition hall, a conference room, three lecture rooms, an information technology education room, a composite office

for educational organisations, a multi-media professional library and a lounge. Schools and educational organisations are

welcome to use these facilities on a booking basis.
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Emergence of Demand for Private Supplementary
Tutoring in Hong Kong: Argument, Indicators and

Implications

KWOK Lai-yin, Percy
Hong Kong Institute of Education

Abstract

The paper highlights the determinants for demand for private supplementary tutoring and their interrelationships in a
case study of Hong Kong. Reviews of past local and international literature reveal several research gaps related to tutoring
studies and lack of theoretical explanations for the emergence of tutoring demand. Based on relevant interview and
survey data, some socio-economic and socio-cultural patterns of tutoring demand are depicted in terms of a multi-level
socio-cultural argument for its nature and determinant relationships via some conceptual indicators. New issues and

challenges to various educational fields are finally addressed.

INTRODUCTION

Past comparative and international research on
examining educational systems (Dore, 1976, 1997;
Eckstein & Noah, 1992; Little, 1984, 1997) realized that
private tutoring is, to a large extent, a by-product of
examination-oriented learning or examination-driven
school curricula. Other past social or sociological studies
like Dore (1976, 1997) and Little (1997) indirectly
touched the 'hidden' educational phenomena at national
level and in comparative perspective when examining
the pervasive phenomena of 'diploma disease' or
'credential inflation' in lately developing societies.
As private tutoring was not their research focus, there
was a gap in theoretical explanation for emergence of

'diploma disease' or 'credential inflation' and

demand determinants, or causal links among their
determinants for tutoring in single countries or
comparative perspective.

Among the existing works on private tutoring,
Bray (1999) stood out as an important and broadly-
focused comparative work on both of its demand and
supply sides and drew policy-making implications and
his following works (2003) pinpointed the adverse
effects of private tutoring upon mainstream schooling,
societies and economies, based on five case studies in
Asia and Africa. Other studies (de Silva, 1994; Foondun,
1992; Zeng, 1999) hinged upon pervasive 'hidden’
educational phenomena in African countries or

Asian regions without any inter-regional contextual



comparisons. And all of their works lacked a detailed
the oretical analysis of causal relationships among
demand determinants.

Methodologically speaking, there are logistic
difficulties for doing research on tutoring, due to its
subtlety, complexity and irregularity. The subtlety of
private tutoring lies in its hidden scale, subject to
intangible nature of tutoring services in socio-economic
perspectives (Hua, 1996, p.5). Its complexity comes
from inexact causal relationships between formal
daytime schooling, family and tutoring in socio-cultural
and socio-economic dimensions. Its irregularity is
derived from governments' difficulties in controlling its
growth, censoring or monitoring the functioning of
tutorial schools, owing to some socio-cultural and socio-
political reasons (Bray, 1999, pp. 37-41 & 74-83). Such
three characteristics often lead educational policy-
makers or researchers to pay little attention to tutoring.
It is because there are more thorny educational problems
in pressing policy agendas and other urgent research
issues.

Through a multi-level analysis, the paper
endeavors to portray how some educational and social
phenomena at micro (individual), meso (institutional)
and macro (system) levels are related to the pervasive
phenomenon of private tutoring at all secondary levels
(Secondary 1-7 / Grade 7-13) of schooling in Hong
Kong. It also puts forth some theoretical arguments for
causal relationships between social, educational changes
and demand determinants, and conceptualizes a socio-
cultural argument, accounting for the emergence and
nature of demand for tutoring in Hong Kong.
Subsequently, its far-reaching implications for further

research will be drawn.

LITERATURE REVIEW

Comparative studies on examining
educational systems

When doing cross-national comparisons of educational
systems, some researchers have detected the widespread
phenomena of 'diploma disease'. Theoretically speaking,
Dore's 'diploma disease' (1976, p.72) thesis and Little's
modified term (1997) 'credential inflation' have
contended that the later the development of societal
modernization, the more widely will be credential uses
for occupational selection, or the more rapid will be the
rate of credential inflation. As a result, schooling will
become more examination-oriented and educational
certificates will turn to be problematically stressed,
devaluating the true values of schooling. When
considering strategies for combating 'diploma disease’,
Little (1984, pp. 202-228) has observed that there will
not be much impact on reducing demand for or changes
in value beliefs about tutoring, and emergence of
diploma disease does not necessarily entail occurrence
of pervasive tutoring phenomena. For instance, despite
commonly suffering from diploma disease, some lately
developing countries like China, Egypt, Japan and Sri
Lanka had a large scale of the 'hidden' educational
phenomena whilst others such as England and Tanzania
did not have such pervasive phenomena of tutoring in

1990s (Little, 1997, pp. 5-21).

Single-society or cross-national studies on
tutoring

Past comparative researchers on tutoring (Bray, 1999,
2003; Chew & Leong, 1995; de Silva, 1994; Foondun,
1998, 2002) realized that the phenomena of private
tutoring are complicated. Its possible multi-level
demand determinants can be related to various arenas

of education (Baker et. al, 2001), society and heritage



culture (Sorensen, 1994). Macro-level social factors
include credential inflation, favorable economic
prosperity, big income differentials and limited job
opportunities (de Silva, 1994). Meso-and macro-level
educational factors are significance of high-stake
examinations for upward social mobility, national
government's ineffective censorship, ineffective daytime
schooling (Bray, 1996; de Silva, 1994), peer group
influence (Hua, 1996) and uneven access to higher
education (Stevenson & Baker, 1992). Micro-levels
social factors are students' personal characteristics (Hua,
1996) and their families' socio-economic status (George,
1992) and no free academic guidance from families
(Kim, 2000; Polydorides, 1986). On evaluation, causal
relationships among such social and educational factors
articulated by past researchers have not been fully
conceptualized into a unified theoretical framework in
single societies or cross-societal perspective so far. And
there has been no investigation about overall impacts
of determinants upon students' or their parents'
determination to seek tutoring in intra-societal and inter-
societal perspectives.

Other pieces of past single-society or cross-
national research (Akiba & LeTendre, 1999; Chew &
Leong, 1995; Foondun, 1998) lacked a clear definition
of private tutoring and a systematic classification of its
types, resulting in inaccurate analysis or invalid
comparisons. Single-country past research literature on
tutoring (Fenech & Spiteri, 1999; Harnisch, 1994;
Rohlen, 1980; Yoon, 1997) merely investigated the
intensity or scope of demand for tutoring without
bridging the gaps between micro-level and macro-level

determinants.
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Tutoring research in Hong Kong
In Hong Kong, most past studies (Lee, 1996; Liu, 1998;
Man, 1998; Tseng, 1998; Wong, 1998) on tutoring were
quantitative research reports, depicting the span and
intensity of demand in statistical variations or patterns.
For instance, reasons for seeking or not seeking tutoring,
distributions of tutoring fees, duration of tutoring, types
of supply at primary (Primary 1-6 / Grade 1-6) or
secondary levels (Secondary 1-7 / Grade 7-13). They
lacked detailed educational and social explanations for
those descriptive demand variations and patterns, and
no in-depth investigation was focused on lower
secondary (Secondary 1-3) levels. In particular, Tseng
(1998) hypothesized possible impacts of high-stake
examinations and credential inflation upon tutoring
without sufficient qualitative data support. Yeung (2000)
articulated qualitative patterns of teachers' value beliefs
towards private tutoring at middle secondary (Secondary
4-5) levels through teacher interviews. On the supply
side, Tong (2001) detected the supply of private tutoring
as a commercial commodity in massive scales in Hong
Kong and Taipei without any scrutiny of the supply-
demand mechanism or theoretical socio-cultural
explanations for the supply. On the whole, past research
in Hong Kong did not cover conceptual and theoretical
issues concerning demand or supply for private tutoring.
In other fields of education, previous researchers
in Hong Kong tended to underestimate the significance
of private tutoring or indirectly touched it without
penetrating studies, despite its widespread existence at
primary and secondary levels of schooling. For example,
Yiu (1996) only depicted a case of how mass tutors
helped tutees make preparation for economics at
advanced level. Facing the new syllabus, an economics
teacher was so helpless that he borrowed lecture notes
indirectly from those tutees. Moreover, little attention

was paid to household expenditure on private tutoring



in some studies of financing of basic education (Cheng,
1992; Kwan, 1992; Wong, 1992). Past researchers on
social stratification (Post, 1994; Postiglione, 1997)
focused on gender variations or ascription over
achievement in educational opportunities and the
influence of social classes (or status groups) and families
resources upon students' educational attainments (or
learning outcomes). They neglected possible effects of
tutoring on educational outcomes. Other bodies of
sociological research done by Post (1993) and Tsang
(1993) concerned more about the tensions between the
government and educational policies and internal
mechanisms of policy implementation e.g. the impacts
of nine-year free, compulsory education policies
implemented at primary and lower secondary levels
since 1978 mentioned by (Wong, 1997). Noteworthy,
additional effects of social stratification induced by
demand for tutoring have not thoroughly been

investigated in their studies.

NATURE, PATTERNS AND
DETERMINANTS

With all these research gaps and limitations, the author
strives to undertake a multi-level social analysis of
students' demand and to build up a unified theoretical
framework, accounting for the nature and emergence
of the demand in Hong Kong as a case study (Kwok,
2001). Such case study qualitatively explores into causal
interactions of its possible demand determinants and
their interrelationships, in socio-cultural and socio-
economic senses. Its research foci lie in the nature and
socio-cultural and socio-economic patterns of secondary
school students' demand for private supplementary
tutoring in Hong Kong from 1 September 1997 to 31
August 2000. The marketing mechanism of its supply

side will not be scrutinized in the paper. Multi-level
educational and social determinants for the nature and
such patterns of demand for private tutoring and their
causal inter-relationships will be formulated in terms
of theoretical argument and pattern indicators, based

on interview and survey data.

A definition of private supplementary

tutoring

Private supplementary tutoring, throughout the paper,

refers to a kind of extra, fee-paying academic teaching

or drilling for full-time students studying in regular

school instruction programs or syllabuses at all levels

of education. It necessarily has three characteristics:

* academic oriented

* monetary transfer (from tutees or their parents /
guardians to tutors)

* tutoring content or mastery of some cognitive skills

being in line with tutees' day-time schooling.

Private supplementary tutoring can complement
and repeat what tutees (full-time students) have learned
in their daytime schools. It can help them revise their
daytime lessons and deepen their understanding of the
underlying concepts or theories through drilling
exercises. Its main functions are to help students cope
with examinations and to improve their academic
achievements. There are various types of tutoring:
individual, group (2-8 tutees per group) and mass (more
than 8 tutees in a class) and their geographical locations
can be in tutees' or tutors' residential areas, day-time
school campus or even in commercial buildings. Its
massive scale can partially be reflected on the supply
side by heavy advertisements of various types of tutoring

in streets, popular public areas and through mass media,



and by an increasing number of registered mass tutorial
schools in Hong Kong. On the demand side, indicators
are its high occupation rate of students' spare time and
rough statistical figures reflected by some past studies

done in Hong Kong (Lee, 1996; Tseng 1998).

Socio-cultural and socio-economic patterns
A student questionnaire survey (containing semi-open
multiple-choice and five-point Likert-scale optioned
statements concerning degrees of agreement /
disagreement) was conducted in six conveniently
sampled secondary schools of 630 respondents in Hong
Kong in the school year 1998-1999. One class was
randomly selected from each of form range: Secondary
1-3 (S.1-S.3), Secondary 4-5 (S.4-S.5) and Secondary
6-7 (S.6-S.7), with the permission of the school heads
and assistance of the school administrators. I[tems were
written in Chinese language and tested and modified
after a pilot study conducted in another secondary school

in April 1998. Criteria for determining families of low,
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middle and high socio-economic status (SES), father's,
mother's or (inclusively in logical sense) guardian's
occupation were classified into blue-collar / unclassified
types, white-collar types and professional / executive
types respectively. The following socio-cultural and
socio-economic patterns of tutoring demand are
depicted, in triangulation with interview data, collected
from snowball samples involving various types of
stakeholders in Hong Kong:

* Emergence of nuclear families: The average
household size (including tutoring and non-tutoring
respondents) was 4.52 and the average number of
schooling children per family was 2.28 respectively.
Their nuclear families (of average size 4.52) in
general had great academic concern. For detail,
variations over studying forms can be found in table
1. Such nuclear family structure would increase the
likelihood of seeking tutoring, as educational
expenditure (including tutoring costs) focused merely

on 1-2 schooling children per family.

Table 1 Distributions of mean numbers of family members, school children per family

Groups of students

Various studying forms S.1-S3 S.4-8S.5

Mean no. of family

members (including 4.40 4.26

the respondents) (FN)

Mean no. of schooling

children (including the 2.15 1.96

respondents) (SN)

Tutoring students

Non-tutoring students

S.6-S.7 S.1-8.3 S4 - S5 S6 - S7
4.28 4.75 4.82 4.39
2.09 2.54 2.45 2.47

Note: all numbers are round off to 3 sig. figs.



o Affordability of tutoring fees: It was found that in
families of low socio-economic status (SES),
students' participatory rates in private tutoring were
24%at S.1-S.3,47% at S.4 - S.5 and 61% at S.6 - S.
7 levels whereas in high SES families, the rates were

63% at S.1 - S.3, 55% at S.4 - S.5 and 68% at

S.6 - S.7. Among one five-opinioned statement
concerning decisions tutoring fees over quality,
affordability of tutoring fees was one decisive factor
for seeking tutoring, especially in low-income or
middle-income SES families, in tutees' perceptions

in table 2.

Table 2 Distributions of opinion about affordability among tutoring students

Affordability is more
important than quality
when considering
current forms of tutoring

Low SES
(blue collars,
no occupation,
or unclassified)

Strongly agree (14/132) 11 %
Agree (32/132) 24%
Neutral (44/132) 33 %
Disagree (33/132) 25%
Strongly disagree 9/132) 7%

Parents’ or Guardians’

Parents’ or Guardians’

Parents’ or Guardians’

Middle SES High SES
(while collars) (professionals or
executives)

(7/51) 14%
(12/51) 24 %
(14/51)27 %
(13/51)25 %
(5/51) 10 %

(12/123) 10 %
(22/123) 18 %
(39/123) 31 %
(36/123) 29 %
(14/123) 11 %

Note: all percentages are round off to whole figures.

Insufficiency of free academic guidance from elder
Sfamily members: Survey data illuminated that the
higher educational qualifications of tutees' parents
or guardians, the greater would be the demand for

tutoring, despite the fact that they could teach tutees

freely by themselves in table 3. Qualitative data
reflected that the busy daily working schedule of
tutees' elder family members was the most probable

reason.

Table 3 Distributions of parents’ or guardian’s educational qualifications

Parents' or guardians' educational qualifications

Demand for Primary Junior Upper
tutoring education or Secondary Secondary
below
No (126/195) (101/182) (59/125)
65% 55% 48%
Yes (69/195) (81/182) (66/125)
35% 45% 53%
Proportion (195/195) (182/630) (125/630)
out of total 31% 29% 20%
respondents

Matriculation University or Proportion
above out of total

respondents

(19/58) (19/70) (324/630)

33% 27% 52%

(39/58) (51/70) (306/630)

67% 73% 48%

(58/630) (70/630) (630/630)

9% 11% 100%

Note: all percentages are round off to whole figures.



* Relationships between consuming tutoring types
and nature of curricula: Both qualitative and
quantitative data reflected that the lower the secondary
level, the more popular would be individual home
tutoring and multi-functional tutoring (provision of
lesson revision, examination preparation and
homework guidance). The higher the level of upper
secondary (S.4-S.7), the more popular form would
be examination-oriented mass tutoring. One-to-one
residential tutoring and multi-functional tutoring were
relatively more common at lower levels of secondary
schooling than upper levels. Interview data also
revealed that upper secondary curricula were less
flexible without catering for individual learning
differences than lower ones. Student tutoring at upper
secondary levels of schooling were accommodated
to open examinations whilst tutoring at lower
secondary levels of schooling focused more on
individual learning differences, in line with less rigid

school curricula.

e Examination-oriented school culture: In the survey,
examination pressure was the biggest reason for
seeking private tutoring at upper secondary levels of
schooling whilst it was only the fifth big reason at
S.1-S.3 level. The more senior the studying forms,
the higher were the participatory rates in private
tutoring: 35% at S.1-S.3 level; 47% at S.4-S.5 level;
70% at S.6-S.7 level. Among extra learning needs
identified by students, examination skills were the
most common. So examinations dominated surveyed
students' learning, and tutoring students sought
private tutoring in order to cope with examination
pressure. The situation was more serious at the upper
level of secondary schooling (i.e. S.4-S.7).

This implied open examination-driven upper
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secondary curricula in the mainstream sector of Hong
Kong (Hong Kong Baptist University & Hong Kong

Examinations Authority, 1998).

Selective functions or screening effects of the
secondary educational system: The earliest starting
time to seek private tutoring was mostly at P.4-P.6
level for tutoring and non-tutoring students during
the survey time, regardless of their current studying
levels in the survey. The second peak starting time
was at S.4-S.5 level for S.4-S.7 students. Qualitative
data indicated the screening effect or selective
function of the educational system where some
junction points were found between upper primary
and lower secondary levels and between upper
secondary (S.4-S.5) and matriculation (S.6-S.7)

levels.

Social significance of some popular tutoring
subjects: Popular tutoring subjects were Mathematics
and English. These two subjects were major ones in
the whole S.1-S.5 curricula and also important for
tutees' future careers. One of the common mass
tutoring subjects at S.6-S.7 level was Use of English,
which was a compulsory subject for university
entrance examination, playing a decisive role in their
future career. Despite the transfer of its sovereignty
to Mainland China with Chinese as her official
language since 1997, English itself is still an
international and official language for maintaining
prosperity of the Hong Kong society. In the six
schools, there was a higher proportion of Science
tutees in particular than Arts ones at S.4-S.7 level,
because of greater expected rates for receiving tertiary

education or better job prospects after graduation.



* Societal credentialism and meritocracy: Among the
S-optioned statements, the majority (strongly or just)
agreed to the statements that education was the most
potent means for upward social mobility and that
private tutoring was regarded as a kind of educational
investment. Qualitative data provided the underlying
reason. Upper secondary students near the graduation
time had more time to think about their future career
and naturally higher expected rates of return when

seeking tutoring.

THEORETICAL ARGUMENT FOR
TUTORING DEMAND AND THEIR
DETERMINANT RELATIONSHIPS

Through cross-method and cross-data triangulation
(Neuman, 2000), a comprehensive picture of how a
combination of multi-level demand determinants acted
upon each other during the research period is portrayed
as follows:

I.  The ultimate causative forces lied in rapid social
modernization with corresponding economic
growth and technological advancement, facilitating
the marketization of various types of tutoring and
affordability of tutoring fees at the societal level.

II. Education was the major screening device for
upward social mobility, in line with some salient
features of Confucian-heritage culture. And
credentials were used for elite selection and job
allocation in such a meritocratic society of Hong
Kong. As a result, credential inflation or
qualification escalation was involved at societal
level.

III. Ateducational policy level, there was little effective
censorship or monitoring of quality education in
mass tutorial schools. At societal level,

marketization of mass tutorial schools was

prevalent through mass media and their locations
were geographically located in urban areas with
convenient access by means of public transport
systems.

IV. At school level, examination-oriented upper
secondary curricula and dominating summative
assessment reinforced students' and teachers' heavy
stresses on academic achievements. Students faced
considerable studying pressure and peer group
pressure when crossing over 'hurdles' at upper
secondary and matriculation levels. They were
accommodated into rigid school curricula, without
catering for their individual learning differences.
As a result, their learning problems increasingly
arose, in case of insufficient academic guidance
from teachers, their questionable pedagogy and
tight studying schedules.

V. At nuclear family level, elder family members'
heavy daily workloads or inappropriate educational
qualifications rendered little free academic
guidance for students.

VI. Subject to the above I-V, secondary school students
would seek tutoring, in case of unfulfilled basic or
extra learning needs from family, peers, teachers

and ineffective self-learning in Hong Kong.

Conceptual indicators and determinants
relationships

To trace out interrelationships among demand
determinants for private tutoring, three key conceptual
indicators were articulated as accessibility, affordability
and insufficiency. Accessibility referred to the
availability of various types of tutoring, promoted
through mass media or other promotion means under
the state's policy governance. Socio-economically,
affordability concerned whether tutees or their families

could afford certain types of tutoring whilst



insufficiency in socio-cultural sense, pointed to the
dissatisfaction of basic or extra learning needs initiated
from daytime schools and lack of free academic
guidance from tutees' elder family members, school
teachers, peers and self-learning.

In fact, there were three sets of determinant
patterns. Firstly, big socio-economic changes led to
marketization of various types of tutoring in a multi-
service economy and establishment of convenient public
transport system after fast technocratic changes under
the state's ineffective policy censorship towards various
types of tutoring. This came to accessibility of demand
for tutoring. Secondly, affordability of tutoring fees was
mostly resulted from emergence of nuclear families with
1-2 schooling children on average. The underlying
reasons were high economic growth in the 1980s,
successful control of birth rate since 1970s (Ng, 1978)
and parental willingness of spending education for
students' future, under great societal competitive
pressure in the late 1990s. Thirdly, facing credential
inflation and social selective functions of educational
system under heritage Chinese culture, students (key
stakeholders) regarded education as the most potential
means for upward social mobility. In some cases, low
quality in school education and rigid school curricula
created extra learning needs or basic learning problems
for some students, which could not be satisfied freely
by their elder family members, school teachers, peers
or solved by themselves. In short, this referred to
insufficiency of free academic guidance from students'

social circles.

ISSUES AND CHALLENGES

There are two major contributions of the study. Firstly,
it provides a multi-level theoretical argument accounting

for socio-cultural and socio-economic demand patterns
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for tutoring and demand pattern indicators help explicate
determinant relationships. Secondly, socio-cultural and
socio-economic patterns of tutoring demand help imply
further advancement in several fields of educational

research.

School effectiveness and improvement

Based on research findings, lack of alternatives for
satisfying extra learning needs of schooling children
from families and schools reflect unresolved problems
in school quality education, intended curricula
implementation and family education. This poses a great
threat to the normal functions of formal schooling, in
view of enormous demand for private tutoring in Hong
Kong and other societies with similar development.
Educational researchers on school effectiveness and
improvement (e.g. Neville, 1995) and local policy-
makers (e.g. Education Commission, 2000) often regard
daytime schools as a standard unit of analysis at meso
level. However, the influence of mass tutorial schools
or home tutoring upon schools and students cannot be
neglected, because of the supplementary role of private
tutoring. Therefore, notions of 'school effectiveness' and
'learning effectiveness' need to be revitalized, facing the
joint effects of day-time schooling and part-time private

tutoring on students' learning outcomes.

Economics and financing of education

Reflected from interview data, some tutees or their elder
family members regarded private tutoring as a kind of
educational investment for upward social mobility,
under great meritocratic and credential pressure. The
notions of 'private or social rates of return' to both formal
and informal education (Carnoy, 1995; Psacharopoulos,

1994) should include allowance for considerable



financial figures spent on private tutoring in the societies
with pervasive phenomena of private tutoring. Theorists
who advocate formal education as a screening
mechanism (Groot & Hartog, 1995) need to consider
the effects of seeking private tutoring on students' overall
academic achievement. Under peer group pressure and
higher studying motivation, high-achievers seek more
affordable tutoring lessons with fruitful academic
returns than lower-achievers, reflected from survey and
interview data. As a result, screening effects are
reinforced in such a way that more academically talented
or able students can survive at the top of schooling
systems. So more theoretical discussion on 'screening
models' and empirical studies on 'rates of return' need

to be rectified.

Sociology of education

On the one hand, cultural capital, investigated by the
pioneer sociologist Bourdieu (1977, 1997) and his
followers such as Brown (1997) and El-Bilawi (1982)
needs to include considerable monetary expenditure
upon private tutoring at household level in those
countries with pervasive phenomena of private tutoring.
On the other hand, social capital in the creation of human
capital, which is proposed by some sociologists like
Coleman (1997), should incorporate some resources
attributed to subsidized or charged types of private
tutoring from some commercial enterprises or voluntary
community organizations. Such resources are not
negligible when considering community or household
financing of education (e.g. Bray, 1996, 1998, 2002).
Further, the supplementary roles of tutoring will
complicate the educational inequality and social inequity
issues. Inequalities of educational opportunities and
qualities in educational input and teaching and learning

processes will be aggravated by students' unequal

accesses to different types and extent of tutoring. In table
3, those students with high parents' or guardians'
educational qualifications tended to indicate greater
demand for tutoring than those with low qualifications,
besides quality considerations in tutoring. In particular,
heavy demand for individual residential tutoring or
taking numerous mass tutoring subjects might cause
financial burden to low-income families revealed by
qualitative data. Other blackmail cases of 'moonlighting'
teachers towards their day-time students and idol tutors'
illegal release of open examination trends are also unfair
to the majority of examination candidates during
educational assessments (Bray 2003; Greaney &

Kellaghan, 1995).

Cultural issues

Some past culturists (Cheng, 1997; Zeng, 1999) argued
for the influence of 'Confucian-heritage culture' over
the massive demand for private tutoring in East-Asian
countries. They speculated some commonalties such as
meritocratic drive towards nation-wide examinations
(similar to examinations recruiting civil servants in
ancient times of China), working through hardship and
studying by diligence rather than inborn abilities, and
repetitive, holistic approaches to learning. All these
salient features exhibited distinctive characteristics of
heritage Chinese cultures, uncovered by some
researchers in educational psychology (Dahlin &
Watkins, 2000; Watkins & Biggs, 1996). On evaluation,
such cultural argument seemed to lack rigorous cross-
cultural data support. It was because some non-Chinese
heritage societies with pervasive 'hidden' educational
phenomena might have similar inter- or intra-societal
tensions, similarly articulated in the above socio-cultural
argument (de Silva, 1994; Foondun, 1992, 1998, 2002;

Hua, 1996). And large-scale cross-societal studies like



TIMMS 1995 and TIMMS-R 1999 have not scrutinized
any correlations between intensity of tutoring demand
(except some parameters such as time spent on after-
school lessons in Leung, Yung & Tso, 2002, p.37) and
features of societal cultures. Nor have follow-up

comparative studies pinpointed any causal relationships
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CONCLUSION

In the above, a multi-level socio-cultural argument for
the emergence of demand for tutoring has been
articulated. And demand determinants and their causal
interrelationships have also been conceptualized in

terms of indicators like accessibility, affordability and

between cultural features and intensity or span of . - .
insufficiency. Further research recommendations are

tutoring demand (e.g. Baker et. al., 2001) when made to academic fields of school effectiveness,

comparing East Asian societies with African, European, . . . . .
economics and financing of education, sociology of

North American and South American counterparts. . .. .
P education and cultural studies in education.
Hence, more cross-national or cross-societal qualitative
studies should be conducted in future to articulate how . .
Note: Earlier versions of the paper were presented at

heritage cultures constitute or reinforce schoolin . .
& & the Annual Conference of Comparative International

students' demand for tutoring under those inter- and Education Society (CIES) in Toronto, Canada in 1999

intra-societal tensions in the above socio-cultural .
and Annual Conference of Hong Kong Educational

argument. Research Association (HKERA) at the University of

Hong Kong in 2000.
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(change)

Sallis & Jones (2002) fi& i 7E R GEAHLRTE - ik

SR H R N AR

o FPEMMLIEE (knowledge workers ) - fifE
PR — AL & H#AE (social structure) >
TRk AR A FeEE (
iU}

o BREMMER EASFIGAENE » N SUBRE 4r =
Higk (BRI ek ] e s BEE
X

o RETEEHE ARSI EAGER
AN RIIALHE -

self-motivating )

- BEREEIK

David Hargreaves (1999) 7 akER 4% ] 4%
BAS TR RG] (knowledge-creating ) HYEEAR >
EAEATT 5 R R

(1) FwE (audit) RAMEZE (T/E) Mk —
Eo] = WNEOP I RS

(2) & BRI E B B SE T A A

(3) flEELZEREE Sy A 2L (validation) —— 78

3 T RIE FE 5 0 R ) A 2
(4) (3% — 6 0 A B B ] RS
2 75 — Fi Al AT R

TR o

(transferable)

) BH—

(transposable )
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BRIy — MRER B A - R T A
WA MR (Morrison, 2002, p.113)
o R B RARMALARE B 1B
o BERBBABEARE M A AERE 1) IE%% ;
o EEE KRN B R - A M B
(alignment) 3
o VA SRR E BralBa AR
o BRJRAUAAHARER B ARG - LR EIEAA
PRAFRYEEE - 40 (1) APPSR (maintenance
s BB AR R AT S| (induction)
%E‘ » EPSNAE EACE R AT EOE B
FHEA B (benchmarking learning) © i
E\Eﬁiﬁﬁj\/\m HITAEEE 2§ L?%?E i
BB RVE AL R T S E R 2 5 (3) AR U
CHEAMARY i’@"’ﬁﬁ%ﬂ%
17 5 B EEMAE MR R AR ERE > Sl
B -

learning)

# (creative learning)

IEWERR B R R G (2002) #5H > AL
BERE - FURTEE R - 17 B BF 5T A B AL B R A7 A
EREM BN HE > A REREERNEE
(B —) > RRURE SRR Rl e 2R ) 1B 1 s L BR
BEEARLLAE W
o RRFESHAELRUHGRE ML AR (A

PR 1) — (IR B M 5 DR B i B

A IR ERE o BRI SRS - AR AR

B RN T B F 5% 42 4 SR R ik rr) 1 e o

b - R AR Sk
. ﬁﬁ@ﬁﬁﬁﬁmﬁéﬁﬂiﬁiﬁ>ﬁ%

BTN 2 =2 AEE > Sl 2L S B

%%%%%ﬂﬁ&ﬁ%@ﬁﬁ%%%&%

J& s
o VR GEECRI HN G B A ) AR A A

A ERE RUAR A (BEERE) o I aAe

FIZI TS e A i SR BRI R BNk > DA Sk

BB o



I —

PR BAGREH S (BT REEE®EE > 2002 5> 10 > H 13)

BEERRE,
/v 1T BHAT R \
B RAZAE R

Pk L

FUATEE o ] Bl AR S — P B B A A0
B ARG o iR B R R BOR] 4y A = X
(Hargreaves & Fullan, 1992; ZFHE > 2002a) >
3 7 2% Rk B RE R R - 19 A R A o
(Fe—) o BURHRREIER R G B A B - 2L
F % FREAE 2o R i 3 o B B e U AT 4% S BN
FTEIWETT - AR - WE (e R

SEACRE o ZAIER AT B B IR B R B
JB~ SR B A SRR T - #E L
ML B H Y ~ B o ZUAITER R AR 2 A R s
BB AR > ZOATEERE 0 B 2 B
SEHAR TS VER AL - (SRR AL A B A A
ST o
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F— FHAEEEUY (Hargreaves & Fullan, 1992 )
MBS R AE 2y BB AT 2 FURMBE FEAE 2y
Rk S E 5 A k2 fig A R A
(knowledge & skills (self-understanding) (ecological change)
development)
o ACHEZUAMA RGBS AE | o ROEZLATAVM BT | o BTN TAEIRA
(DhoR5 B BB M )| Tk ESEE LG L
o ST HR A o AR EH)
e o FLATHETE o FURE A B o A8 SRR
S (staff development) (AR5 T I B BRI BT X
o IR HAMRE S AL TARBR I FR A
56 4 BT A R
o RAEFALPGHHAMEIE | o 18 - [EBRFHME o [ HESE Ly [ IR 15
T2 (professionalism) B 1 HLI AN AR FE AL XAt ] (contrived
R E AR Rl ) B R R collegiality)
o SCHEFNNRCRBETE S | o UPAHEERIRER (BT | o A 5% A -
AARAS (B PR scqE WL [HERED IEHLY ~ R AT B
A ERACHE St ) HhE LR AL [ {14 A0 EAR AT FE AL
PRl SN SR 1
o ORBETE R 2L i B O Ak
R P e CIE R
(8 AL
ARSI & | o HEIREMEUR - AR - | o RETAE T TAER | o SUEE B
B 2 fE S B AT R s S [TPNOP I 715 EAELE RUA A
(B - R SERRERT - i BU - HEB - BE MEFEVESL 5 '
RFA > 2002 3 F R A 42 FiE BB - #E DL SCRFPERIF eI R HE
Lambert, 1998 ; LA Y H B AL ] A B~ N2
Hall & Hord, 2001)
o HRIMMEMEE LR | o MMITBEREIELMA | o SEEEER TR
F5 @] 0 % e 1) - B (teamwork) S22 41
o FERRLEKE T o AT LAEF MR ) HE
RS B g (critical incidents) ~ HFPE (intellectual o B EMEEE N
(Sallis & Jones (2002)) T ERE K B A autonomy) Ry
HABR HY 2 BE o BIMUNEE TAEERES) | o BEMMNELE
(trustworthiness)
o EMRRAEELE AL

fn 3% % TR 04 &

BEBAGE A AF R ER > Sallis X Jones
(2002, p.3) w84y [ HRGHAE BE | 02508 B0 B9 18 1)
DL PR — AR B I EA (intellectual
o MbAMIE— AT [ R R 2B
[ BB 2B A P a8k 9 KPS ] (learning to
know what we know ) Fl [ R34S 58 ik FLE 5% 52
XA H P | (know what they do not know but
should know )

capital)
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F ¥ (2000a > H 31) 5|4k Rossett M
Marshall (1999) HEFE - foii : [FIRLEH ] &
FEWERR ~ SCIHAE > DA SEAEAE IR A48 B T B
B0 BEVE B VR o MRS [T AE ] 2R
il N B R — R I > N B RS AE R
ENE PRI 2 AT8) - 1 (H30) %L
(2002) ZRJef s [Z0RME ARNREE 2 - dm Al
[ 2L Rl M A0 TANBRGR] > DA BE R



BRI - ALV RS B AEAR B R BLRAF /Y
R o e ZURTTRE R TE A AL B oh > DU
FI R [ 4 oy A BRI IE RN el B PR £
EHIRETT > AR RS TR IREACAY SR AR o
(H 8)

Liao & Yau(2001 (€ ¥ 3 /4 SCJak 4 8 IFF iR
A RS — [AaEE ] RERR - A
AN 5 FE S BT SRS (1) e B —
AR — B LIRS - A - AL AR AR
A BRI A RE 5 (2) GRS H K 8% gt — 1
RS — WUAERERH T - BIRMA > i
PRANSE A R 5 (3) Nk B — Bl
— —ETHM SR/ > DL B
ALRIANEL R B BB 5 (4) ks e — Tl BE
— EREEEENP - AR B
AT SN FAGAMIE A B AL RE T A B B
ik ©

Fr LRVl > FEER S ¢ RIS B B R ST
(knowledge building ) ~ Flik/r = (sharing) ~
Wk AI#E (creation) H.Z3BAWE (Fullan, 2002) ° B
S MG AR W~ PRAF I — BER
BRI 7 BRI > LA b S — R AL
WA Frr ERIEEE (6T A Liao & Yau,
2001, p.44)

==

(RA2) ZBHENRELETEF X

TERVGAE BRA SRR - A B354 ROy J B
PERGANEE PR R (R o iE A BT
L Polanyi (1983) MR E » JUHIZREMERIGRAY
J3MT o Polanyi 4 th [ HAM wT LAKIZE #Y LEFAM 7T LA
B £ | (we can know more than we can tell )
(p.4) > BlInFAM AT LAREEAE AR A > WA
Al BB LT A (H AP A — 2 REA) et A
W RE R A o PG B A ARZ A\ 15 5
BEHL  {H R R A E A S AT T B 2 s A
FAEBEE P A (Cook & Brown, 2002, p.73) o
[l BRHh - A L5307 T B A Y U (FOR A
i NN S A TR A L N A )
B o iSRS DUE SRR U AN o B
A7 LEZA RGN 7] R 250 B A0 A 2R 3 R A A
ERRERE (BEPERE) o (HR W REA RO R
FMAT A AN SRR SR 7 R o TR SLERAG
FUHT Y 5 AN AL A R AL B T R (BRI
i) o AHR AR BAG BN B SR AL A R AT
R AR S BN ANAR B B g o

AU ik B B ik LL S (Sallis & Jones, 2002, pp.12, 14 )

BMEHAGE (Explicit knowledge)

BEPEHGE (Tacit knowledge)

(R E (knowing that)

(452U, declarative knowledge)
FBUR R RNk

WIFER) (tangible) &l

REHT B AR (codified)

AR IIE (accessible)

RES 25 ) LA AR A&y B B e R A
SEFIME &

o REMZA L LMEME - EE - TSR EIEM
LY %<2 (LUN

o wRakinfl (F2)7LHIE procedural knowledge)
o A EAE Y

GG - FTPERE, Rk anfr) R
PERN

A AR EEL (folklore)
TEAEAE N B 1S Vi

AT DAAE B4 e — i RE A Rk

B EEE  EEE FE - WA B2
BE - fRAES

AT AR AL (chaotic)

e Ty A RS0 A7 SO R R DR T A A

200 R A N

BT R A 458 B R R ) — ek ML e Y
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MR B B 0T BRI B
P BN ¢ A= o BUNS RS YN
WL > FEH A — B 2 7 — 3 > Ty ALAR
ZRCHAY G o £ (20002 - H64) 51
Nonaka Fl Takeuchi FJH81E; > Fa& A7 12U A 0 sk
# (knowledge conversion ) 772 > DARTZE ARk
B0 BEfMIE (2% Sallis & Jones, 2002)

(1) A-Er il — GEME BB = B S B Ak

R o AR R AT (AN 1A,

P14 ] S5 73 S AR AL 2 1) R A A A ) AR

[l AR AN IR B L T2

(—FEALEEE) A@AE EA T R

A~

(2) AN — fEREE A = BAPE R - R
LA B AE (practical reality) © %2 R 258
TP KRR HR ARG A Bl 2L
BEVEETE FTAC & P ERE 35 R B B £
e ER AL |~ TR gL ] &
[ DA O AR S A A AR B s i B (4
THEE > 2002) 5 ADERHE HERARAR LI
R SRS (4T SRS R
Ht > 2002) - L FRER A E L L
AR SN IR AR o

(3) &ty A — WO BEA BRI B 2 AR A
BATERIGK - 82— MRS Fak Ay B > (A
kA AR o {90 FEAC O R A R ) AR B
Wy Ir A (AR ST &~ SR S0) B
Ot N i - AT AP Y [ B -
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(4) i — feBvERE R R - a1
R EE AR > Y ol P TR G S A R
LAY OB B 1R (mental image) (Sallis &
Jones, 2002, p.21) ° BlUNARH 2 R EEFHAE
MR AR ST T SRAR > EAAARATE T A
7D TE ] ) A8 B A1 IO ) A TR A R )
= ANEZAT— I AR AR E T A
CHBE PRI > 75— 07 RS R sl RS R 2
BT AR PR A A SRR AR 114 e ] B
(common interest ) FII[E HH (common
purpose) © 73— RERALAY T2 T 1A |

o BN ERR B Rl AE /Mt

A FIAFIVER & > AN[A 2L A B

A I T ) T TR R BT A TE A A T R G ]

frtk e

(learning by doing )

AR S 28208 DO Fe R sk 9 7 =X > Bk
Rk BEL SRR R AN TR ) L) AT AT AR AR
BRI (B ) o DASRARRSCE A6 > 4t Er it
oy N e o L N NI NS W OIS Y eI
() an B FR A R 1 3R ) 5 NI LA AR m] REEE AR
[ EJNGE | ( dn F 57 A AR R A R 1) R
IR 5 AR REE A [ RS ERR
(BN 73 R A SRR G I Rl 45 SR S B30 SR
&) bR AT REE A [HAEERE ) (Bilns|
A GRRRSERE 1) RE e slE R R ) o Ak
Nonaka & Takeuchi (1995) #§H :



i A A k1 A ) R e
(EFTH 4145 > 2002a > B 67 » 79 ; Nonaka & Takeuchi, 1995, p.73)

i
(Information)

Fo 3k 5w /& &)

EON: X1

N (Externalization)
L3R

(Combination) ,

A

f !
1 U
! /

1 f \

1 \

F& b o

i s et
e X
(Socialization) Py4b
(Internalization)

, AR

18 A

P Ak A A M

R &

\ 4

3k R R

A

o o

o o

50 h o

TE 35 THT £ i

it fi o B

AR ISR 2

ol iy S

RES GV Eilb g ST

SR 5T

RIGH AY BES AP ) - F 9 B
SNERRY I - R - B
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o AHARRNTHRAY A1 275 148 DU R R gy SR R e JEUR - T AL P R R sk A S R i ) e Y 2
M (& =) - (HE A e (R - B > BRI [ A AR A ) FL ) > Ak

o AHAR R A SR BERR 1 R ak R T (GBEEN ANEEAL - BB (TR R A A Ak )
A BEPE R 73 B ) A > W] A e i FE) o (AR B (h 8 AL AR B
1 > RU AT ee A - RS - AHAR A AR Y EHELI5E%  (Morrison, 2002)

B = P e At 1y 2 R e
(f£%] H Nonaka & Takeuchi, 1995, p.62, 71-2 5 E41¥ > 2000a > H 64)

——————————————— P& b Jm 3, ——mmmm - —-—- -
I I
I I
| |
| |
| |
; it sh 3Rk ;
1 (socialization) (externalization) 1
1 1
! 3ok Fa TR b S 38 !
: (sympathized (conceptual :
v knowledge) / knowledge) v

#* &y #
N N1t \ mh R
: (internalization) (combination) :
| (operational (systemic |
; knowledge) knowledge) ;
e T
L AR R Nk Ay B O SRR E PO Bk 1 o 4 o 2 BRUR R ~ AR A
(2000a) 5| ¥ 245 0 XA BILRE  20 ) > 45 A EHRF
ki B s T 8 = TEA BR i BB — G H] E aHEAS St A
i AT A AT — BT SRR R A REPRNGE (R AR A 5 OSBRI
S0 AR R R T DA 1] At A 23 = B R 5 375 108 708 P A Ak 0 2 R T S A A R %
i BB A BRSO — flinid i g Rk s ik JE& 7 8] B RURSF o
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A BB A e ) SR el

Rk L i ) Rk B URRE G AN > TR
P18 SR L R B TR ER A R 1Y e LR o
SRS > BREE (2002 > H55) #5030
P IR P 0k L ] A 2 A B S R R S T B
T FE— (RSB R AR T B RE A Y - IE H
RNE RN ~ AR ERE AL - BRI
Oy SCH B B RS R BREE > A R
N8 MRA M B A M 7 1 e ok BB A
EL AL e > A 500 [l i 30 B A 4 A ) 4
o]

BRG] 2 A AL Y iR AL > BUBDZLAT
FRATHARFEME AN GSRER T (MEE
2002)

) AAE B A — R AT s Ak B
5y > Blanar 3 5 A CAEBRBEIRAE - BE
BN H 2 R B S R\ B
ZORIAMRRRE > — 7 B R AR ) S

JEFTE] > 53— 75 T S B3 S i R (AR

w0 MR R R B R B R
(2) FLECR B — OZELE B B A B M AR

ENRE - A I B 1Y) 2 BE R — B0

F(ZETFE > 2002b) o PARARE HORE

BREAZ TS o JE AR 7 REBR T B[] 4k

NFIRRNZEAN - IR E AR ol i R 5

LB RE SR (BB M A%

ik o
(3) ARERELE L — O H B BLARBR A F A -

KB BIGEE (I AL~ BRI

[l B%) BRAAM IR > AE 2y SR BSOS VR

SB WAL > SE A i — T W Bh 25 v 1

H O - 55— J5 T A] £ 57 B 8 A B T Y

fBAT > DA B AR A S8 5 (0 45 0 — 1 Az

e
(4) ZURRER AR R L — IB2CEaGR AR R R

AHBRERE (AnSCFstsk ~ M~ B~ B
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SE) o MUAREMR - RERRANSCE o ARk
$§1t¥%ﬁbgﬁiﬂﬁﬁ Slf7 A 325 i BLAt A B A

CPEAERL AR S (SRS B2
(benchmarkmg learning)

(5) fEABHEEAIE — flidi ol ol R 2R
R IR PO A 3 A B S R > AR I 7 AT
ZURABUE F R 2 IR B RIS A S
BMAF Tk (RAFITEEO) - HZHT
f A B R SN L AN B SR AL > ST 2 i A A B
sy [ ) FEE R ] R AP — B > A 3 PR 2
DN PNeL T
BEAL > Zhchih n] i fOUE AT BT ST (T

&> 2002c) > SHE R SO A0 A AL

ALK A AR T, -

o IEMADELER I > ZATiE R T BT
FeG I Ty > — 7 HEERZ IR AR > T
T LT FE R BRAR AT > [RTIR R0 H A i A
)% e BLERACHE ST PRBR (2 T EAE 5 2002 3

WRARE - REFH > 2002) > DIMFEMEAER TR
TEHEZL R85 o
ZxE e Y R Ak

TEEARAE By B AR B THI I 5 > Sallis & Jones

(2002) 4 Hi T 1 B A7 Bl 5 AL S B -
) Z U e M R RE A SR A AR AN TR A
ERARE > #EE MM AR AATE > AR
AR R A R A AL

(2) 1E&EEE — BRI R A ABRBR - i
A KR AR AT B ST DA BRI
w97 = AL

(3) IR #Er 285k (difficult conversations ) AR
H R B SRR B AR - SRR AN 1 B T Y
AL, » AL BB AR

(4) FTEHERE — RMCH R > BRI ik
] e ol HE By e o SR RE Rk A B AL




(5) B (BETLEE) — BgRal  BRE
afl b R i 11k 5 S 1 By By
I

(6) #:E =X KEE (corporate universities ) — Z5J&
AR (in-house) a4 A B ] o

R 7 AT B AR E MR ALK - E s
(2000b) i wl B% A2 4 Ak AL B w] 788 A A8
(exploitative learning ) IR FE X EEE (exploratory
learning) > Fil# 58 o AT 55 H MEEA L A G RAOEE )
B~ W A B AR AR A TARDRER
AW P MR - ARG A R

Far o

o

AR SO VAR sk A B ) B R SRR AN 2L

S g > R ACEE R & - BRAL W] B N AUy

M

o PRRGHALE BRI B IRAL G > A A AR
BRI — R B B > DABC A R R 3
J& 5

o BMEMEEIUES UL - B TAEREE
AR ST > B AR A T 1A

PR BCE R B AR 2 > o iRss ) —
AT R 4 A AR AL R B o BRAZE (2002) 48
(&R R TEY) KRR > WA TRIE]
MZLAT > — B LRI > WATERR - WAHIMLET
8o Bz A - MErn TEaRsa) Mm s T
) o (E13) BB W] 3E 5 B B KT
B 110 A i R AN LR I 1 A 5 A — A RN 37T
B > LIS AT RE R B [ AR A T e )
AR | SR R0 T 4 Y
B OAFH HRRE » HAREAL B T % [ n] g
JERZ A e L E | N [ ABOERERY S | (R B~ JHTRR

TR
H o
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W~ BOCHE - 2002) > 2 SOUBHELB ISR -
HOR B BRI A0 > JERAS AR R S R
A R RN A B R R o
PR O A B2 — (AR MR R A 9 S
PR AR A ~ ERACHYOAHLARAS I (LR ~ 22 AN
AERESE) ~ BOA - BRACEAE - 2R A TS K
HITAE - BRI EEE 5 TR (Hoban,
2002) ° AELEFES EHHEBAR U - RN
g B B EEAREE R A > Bl R
J BRSO ) AR G (OB
2002 ; Fullan, 2002) - MZLATEEE > JLH IR 2L
I BRHEIERE (teacher empowerment ) B JEERAA
(ERRAE S R B R E R, o BUAh > BRACE B
P RIAAY > AR 09 5 1A PR R o
RN g A R B RS > I AR,
FHRHEH (transformative) ZyHUA] > KE A E#
Henderson Frfg i) —LLfy @ > flan (&5T B
Henderson, 1999, p.16 )
o QT FRAM B R — B RTE AR 2R B g IA
BT~ WEEFRE IS 2
o TSR FAMY B — kR R A A ] o 2o 4R
PR U R 2
o e E TS RRAE R A ER A T B AR | 2
o AArfFA 42 RITAE BE 2 IR R] 58T A R R
AR 2
o ARl FR AR [R] w3 — Rk B SR BT AR
1 5K s 2

ZUATEE R T M > AR4E Hargreaves M Fullan
(1992) Frigt ek e » FInkBLi REFERE > FR T/
B ATE T FURATBYERE A o ERACE B LAY
SN A E 52T 5 8 BB A] 5 T M LR
R TARMIERS - 2 BB TARR MG T
FUHTEE 22 () SEAE AR AN B 0 5 A AR A ) ] ok
DA LR A AR - A - RN AR
FZCER PR - 35 USRI S
B3 -



%»

#*%8

FWHE (2000a) o CHEEHRMBERAER) o At ArEE -

FH (2000b) o CHIBEHBEERHFER) o (HEWREN) - 45 (7) > H35-54 o

I (2002a) o CERAE - ZOERBLERACPLE  TIACHIZUE BE) o Ak - T OCRE A -

T (2002b) o GRARBLZUELCLHAY R R - e S BUE A0 EE) o SRR [ZUE WL BLE B
BAE - B R ] B AR A e R o R B, - 12 1 13 H -

A (20020) o RBEATEBIIY) o MOEBHIE - RFEAHmE CEEARED DR ER) (H
67-83) o &b : FIAESE o

YR mAOE - RAREAL - BB (2002) o (RAMTEIBFRRYBGELEEE) o B - HEEPOSORERH
FER - FZF O -

P RO RAVER (2002) o CGREESE - AR ER) o Bl - FBHOORE REHEEKGS
Pt oD A UL E BT -

T R - R B - AR (2002) o (RIRESERRL AR ¢ ANAEELR L) o AR
SRERE - EAE - SEOTA GREZSURE SR [ e B et & | wsCE) (H 43-55) o
UE AU P SO EE B e i BB B R SR W B WS o

SR~ JERREE - FOCHE (2000) o CHHARSNEART - BSEEUREGMAYRES) - AL T lEE -

BRETE (2002) o CELAMEAIGE B BZERERE) o A0 BE UL HEARAF -

BOHAEE - RFEFH (2002) o (EERASRED - ENIZERBER) o AE : FIRKESL o

BOEATE ~ SRR - RFERH (2002) o (RRARBHZEMGHAMLE B M @AM o fEBEE - REHRE (—
REARED - MR ER) (F 29-46) - &b« BIKESE -

WAL (2000) o (EREESE) o AL RRESL o

BRA (2002) o (BEEFRAVR ? — JUF—HBBUCERREES) - iR
HELE  WE-EBEHE) (H2-24 - &1t 5% -

PR (2001) o CEEEE  KGERE - 2ARE) o Bk BUTEE) o

AR EE RS (2002) o CEBIFEHRERT) o &l - BUTEIE)S

FART] BT RAHE (2004) o (BRI MGBCOT-6 - AL ERER R o CERZIHE 2
13 (1) > H 163-180 °
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Abstract

Teacher development is a major concern of current educational reform in China. This paper draws on theories that there

are three aspects of teacher development : professional knowledge, teachers’ commitment and community of practice.

This paper reports an illustrative ‘snap-shot’ of three middle school English teachers’ lives, to illustrate the current

situation in China of teachers’ professional development. An analysis of this data indicates a current deficiency in

professional knowledge, teachers’ commitment and community support, which undermines these teachers’ professional

practice for the purpose of professional development.
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INTRODUCTION

Substantial progress in education has been witnessed
in China, embracing both educational policies,
institutional management and teacher training. However
education in China is still found to be “imbued with
problems” (Li,1999,p.179). One major cause of these
problems appears to be the teacher education system
(Zhang Jiaxiang, 2001). In China, teachers are usually
graduates from normal universities, colleges or schools,
where various area of ‘subject knowledge’ such as

psychology, pedagogy and methodology are offered for
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professional development.

After graduation, the schools where they work
may then provide limited in-service training including
mentored teaching, basic skills training, modern
technology training, short-term training in holidays,
participant observation, and collegial lesson planning
(Zhang Jiaxiang & Sang Yongna, 2001; Zao Mengceng,
1999). These forms of training however may not fit well
with the teachers’ professional practice (Song Deru,

2001).



Based on the concept of “lifelong education”
(UNESCO report, 1996), the Ministry of Education in
Mainland China now seeks to develop teachers’ “further
education”, by involving all elementary and middle
school teachers in the enterprise of professional
development (Cheng Shuhua, 2000). The intent here is
to raise the quality of education.

Learning from countries adopting a similar
“quality of education” goal and with contexts similar
to China, such as India (as reported in Dyer et. al, 2004),
people come to realize that in-service training could not
achieve expected goals where the training content is felt
to be irrelevant to teachers’ professional daily practice.
To bridge this ‘relevance’ gap, the focus of teacher
development has now been oriented towards the
teachers’ lifeworld (Goodson, 1994; Allwright, 2003;
Wu, 2002a).

This paper seeks to investigate three ‘teachers’
lifeworlds’ and to illuminate what is relevant to the
‘professional development’ of middle school teachers

in Mainland China.

THEORETICAL BACKGROUND

Research in teacher development has changed its focus
over the past few years. Two decades ago, it was still
based on the “delivery mechanism” (Freeman, 1998)
which was mainly concerned with what we knew or
thought was important about teaching. But by the 1990s
interest had been diverted towards “the thinking of the
teacher” (ibid) i.e. teacher learning. This implied that
teacher development was to provide teachers with
“opportunities to learn” (Hargreaves and Fullan, 1992,
p-1). This change in focus is reflected in the various
approaches adopted in teacher development practice.
Hargreaves and Fullan (1992, p.2) categorize three types

of teacher development as:
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* knowledge and skill development
+ self-understanding, and
* ecological change

In this paper the three facets of teacher
development are reformulated as three guiding research
questions to invesitgate the situation of Chinese teachers’

professional lives.

What expertise does the teacher need to
have?

“Xu gao wei shi” (‘the knowledgeable can be the
teacher’) may best characterize Chinese traditional
expectations of teachers. Knowledge of subject matter
has long been considered central in China’s teacher
education system. This view is now gradually changing.
Freeman and his collaborators ( Freeman, 2002;
Freeman & Johnson, 1998; Freeman & Richards, 1996)
propose theoretical frameworks that redefine the scope
and nature of teachers’ professional knowledge and
emphasize teachers’ personal understanding of their
daily practice. For Rose (2003) such changes in the
notion of professional expertise indicate a move from
‘official’to ‘local’ knowledge - the former being unitary
and totalitarian while the latter appears to be
“discontinuous, disqualified and illegitimate”

(Jorgensen 2002, p.31).

What developmental approach deserves
teachers’ commitment?

Approaches to teacher development fell broadly with a
‘skills- and knowledge-based’ paradigm in the majority
of our past practices (Hargreaves & Fullan, 1992; Dyer
et. al, 2004). Knowledge or skill was considered as
something existing objectively there, usually discovered

or possessed by some experts or authorities and therefore



known as “official knowledge” (Apple, 2000). Based
on such a theory, teacher development is usually
manifested as efforts exerted in various ways to facilitate
the transmission of knowledge from trainers (experts)
to trainees (teachers) Therefore it depends heavily on
training institutions, beaucratic authorities and ‘experts’.
Teacher trainees only play a passive role. But for
Hargreaves & Fullan (1992), this “top-down” or
“outside-in” method may silence teachers’ voice arising
from their practice and prevent teachers from gaining
true understanding for their own professional
development. As more “local” knowledge is preferred
now, we no longer regard knowledge as something that
we can move around from one person to another (Wu,
2002a, p.339). This implies that teacher development
cannot be achieved through institutional instruction but
through understanding of individual teachers’ life in

exploratory practice. (Allwright, 2003)

What external supports are needed to
facilitate teacher development?

Where top-down imposition of knowledge and
contextual irrelevance may drown teachers’ authentic
understanding of their practice, interest has focused on
communities of practice (Wenger, 1998).

Communities of practice are assigned two key
characteristics:

Collaboration: Collaboration in teaching can take
various forms such as peer discourse or dialogue
(Manouchehri, 2002; McCotter, 2001), seminars or
workshops (Frank, 1998), observing colleagues’
classroom teaching (Richards, 1998), action research
in group (Wu, 1995; Carr & Kemmis, 1986) or even
informal communication like chat, discussion, writing
letters or emails, and other collective activities among

colleagues.
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Autonomy: For Clement & Vandenberghe (2000,
p.85) autonomy “holds prospect for creativity, personal
study, reflection, the elaboration of new orientations and
as a consequence for professional development”. For
Richardson (1997, p.185) a community conducive to
professional development shall be one of “sacred space”.
Given these characteristics, for professional autonomy
to flourish, it requires both social and institutional
respect and nourishment.

Teacher development, as we can see from the
review above, has been approached from various
perspectives with different foci. A common feature
amongst the more recent approaches is that they address
teachers’ practical and local needs and teachers’
“dwellings” (Wu, p.2002a) i.e. their daily professional
life (Goodson, 1994; Allwright, 2003; Wu, 2002a). So
in this paper we propose to take a “snap-shot” of three
middle school English teachers’ professional life in
China to illuminate the challenges and opportunities

they encounter in their professional development.

THREE CASE STUDIES

The three case studies comprise three native-Chinese
teachers of English and their reflections sampled over
one representative teaching week. Convenience
sampling - interviewees are long-term colleagues of the
researchers: the ‘teaching week’ is arbitrarily selected -
is an acknowledged research limitation. However the
intent here is to report a ‘snap-shot’ of teaching reality.
The validity of this ‘snap-shot’ stems from the mutual
respect and confidence shared between researcher and
respondent as demonstrated in the following biographic
sketches:

Huifei: She was born in a scholarly family (her
mother was the headmaster of a middle school),

educated in a medium-sized city in Jiangxi, elected



Chairperson of students’ union at college and
awarded the Championship title in a debate contest. As
a teacher, she has been honored as a “model teacher” in
her school and invited to give demonstrative classes for
her colleagues.

Lifang: She is a girl from the countryside, a
second-prize winner in a provincial English proficiency
contest and promoted from a rural middle school to the
No. 1 in her county for her excellence in teaching
achievement and professional competence. Her husband
is headmaster of a middle school and they have one
daughter.

Linwei: He is also from a rural family in Jiangxi
and known for his diligence as a student at college. As
a teacher, he was also promoted from a junior to a senior
middle school for his professional accomplishments.

The three interviewees have each had five-years’
teaching experience. They are reaching a stage of
“impact concerns” (Fuller, 1969) in which teachers
usually start to be concerned about further development
in their profession by drawing on not only their personal
but also social potential. This also can serve well our
purpose of researching professional development.

Reflecting geographic distances, the data
comprise a series of telephone interviews. All interviews
are held in the evening, once a day over a period of one
full teaching week. Each interview starts with the
reminiscences of our past shared college life, our
feelings about our life and career, an account of what
they do at work during the day including their daily
teaching routine, their contact with students or
colleagues and their feelings and comments on these
interactions.

Interviews are recorded in the form of book notes,
whose accuracy is confirmed immediately after each
interview. Then episodes or activities are identified. The
analysis presupposed the concept that life is revealed

as consecutive episodes and that the primary way of
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living is manifested as “comportment” within an episode
(Donnelly 1999, p.936), so those episodes are the
windows for us to understand the teachers’ life. Episodes
are categorized and analyzed in terms of teachers’
knowledge, commitment and community of practice.
The following serves as one example of this analysis
process (Note: interviews were originally conducted in

Chinese).

Prompt: How was your school day today?
Huifei: I attended a meeting this morning. It was
summoned by the school’s League
Committee. It had nothing to do with teaching.
It was held as a response to a circular from
upper educational authorities. ... (Interview
Notes on April 7). In this conversation we
can see that Huifei is talking about an
administrative meeting she had joined. Her
story also reveals that in this meeting they just
sit there, listening to one school leader’s
speech reporting on a circular passed down

from the upper educational authorities. From

this we deduce

1) that the knowledge within this meeting is “hard”
or “official” (Apple, 2000) for it is circulated and
universally applied in all schools of their city,
taking no account of the specific situation or needs
of individual teachers and schools.

2) that teachers show little or no commitment to the
agenda of the meeting, since this meeting is
imposed top-down on the teachers, does not emerge
out of their authentic teaching practice and “it had
nothing to do with teaching”.

3) that there is no collaboration among leaders and
teachers in this meeting, for what they have to do
is follow the requirements or stipulations in the

circular. They do not have the autonomy to change



the proceedings or content of the meeting. It
appears that all teachers are taking uniform actions

but this impression is contrived.

By drawing on the analysis of their daily practices
in the way we illustrated above, we reach the following

understanding of middle school teachers’ professional life.

FINDINGS

Our analysis shows that the three case studies share
remarkable similarities in terms of the three analytical

dimensions of professional life.

Knowledge

Our talks with the three teachers all show that they are
embedded in “an organizational knowledge structure”
(Schon, 1983, p.336). The main drive of their
professional activities is the imposed “official
knowledge” from top down. Linwei has the following
account:

Our primary duty is to fulfill the requirements
listed in the syllabi and help students achieve high marks
in exams. (Interview Notes on April 7)

As illustrated above the official guidelines are
internalized as the perception of teachers’ duty, and are
embodied in their pedagogical discourse in terms of both

their teaching content and method.

Commitment

By “commitment” here we do not mean the time, energy
or emotion teachers devoted to their profession. Instead
it is intended to mean the self-elaboration of authenticity
of teachers’ practice i.e. the personal horizon which a
teacher explores in order to enact his authentic

understanding in his professional life.
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Their stories in our interviews indicate that the
teachers are all more bothered with their daily routines
than voicing and reconstructing the meaning of
education within their own “knowledge landscape”
(Clandinin & Connelly, 1995). One example

demonstrates this phenomenon:

Lifang: Every day, I teach lessons, grade students’
homework, plan lessons or chat with some
friends. (Interview Notes on April 7)

Linwei: The majority of teachers here consider that

their only duty is to perform the routine
classroom teaching. They care nothing about
their own professional development.

(Interview Notes on April 8)

However, we do find that instances where they

can engage in “marginal practice” (Wu, 2002), which
can lead to authentic understanding as demonstrated in
the following:
Huifei: Now I am experimenting with a new theory—
task-based learning.
Caishun: How did you come up with that idea?
Huifei: I came across it in some books. And I felt the
idea is not only significant to our education
but also practical in my teaching. So I started
to try it. I surfed on the net to look for relevant
materials and new ideas for my teaching. And
now it works well.

Caishun: I am quite interested in it because in my
university some teachers are experimenting
with a kind of similar theory called “RICH”.

Huifei: That’s too great! Could you send me some

relevant materials? The problem I have now

is lack of materials and equipment. (Interview

Notes on April 2)



Huifei’s spontaneous response to the idea of task-
based learning is rooted in her concern for her daily
teaching routines. Through her marginal practice
(experiment in her own private space of classroom) she
starts to match her life and work. This could encourage
her further exploration in her professional life. But this
authenticity will depend on her capability in negotiating
the dialogues between her reading of institutional text
and her own exploratory practice, which is the hardest

point for all of them.

Community of practice
All three stories reflect the features of their professional
communities. The collegial activities they talk of in the
interviews include:
Classroom observation: In Linwei’s school, all
teachers are required to observe their colleagues’
classroom teaching 15 times every school year.
In Lifange’s school, they are required to observe
at least each colleague’s classroom teaching once
every school year.
Collegial lesson planning: Both Huifei and
Lifang’s schools require that all those who teach
the same subject grade meet and plan their lessons
together once every week.
Staff meeting: Every week the school
administrators will convene all the staff at least
once, to circulate new educational policies,
regulations or information on school’s daily life.

(Interview Notes on April 7)

One remarkable feature of these activities is that
they are all officially administered, as time and places
are fixed for teachers to meet and measures are taken to
make sure that all those involved will take part on time
and make requested contributions. These activities were

intended to develop a collective and collaborative culture
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in which all teachers could achieve ‘professional
development’. But they are not well accepted by teachers
as we can see from teachers’ responses:

Lifang: This afternoon it was our time to do collegial
lesson planning. But this activity has long
existed in name only. We never actually did
it. We just sat there, some having idle talks
and others minding their own business.
(Interview Notes on April 8)

Linwei: Although we are supposed to observe
colleagues’ classroom 15 times every school
year, we do not observe this rule strictly. We

think it is of little help to our own teaching.

(Interview Notes on April 7)

However, this lack of interest in those collegial
activities seems to be in contrast with their uncertainty
in teaching and inner desire for opportunities to learn
from others.

Lifang: [Ijustgo it blind. I really want to see how others
are getting on. I wish we could have more
chances to observe teachers’ classroom
teaching in other schools. (Interview Notes
on April 10)

Linwei: Learning from other teachers is important. We
need more opportunities to learn from those
experienced teachers. (Interview Notes on
April 7)

These two types of paradoxical stories are
categorized as “overt” and “covert” by Clandinin &
Connelly (1995), which are told respectively in public
and private spaces. According to Clandinin and Connelly
(1995), it is the covert stories that are related to teachers’
professional development and therefore should be
encouraged in practice. However, this kind of “narrative
authority” (Olson & Craig, 2001, p.670) is often thwarted

or silenced in professional contexts so that teachers

always feel uneasy to speak out such covert stories: e.g.



Lifang: We do sometimes ask each other questions.
But they are usually problems with language
points for teaching. We rarely discuss such
professional questions like how to teach. We
feel uncomfortable to talk about those things.

(Interview Notes on April 10)

Lastly we would also like to mention in passing
some differences we find between these three teachers.
They differ in degrees of passion and commitment
towards their profession. Whereas Lifang is a highly
devoted teacher and accepts her current way of life as a
teacher, we can feel a sense of “having no other choice”
from her words in our talks. Linwei has decided to
change his job. He is leaving to study for his master
degree. Only Huifei appears enthusiastic about her job.
Certainly personality in relation to gender may be one
important reason for their differences. But we find the
contexts also play an important role. For example in
Huifei’s school, she can experiment with theories like
task-based learning and explore new possibilities. We
know these innovations in teaching require communities
of certain authenticity. The possibility in Huifei’s school
is made possible by the openness of her school in the
city. For example, she has easier access to information
such as internet and higher value is placed on
professional development. But Lifang and Linwei do
not have such luck. In the relatively less developed
towns, the institutional morale appears to be more
conservative, where teachers are more ready to accept

what they are used to through institutionalization.

IMPLICATIONS FOR TEACHERS’
PROFESSIONAL DEVELOPMENT

This paper reveals in current middle schools in China

more challenges than opportunities for teachers’
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professional development. Through the study of three
school teachers’ one-week career life, we find that all
the three teachers are imbedded in educational contexts
where authorized versions of knowledge prevail,
teachers’ voice and their authentic understanding are
suffocated, collegiality is mandated and manipulated
superficially and staff are generally alienated at work.
The culture can be characterized as stagnation,
resistance and alienation. It is far from conducive to
teachers’ professional development.

Educational authorities and researchers in
Mainland China recognise these problems and are
making strenuous efforts to popularize the concept of
school-based in-service training for middle and primary
school teachers (Yang Xiuzhi, 2002). This concept
allows schools to design their own training plans,
objectives and content based on the school and teachers’
specific practical needs. Teachers are expected to
achieve development in their own daily practice. This
approach towards teacher development aims to shape
“teachers as learners” and “schools as learning
communities” (Clarke & Hollingworth, 2002, p.949).
Basically, we agree that this concept should be
enouraged to address the situation facing middle school
teachers now. But in order to realize a fundamental
change in our educational practice, we would argue that
our endeavors should be first directed to address the

following three primary issues:

Transforming current teachers’ beliefs and
value systems about educational knowledge
and practice

The first reality we reveal in our study is the dominance
of “official knowledge”. We have already pointed out
that one result of such dominance is the uncoupling of
theory and practice. In order to motivate teachers’

professional development, we must first of all make



them realize the indeterminacy and unpredicatibility of
the constant changing reality and the limitations of the
authorized version of knowledge in addressing their
changing practical needs. We shall also commit them
to the belief that the truth of knowledge only comes
from their authentic educational practice.

We find most of our teachers are always looking
for or expecting to be given some kind of model in
teaching so that they can simply follow it1. But they are
actually often disappointed by those transplanted
teaching methods or approaches, which are usually the
results of technically manipulated experiments, because
those scientific findings are irrelevant to their practical
contexts. Their needs can only be addressed through
their own understanding in practice or “local
knowledge” (Dyer et. al, 2004). So “teacher
development programme(s) needs to be able to convince
teachers of their own capacity directly to effect change,
and to build on and extend teachers’ views of the
possible” (ibid, p.51). Teachers will not simply depend
on the theories and official knowledge they are provided
with. Instead they will see themselves as creators of
professional knowledge.

But this shift cannot simply be stimulated through
inculcation. Otherwise, the new endeavor will fall again
into a vicious circle as we we have seen in the past
educational reforms.The prerequisite of its success is
that school-based in-service training be implemented

in an authentic sense of “school based”.

Committing teachers to authentic reflective
practice

As we have argued above, most teachers are more ready
to accept what they have been accustomed to. They are
resistant to change imposed upon them. This has been
the reason for the failure of our past education reforms.

We can never successfully formulate any model for all
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teachers to follow. We argue that in-service training now
should be re-focused on teachers themselves. This is
congruous with our stress of “local knowledge”.

When teachers begin to turn their interest to their
own daily practice, they may be able to start a dialogic
process between their own beliefs and practice. In this
way teachers can involve themselves in “exploratory
practice” (Allwright, 2003) and reflect authentically on
their practice.

To arrive at such a goal theoretically teachers need

to understand:

1) that teacher development programs are started not
because their daily practice is problematic and
needs correcting. Instead, we shall take our daily
practice as normal and base professional
development on the normal. (for this point see
Donnelly, 1999)

2) thatteacher development is a process of negotiation
between educational theories, teachers’ own
authentic (local) understanding and authentic
(local) practice, which may be illustrated by
Allwright’s (2003, p.115) closed circle that unites
‘Thinking globally, acting and thinking locally’.

3) that the authentic voice and practice of teachers

can only be nourished in authentic communities.

Transforming school into a learning
community

“Contrived collegiality” may be the best concept to
represent the current nature of school communities in
Chinese schools. Most of the collegial activities are
institutionalized and compulsory, as our study has
shown. They are grounded on the extant institutional
and educational systems like unified curricula,
examinations, etc which function to strengthen the

traditional ‘technical practice’ (Halliday, 1998) rather



than stimulating ‘authentic practice’. Within such
communities, teachers will not feel safe, for they are
always faced with challenges from the institutions,
colleagues, and students. Now most schools in China
have introduced the scientific management mechanism,
which forces teachers into struggle against each other.
For example, they have to be evaluated by institutions
for their personal promotion; they have to compete with
their colleagues for the security of their position in the
school, and they hold the responsibility for the students’
performance in the examinations. In this way, how could
teachers have true dialogues while working together?
How could they practise authentically? The following
words of two teachers reveal part of teachers’ mental

tortures in practice.

Lifang: Since my students are going to take the college
entrance exam soon, I had no way but to do
those reading and listening practice exercises
in class. (Interview Notes on April 7)

Linwei: Sometimes I did come across some ideas but

I could not apply it in practice. Because for
the senior students examination is considered
most important by all. I could not risk my
students’ future for my personal experiment.

(Interview Notes on April 9)
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Lifang and Linwei both betray their own authentic
understanding to give way to the dominant institutional
control. They are doing what they are actually unwilling
to do.

What our teachers need is autonomy and
constructive collegiality. For the former, the way out
might be, as Hargreaves and Fullan (1992, p.16) argue,
“to shift the balance of responsibility for teacher
development and curriculum development from the
centre to the periphery, from administrators to teachers,
and from men to women”. To achieve this we need to
provide enough safe space in which teachers can freely
talk about their covert stories. This kind of community
must be based on democracy, mutual understanding and
joint action. We must be particularly cautious against
any violent interventions by institutions and beaucracy.

These three case studies were one enterprise to
explore Chinese middle school teachers’ professional
life. From this research, we already got a snap-shot of
their social and institutional constraints in professional
development. But we want to state here that the
significance of research of this kind lies more in its
consciousness raising than what it reveals of individual

teachers or schools.
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Abstract

As the discovery of penicillin from a ‘failed” medical experiment illustrates, it is good practice to revisit apparent teaching
and learning ‘failures’. Two Hong Kong case studies are here reviewed for they report educational ‘failures’ evidenced by
students displaying a negative learning experience while undergoing Problem-based Learning (PBL). The first case study
involved Primary Four and Five pupils; while the second investigated post-Secondary school students. An analysis is
provided of these two negative learning experiences followed by a critique of possible solutions. The findings are intriguing
- Problem-based Learning is shown to provide a flexible, responsive pedagogy that reflects Hong Kong’s current learning
priorities. It is argued that the reported educational ‘failure’ reflects a tension between learner diversity and educational

priorities, which raises the possibility that these ‘failures’ indicate not a ‘problem with PBL but rather a ‘problem with

education’.
INTRODUCTION
Given that the origins of Problem-based Learning (PBL) specific learning skills e.g. knowledge construction and
have been traced back to the educational pragmatism reasoning (Albanese and Mitchell, 1993); building
of John Dewey (Menon, 1997) it is perhaps not positive study attitudes (Kaufan and Mann, 1996) and
surprising that PBL’s claim to present real-world the transfer and integration of concepts to new problems
problems within a learning context currently attracts (Norman and Schmidt, 2000).
popular attention amongst educationalists (Savin-Baden, Such positive claims have led to the practice of
2000; Little et. al, 2001; Tan, 2003). PBL to be subjected to closer scrutiny. For example Tan,
Specific educational claims for PBL have arisen Little, Hee and Conway (2000) note that the ability to
from findings in a range of educational settings e.g. PBL pose and define a problem can be limited by the learner’s
has been shown to bridge the gaps between theory and access to information. Within conventional school
real-world practice in both medical education (Balla, settings for example, the potential of PBL to expose
1990a,b; Schwartz et. al, 2000) and engineering students to open-ended learning was found to be
(Perrenet, Bouhuijs, & Smits, 2000). At a more general constrained by the higher priority of meeting and
educational level, PBL has been found to enhance following the formal school-based curriculum.
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Recognition of a tension between the open-ended
learning offered by PBL and the closed-learning of the
formal curriculum has stimulated debate that currently
focuses on making education relevant to the ‘real-
world’. This view argues that the real world is filled
with problems, projects and challenges and that creating
a “curriculum that reflects this reality makes sense”
(Glasgow, 1997). Within Asia a similar debate has
centred on questioning the ability of the education
system to meet the market-demands for a knowledge-
based workforce (Levin, 1994; Mok & Chan, 2002). In
Hong Kong the argument that education should reflect
reality has been strongly promoted (Learning to Learn
- Curriculum Development Council, 2000) and
accordingly PBLs potential to expose this ‘reality’ to
Hong Kong students would appear to have a pivotal role
in fostering current education reforms (Cheng, 2002).
Where PBLs potential to expose ‘real-life’ to Hong Kong
students may not be in doubt, professional teachers may
legitimately question whether PBL really fosters
students’ learning.

To explore whether or not PBL fosters students’
learning, this paper reviews two Hong Kong case studies
where PBL students display learning problems and argues
that the findings may question the current assumption

that Hong Kong’s education should reflect reality.

WHAT IS PROBLEM-BASED
LEARNING?

For Tan (2003), a current definition of PBL is:
a progressive active learning and learner-centred
approach where unstructured problems are used as the
starting point and anchor for the learning process

Tan also acknowledges that, for some students,
the experience of PBL can induce a sense of

helplessness. Rather than exploring the reasons for their
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helplessness, Tan offers a three-point checklist for PBL

implementation:

1. Isthe ‘problem’ set in a contexts meaningful?

2. Does tutor-support include a protocol of questions?

3. Does appropriate scaffolding support self-directed
learning?

However the very need for such a checklist
indicates that the implementation of PBL has not always
been a complete success. Accordingly it is appropriate
to identify and explore why PBL may not be helpful for
all students.

To explore the possibility that PBL may not be
helpful for certain types of students, two Hong Kong

case studies are now examined.

Context And Research Method

The first case study involves Primary Four and Five
students (n=240). These students were drawn from a
range of Hong Kong Primary schools whose staff
volunteered to have their students experience PBL. Their
PBL experience comprised a key element which was a
Baptist University two-day Summer School initiative
that aimed at promoting thinking skills (www.hkbu.edu.
hk/~think). The specific PBL experience to be
considered here was monitored and reported by the host
staff in co-operation with the pupils’ regular school
teachers (Wu and Chan, 1999).

The second case study involves post-Secondary
Hong Kong students (n=25). These post-secondary
students were in their first year of a two-year Bachelor
in Education (Add-on) programme at the Hong Kong
Institute of Education where part of their teacher-
training programme employed PBL. This case study was
monitored and reported by the relevant teaching staff
(Forrester, 2001).

The research method employed here involves

revisiting these two published case studies from the



perspective of investigating the students’ reported

problems with PBL. The research method involves:

1. reviewing the findings of two published PBL case
studies

2. analyzing the underpinning problems with PBL

3. critiquing PBL and individual learning styles

Having outlined the context and research method,
the following investigation begins by reviewing these

two PBL case studies and their respective findings.

1** Case Study: Primary School PBL

Eight PBL forums were formed from (n=240) Hong
Kong Primary Four and Five students. Each PBL forum
(n= 30 pupils; duration approx 1.5 hrs) was both led

and monitored by the Baptist University Summer School

host staff and the pupils’ regular classroom teachers.
Each forum comprised pupils (girls/boys) from the same
school/class. Although details of the pupils’ family
background were not reported, it is reasonable to assume
that participation in this thinking Summer School
signified that these schools recognized certain
limitations with their current curriculum.

All PBL forums first viewed a traditional story
modified to include popular local children’s cartoon
characters. Subsequently, the pupils discussed aspects
of the story.

Embedding PBL within a ‘discussion scaffold’
each PBL forum followed a five-step cyclical sequence
that alternated between Student and Instructor-led
activities. The assumption here was that thinking is
enhanced by prioritizing cooperative and cognitive

learning:

PBL Forum: 5-step sequence

Student-led activities

Instructor-led activities

Step 1.
view video

brainstorm contextual questions

Step 2.

introduces higher-order questioning (Why, Who, What, When, Where,

How.)
Step 3.
brainstorm higher-order questions
select (by voting) one of the questions
Step 4.
introduce

1. a set of rules for discussing the selected question.
“I dis/agree, because......
2. how to examine ideas by using thinking skills/tools (e.g. an idea

may be valued in terms of its Plus, Minus, Interest)

Step 5.

circle-discussion of the selected question




Findings

The reported research method generated cross-

validating observations made in tandem by both

participant observers - the pupils’ regular classroom

teachers and the researchers’ own observations. These

observations were supplemented by both teachers’ and

researchers’ post-event reflections (Wu and Chan, 1999).

Across all eight PBL forums, two different sets of

student attitudes or behaviors were observed:

* ‘cooperative’ students (80%) who discussed fully and
with engagement.

* ‘non-cooperative’ students (20%) whose discussion
contributions were characterized as being confusing,

chaotic, non-productive, and non-constructive.

2nd Case Study: PBL and the training of

post-Secondary students

Post-Secondary students (n=25; age range 19-22 years

old, all female) embarking on their first year of a two-

year Bachelor in Education programme at the Hong Kong

Institute of Education were observed over one thirteen

week semester. Part of their studies aimed at promoting

professional reflection. Participants were required to:

1. formulate individual research proposals

2. offer an oral presentation of the research project
(at local conference standard)

3. present a final written research report (following

local conference guidelines)

PBL scaffolding support was dispersed
throughout the thirteen-week semester. The assumption
here was that reflection is enhanced by prioritizing
periodic learning that is practical and cognitive:

» research methods; library search; research report

writing conventions
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+ group meetings
+ whole-class’research-in-progress reports’
+ explicit awareness both of choice and the need for

the individual to be able to defend that choice

Reported Research Method and Findings
The research method involved a participant-observer -
the instructor maintained a weekly diary, whose
observations were cross-validated by both formal and
informal feedback sessions with participants.
Supplementary data were obtained from students’ mid
and end semester anonymous course evaluations. The
reported findings were of students rapidly dividing into
two groups:

* a larger group (n=20) who engaged with the set
practical learning and went on to successfully present
papers at an international conference.

* a smaller group (n=5) who, though socially
interactive, were disengaged and challenged by the
set practical learning.

Participants’ informal feed-back was reported as
being guarded but towards the end of the programme
‘disengagement’ was acknowledged and sourced to a
questioning of their commitment to teaching as a career.
The instructor’s weekly diary entries acknowledge this
minority’s growing ‘disengagement’, the majority’s
‘success’ and the initial difficulties of identifying the
source issue. Formal mid-semester anonymous
feedback confirmed ‘difficulties’ but not the source
issue. Approximately two-thirds through the timetable,
a source issue was identified and corrective initiatives
were implemented - involving counseling and exploring
alternative learning paths - however the effectiveness
of these initiatives was mitigated by curriculum time-

constraints.



Analysis - Why Does PBL Ill Serve Some
Students?

The analysis here takes as its focus those students who
appear ill served by their PBL experience. This analysis
will illustrate potential weaknesses within the open-
ended education of PBL.

In both case studies, an analysis of the reported
findings reveals two key features.

First, both case studies display contextual
similarities. None of the participating students were
entirely voluntary - the Primary pupils were
‘volunteered’ by their respective schools; the post-
Secondary students were undertaking a mandatory
course. Both curriculums were delivered within fixed
time-constraints. Both involved students assumed to
be academically homogenous - primary schools shared
the same banding; tertiary students passed the same
entry vetting-procedures.

Second, neither of the two case studies
demonstrates homogenous results - in both case studies,
a majority was reported as ‘active’ PBL learners’
alongside a minority reported as being ‘ill-served’ by
PBL.

For school teachers, dealing with students who
are neither entirely voluntary nor homogenous learners
is perhaps not unusual and is commonly termed either
teaching a ‘mixed ability’ class or taken as an example
of the professional challenges presented by ‘inclusive
education’. Certainly the professional challenge of
dealing with such learners is widely acknowledged -
along with recommended appropriate strategies. For
example, Brown (2001) advises teachers facing ‘mixed
ability’ or ‘inclusive education’ that group discussion/
presentation may challenge those students who
experience general delays in cognitive functioning. In
other words, not all students can cope with the exposure
of PBL group discussions. Brown’s recommended

strategy to facilitate such students’ learning involves
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providing repetition and practice of basic information
and skills - e.g. hands-on activities. In contrast,
Guillaume (2000) offers an alternative view by
explaining that students challenged by social and/or
behavioral problems commonly display off-task
behavior, an inability to work independently and poor
social skills. In other words, not all students develop
into self-learners. To help such students, Guillaume’s
suggested strategy is to provide cooperative learning.
For professional teachers engaged in addressing
the challenges of ‘mixed ability’ or ‘inclusive education’
the strategies recommended by Brown or Guillaume -
providing opportunities for ‘hands-on’ or cooperative
learning - are perhaps neither new nor for the
professional teacher, too demanding. What such
strategies serve here to illustrate is that in education the
professional teacher is a flexible teacher who recognizes
that the learning context priorities or at least encourages

students to have individual learning styles.

PBL and individual learning styles
Two examples serve here to illustrate the relationship
between the demands of PBL and students’ individual
learning styles. For illustrative purposes, both examples
are hypothesised as being sited within a Hong Kong
class setting, in which a PBL class teacher is adopting
one of the two coping strategies offered by Brown and
Guillaume. In each example the selected strategy is
then critiqued in terms of the learning outcomes.
Following Brown (2001), it is hypothesised that a
class teacher presents PBL within a context or problem
that emphasises practical applications. A critique of this
strategy in terms of the learning outcomes reveals that
the teacher may expect to find that this emphasis on
practical applications may confound students who
flourish within the contexts of cooperative and cognitive

learning.



Following Guillaume (2000), it is hypothesised
that a class teacher presents PBL within a context or
problem that emphasises cooperative learning. A critique
of this strategy in terms of the learning outcomes reveals
that the teacher may expect to find that this emphasis
on cooperative emphasis may confound and
disadvantage students who flourish within the contexts
of practical and cognitive learning.

As the above two critiques serve to illustrate, PBL
by itself, does not offer a panacea to meet all students’
individual learning needs for PBL. Instead, like many
teaching approaches, it is mediated through the teacher’s
choice of pedagogy.

The question then arises, what influences the
teacher’s choice of pedagogy? In both the Primary and
post-Secondary case studies, the evidence indicates that
the teachers’ choice of pedagogy was successful for the
majority but less so for the minority. On reflection, this
situation may have been improved had the teachers
adopted a multi-pedagogic approach - in effect matching
pedagogies to individual learning styles. However the
teaching contexts of each case study appears to have
narrowed the teacher’s choice of pedagogy. In the
Primary case study, the ‘teaching agenda’ held that
thinking was to be enhanced by prioritizing cooperative
and cognitive learning. In the post-Secondary case study,
the ‘teaching agenda’ held that reflection was to be
enhanced by prioritizing periodic learning that was
practical and cognitive.

What influences the teacher’s choice of pedagogy
- as illustrated by these two case studies - is the ‘teaching
agenda’. As is perhaps common throughout Hong
Kong’s education, teachers are positioned as mediators
between a mandatory curriculum and ‘streamed-by-
ability’ students. Where it is assumed that students are
‘streamed-by-ability’, their teacher’s choice of pedagogy
will tend to be narrowed to address the perceived

imperatives of the mandatory curriculum.
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SUMMARY

PBL has been demonstrated to be an inherently flexible
pedagogy that reportedly has been successfully
implemented across diverse knowledge areas such as
medicine and engineering and also - with less reported
success - across the more general educational contexts
of Hong Kong students ranging from primary levels to
post-secondary levels. This flexibility can here be
characterized as demonstrating that PBL:

+ is adaptive to a wide range of educational contexts
* promotes active learning

» provides a learner-centred approach

A review of two case studies of PBL within the
more general educational contexts of Hong Kong
students ranging from Primary age to post-Secondary
however demonstrates that despite PBL’s flexibility,
certain students remain ill served. An examination of
these PBL-failed students serves here to highlight that
solutions and alternative learning scaffolds are available
and could readily be adapted to address a plurality of
individual learning styles.

A critique of these PBL adaptations then serves
to illustrate that in teaching/learning the ‘problem with
PBL lies not within this one pedagogy but arguably
within a mis-match between educational priorities and
student learning styles. For example, where teachers
mediate PBL through cooperative learning (as in the
first case study involving Primary students), such a
priority may ill-serve those who flourish through
practical learning. Similarly, where teachers mediate
PBL through practical learning (as in the second case
study involving post-Secondary students), such a
priority may ill-serve those who flourish through
cooperative learning. In other words, it appears that it
is not PBL but rather the teaching and learning
contextual priorities - the ‘teaching agenda’ - that may

not match individual learning preferences.



Recognition that teaching and learning contextual
priorities - the ‘teaching agenda’ - may not match the
individual’s learning preferences invites teachers to
question these priorities. Such questioning is helpful
for it serves to highlight that the ‘problem with PBL
may reflect a more general ‘problem with education’.

Of this more general ‘problem with education’,
Tan, Little, Hee and Conway (2000) have argued that
the open-ended learning of PBL can be constrained by
formal curriculums. This paper expands their view, by
highlighting that formal curriculums may only be part
of a broader ‘problem with education’, which constrains
teachers’ choice of pedagogy.

As the two case studies illustrate, the teacher’s
choice of pedagogy can be constrained by contextual
similarities. First, both case studies report a curriculum
located within a constraining timeframe. Second, both
case studies report students as assumed to be
academically homogenous. Where students are assumed

to be academically homogenous, teaching that addresses
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Abstract

This paper reports a survey study of in-service teachers’ motives, perceptions and concerns about teaching. Three motives
were identified for their choosing of teaching as a career, viz. Intrinsic/Altruistic, Extrinsic/Job condition and Influence
from others. Of the three motives, it was mostly Intrinsic/Altruistic motive which caused them to join the teaching
profession. For the concerns, the teachers under study demonstrated a higher proportion of “concern for pupils” than
“concern with self”, suggesting they had progressed to a higher stage of professional development. The teachers were
generally inclined towards the constructivist conceptions about teaching and learning. Nevertheless, they were pressurized
by the tight teaching schedule and examination system, hence they still relied on didactic teaching and required students

to memorize or recite what were taught in class.
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INTRODUCTION

The quality and performance of teachers are always
considered as determining factors for the success of
educational changes. Since the 1980s, the decline in
quality of teachers has become an issue of concern to
the education sector (Ballou & Podgursky, 1997;
Education Commission, 1992). Scholars and educators
have identified several major problems faced by
recruitment and retention in the teaching profession,
such as the teaching profession fails to attract bright
young people (Murnane, 1991), a disproportionate share
of higher ability teachers leave teaching to pursue for
other careers (Ballou & Podgursky, 1997; Murnane,
1991), and the under-representation of both qualified
minority teachers (Newby, Smith, Newby, & Miller,
1995) and males in the primary school teaching force
(Johnston, Mckeown, & McEwen, 1999).

The first few years of teaching seem to be critical
for novice or beginning teachers. Studies showed that a
fairly high proportion of teachers leave the teaching
profession in the early years of teaching and that some
potential teachers do not join the teaching profession
(Ingersoll, 2001; “Teacher Shortages”, 2001). In US,
about one-fourth of teachers leave by the end of their
second year (National Center for Education Statistics,
1992; cited in Smith, 1997). Some of them leave the
teaching profession with disappointment and a sense of
helplessness during these period. Several reasons may
account for their leaving of the teaching profession, viz.
the attractiveness of the teaching work which is related
to their motives of taking up teaching as a career, the
lack of support (assistance) related to their concerns
about teaching, their perception about teaching before
and after joining the teaching profession, which
eventually may strengthen their desire to stay in the
profession or to leave with disappointment and

dissatisfaction.
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It is obvious that the quality of teaching force is
not governed only by the qualification, pedagogical
knowledge and teaching skill of teachers, but also their
enthusiasm, dedication and commitment in teaching. It
is also determined by the motives of teachers to join the
teaching team and how they perceive teaching as a
career. At the same time, the teachers’ behaviour and
teaching performance may also be influenced by their
conceptions about teaching and learning and their
confidence to teach.

Thus it is important to examine all these
psychological constructs of teachers. The present study
aims to study the professional development of in-service
teachers from beginning to experienced teachers through
investigating psychological constructs of in-service
teacher education students in a tertiary institute of Hong
Kong. The examined psychological constructs included
in-service teachers’ motives in joining the teaching
profession, their perception/conception about teaching
and learning before and after taking up teaching and
their focus of concerns in teaching. It is hoped that the
results would provide valuable information to teacher
educators and school authorities to assist professional
development of teachers to promote their qualities and

retain quality teachers in the teaching profession.

RELATED LITERATURE

The professional development of teachers can be
considered in two aspects: cognitive and affective, both
of which are important in determining teachers’ efficacy.
The cognitive aspect refers to acquisition of
pedgagogical knowledge and improved instructional
skill, which will help teachers’ classroom teaching and
management. In some way, this is influenced by the

teachers’ beliefs and conceptions about teaching and



learning, for example, the role of teacher and pupils and
the preferred way of teaching and learning.

The teachers’ commitment and dedication to the
teaching career is an important affective component in
teacher development. Probably they are influenced by
the motives in taking up teaching as a career, the
confidence level and concerns in teaching. Qualified
teachers lacking the motives to teach often have little
enthusiasm and driving force in their work. When a
teacher has taught for sometime, work may become
routinized. Consequently, interest decreases and the
teacher fails to work to his/her full capacity and becomes
less effective. In concrete terms, the result is lack of
planning, resistance towards change and general
negligence.

Researchers are keen to find out the reasons that
may have affected students’ perceptions and career
choices. There have been research literature on the views
of student teachers (e.g. Johnston et. al, 1999; Reid &
Caudwell, 1997), the career intentions of undergraduates
and high/secondary school leavers and their perception
of the teaching profession (e.g. Hutchinson & Johnson ,
1994; Kyriacou & Coulthard, 2000). All these studies
have helped teacher educators understand student
teachers’ motives to teach.

Numerous studies on the motives of teachers
entering the teaching profession have been conducted
in US and Britain; however, few have been conducted
in Asian countries (Yong, 1995). Research on prospective
teachers in the US and Britain show that their major
motives in choosing a teaching career are both altruistic
and intrinsic. However, the study conducted by Yong
(1995) shows that extrinsic motives were the
determinants for teacher trainees entering into teaching
in Brunei Darussalam. The results do not lend support
to earlier research studies in Western countries. In a study
of non-graduate pre-service teacher education students

by Chan (1998), it was found that their major motives
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in enrolling in the teacher education program were
mainly extrinsic.

While the motives to choose teaching as a career
is influential upon individual’s performance in classroom
teaching, teachers’ concerns about teaching are often
studied in the stages of teacher development. Fuller
(1969) conceptualized teacher development around
concerns expressed by teachers at different points in their
professional experiences. She believed that concerns
were reflective of strong motivators and of areas of great
interest to the teacher (Heathcoat, 1997). Fuller’s (1969)
model of concerns has been widely used in teacher
education institutes as illustration of different stages of
teacher professional development. In her studies, Fuller
(1969) identified two categories of concerns - concerns
with self and concerns with pupils. Student teachers and
teachers in their first year consistently showed concerns
with self (e.g. class management, acceptance by pupils
and others), which are related to survival in the
classroom. As teachers progressed along, teachers
become increasingly concerned with their ability to
manage the teaching tasks and their influence on pupils’
learning and development. That is, experienced and
effective teachers tend to focus their concerns on pupils’
needs and development. Later, Fuller reorganized her
early model of teacher development and theorized that
teacher concerns could be classified into three distinct
categories: “self concerns” which center around the
individual’s concern for their own survival related to their
teacher preparation program, including their teaching
experience; “task concerns” which focus upon the duties
that teachers must carry out within the school
environment; and “impact concerns” which are related
to one’s ability to make a difference and be successful
with his/her students and the teaching/learning process
(Fuller, 1969; Fuller, Parsons, & Watkins, 1974). Fuller
(1969) believed that as pre-service teachers moved

through their training, their concerns moved from self



to task, then finally to impact concerns. Similar kinds of
concerns changes are expected to be found in in-service
teachers as they progress in the periods of teaching. The
categories of teachers’ concepts hypothesized by Fuller
(1969, 1974) have been demonstrated and partially
supported in some other researchers’ work (Chan, 2002;
Furlong & Maynard, 1995). It was reported that pre-
service and beginning teachers have greater self concerns
than those exhibited by in-service and experienced
teachers (Adams, 1982; Kazelskis & Reeves, 1987).
Teacher educators need to have a knowledge of
pre-service and novice teachers’ concerns and to address
their concerns in order to decrease the rates of attrition
of teacher candidates within their progress (O’connor &
Taylor,1992). Whether there is a cultural or social
difference is also an interesting area of investigation.

Related to the teachers’ concern is their
confidence to teach. Weinstein (1989, 1990) has found
that pre-service teachers in US are unrealistically
optimistic about teaching before teaching practice.
Although they agree with the concern of experienced
teachers on class discipline, they are optimistic in
handling class teaching and lay much value on teacher-
pupils relationship. O’Connell’s (1994) study indicated
that the first year teaching was not what the novice
teachers expected and many of the previous beliefs and
optimism had broken in face of the reality. Therefore,
the degree pre-service teachers are prepared for teaching
are reflected from the confidence and optimistic view
held. The changes in confidence and optimism toward
teaching before and after taking up teaching can be
reviewed from the teachers’ perceptions. The
information gathered would provide useful feedback to
teacher educators and teacher education students to
evaluate the adequacy and effectiveness of the program
for professional development of teachers.

Another important component in teachers’

professional development is teachers’ conceptions about
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teaching and learning. Researchers have suggested that
teachers’ conceptions about teaching and learning are
beliefs driven, and are related to teachers’ instructional
decisions, teaching behaviour and actions in the
classroom (Caldehead, 1996; Flores, 2001; Richardson,
1996). A teacher’s educational beliefs or conceptions
may influence his/her judgement about what kind of
knowledge is essential, the ways of teaching and learning
and the methods of class management to be adopted.
That is, teachers’ beliefs and hence their conceptions
about teaching and learning can guide pedagogical
decisions and practices (Ennis, Cothran, & Loftus, 1997;
Wilson, Readence, & Konopak, 2002). Research has
also suggested that teacher education students’ beliefs
are well established by the time they begin a teacher
education program and that these beliefs about teaching
are formed during the apprenticeship of observation in
their former days of schooling (Lortie, 1975). There are
varied opinions and findings as regards whether the
teachers’ beliefs and conceptions about teaching and
learning can be altered by training and experiences
gained in teacher education programs (e.g. Tillema,
1997). Therefore, examining teachers’ conceptions
about teaching and learning (such as their views about
pedagogy, the role of teacher and students, the relative
importance of theory versus practice, the usefulness of
teacher education program to their teaching, etc.) would
provide valuable feedback to teacher educators and
program designers on the effectiveness and impact of
the teacher education program on pre- and in-service

teachers’ professional development.

OBJECTIVES

The present study aims to examine the motives,
conceptions and concerns of in-service teachers in the
process of professional development. Based on the purpose

of the study, several research questions were drawn.



Research Questions

1. What are the motives of in-service teachers in
choosing teaching as a career?

2. What perceptions/conceptions are held by in-
service teachers before and after taking up
teaching?

3. What are their concerns about teaching?

4.  Are there any significant differences in teachers’
motives to teach and concerns about teaching with

respect to their demographic characteristics?

Method

A questionnaire was administered to 246 in-service
teacher education students of a tertiary institute in Hong
Kong. The questionnaire contained 80 items, to be rated
on a five point Likert scale: from 1 (Strongly Disagree)
to 5 (Strongly Agree). Based on the theoretical concepts
and research findings on teachers’ motives, concerns,
perceptions/conceptions about teaching and learning as
mentioned in the Related Literature section, items were
written to measure these variables and grouped into four
areas. Area 1 consisted of 21 items intended to measure
the motives of the participants to take up teaching as a
career. Areas 2 and 3 each consisted of 19 items,
intended to examine the psychology of the participants
before and after taking up teaching. The assessed
psychology of the particpants included the confidence
to teach, their perceptions/conceptions about teaching
and learning, related to the constructivist and traditional
views about teaching, pedagogy, teacher-pupils
relationship and class management. Area 4 consisted
of 21 items intended to examine the concerns in
teaching, which targeted at students’ learning and
development, the teaching tasks and the teachers
themselves. Before completing the questionnaire,

participants were asked to supply their demographic
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characteristics including their gender, age, elective or
subject, teaching experiences and level (primary or

secondary) taught in school.

Participants

The participants were in-service teacher education
students enrolled in the Two-year Part-time Postgraduate
Diploma of Education (PGDE) and the Three-year
Mixed Mode Bachelor of Education (MMBEAQ)
program. There were 80 students (32.52%) from the
PGDE program and 166 (67.48%) from the MMBEd
program. Of those who had indicated their gender (N =
203), 64 were male (31.5 %) and 139 were female (68.
5%). The age ranged from 20 to 36 and above, mostly
around 20-25 (38.5%) and 26-30 (34.6%). For teaching
experiences, they ranged from less than 1 year (4.7%)
to more than 20 years (6.8%), most of them around 1-5
years of teaching experiences (61.3%). There were 58
students teaching at primary and 186 at secondary level,

with 2 teaching at post-secondary level.

Data Analysis

Exploratory factor analysis using Maximum Likelihood
and Oblimin Rotation was applied to the rated response
items (Areas 1 and 4) of the questionnaire to determine
the number and nature of factors accounting for the
motives to take up teaching as a career; and the focused
concerns perceived by the in-service teachers.
Psychometric properties (reliability Cronbach alphas)
of the motives and concerns factors or subscales
identified were then computed. Multivariate analysis
(ANOVA) was also applied to investigate if there was
any significant difference of the identified factors or
subscales with respect to the demographic

characteristics of the participants.



Results

1. Motives to Teach

With eigen-value of 1 as the cut-off and scree-plot test,
three factors were extracted accounting for an
accumulative percentage of variance equal to 51.11%.
The first factor accounts for a variance of 24.03%, the

second factor 17.32% and the third one 9.76%.
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According to the nature of items, factor 1 was labeled
“Influence from others”, factor 2 was labeled “Intrinsic/
Altruistic” and factor 3 was labeled “Extrinsic/Job
condition”. The factor structure and the mean, standard
deviation and reliability (Cronbach alpha) of the

extracted factors are given in Table 1.

Table 1 Factor Structure, Mean, Standard Deviation and Reliability of the Motives in Choosing Teaching as a

Career Pattern matrix (Maimum Likelihood and Oblimin Rotation)

Items Factor 1 Factor 2 Factor 3

Q20 Influence of peers 916

Q21 Influence of the mass media 187 196

Q19 Influence of family .645

Q12 Meaningful job nature .829

Q13 Challenging job nature 747

Q15 Interest to work with children/ teenagers 716

Q14 Interest to work on campus .686

Q11 Fitting my personality -.125 .686

Q16 Desire to help others .608

Q17 Desire to teach subject(s) I like 400

Q18 Influence of teacher(s) 314 .366

Q10 Reflecting my religious belief 347 .168

Q3 Higher salary 724

Q4 More holidays -.196 724

Q2 Better job security 722

Q6 Higher social status .166 .668

Q5 Better working hours .599

Q7 Good career prospect 158 147 .593

Q8 More opportunities for continuing education 120 136 474

Q9 Government’s regard for education 144 .184 443

Q1 Ease in finding teaching vacancies -.103 440

Mean 2.31 3.75 2.85

Standard Deviation 77 57 .67

Reliability .81 .82 .84

(Cronbach Alpha) (N =2406) (N =242) (N =241)
(3 items) (9 items) (9 items)

61



ANOVA was applied to analyze the motives of
in-service teachers to take up teaching with respect to
their demographic variables. Significant difference was
found at .05 level between programs of study, age and
teaching experiences. For programs of study, significant
difference was found in the second motive to teach, that
is, “Intrinsic/Altruistic” motive (PGDE: mean = 3.64,
SD = .52; MMBEd: mean = 3.80, SD =.58), (F (1, 240)
=4.34, p<.05; t (240) = -2.08, p<.05). For age groups,
significant difference was found in the motive
“Influence from others” and the difference was found
between two age groups (20-25: mean = 2.49, SD =.73;
26-30: mean =2.20, SD =.73), (F (3, 230) = 2.81, p<.05;
t (169) = 2.59, p<.05). For teaching experience,
significant difference was found in the motive
“Influence from others” (F (5, 229) = 2.40, p <.05) and

this was found between the following groups of teaching
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experiences (1-5 years versus 6-10 years and 1-5 years
versus 16-20 years). In the former case, (1-5 years: mean
=2.39, SD =.69; 6-10 years: mean = 2.05, SD = .75,
t(181) =2.67, p <.05); and in the latter case, (1-5 years:
mean = 2.39, SD =.69; 16-20 years: mean = 1.82, SD =
.69, t (153) = 2.65, p< .05). There was no significant
difference in the motives to teach across gender, elective

groups and levels taught.

2. Perceptions/Conceptions before and after
taking up teaching

The perceptions/conceptions of in-service teachers

before and after taking up teaching were analyzed in

several domains, the frequency counts and percentages

were given in Tables 2.1 and 2.2 respectively.
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Table 2.1 Perceptions/Conceptions before taking up teaching

Disagree* Neutral Agree#

A. Confidence and Optimism
Q22 Lack of confidence about one’s class teaching ability 142 (57.7%) | 64 (26.0%) 40 (16.2%)
Q23 Feeling optimistic in the first teaching 32 (13.0%) 77 (31.3%) 137 (55.7%)
B. Class Management
Q24 Friendly towards students, then no problem in class discipline 99 (40.3%) 85 (34.6%) 62 (25.3%)
Q25 Reduce punishing students, more rewards 27 (10.9%) 95 (38.6%) 124 (50.4%)
Q26 More rewards, students increase motivation to learn 49 (20.1%) 84 (38.9%) 111 (45.5%)
Q27 Dedicate to teach and care for students, would be accepted by | 12 (4.9%) 67 (27.2%) 167 (67.9%)

students
28 Don’t want to be severe towards students 26 (10.5%) 63 (25.6%) 157 (63.8%)
Q29 Can’t be lenient and relaxed, else hard to control students 68 (27.7%) 105 (42.7%) | 73 (29.7%)
Q30 Make more use of teacher’s authority to control students, this | 86 (35.3%) 91 (37.3%) 67 (27.5%)

helps class management

C. Conceptions: teaching and learning

Q31 Follow the practice of my former teacher (Prim/Sec.) to teach | 132 (53.8%) | 76 (31.0%) 37 (15.1%)
my students

Q32 Follow the practice of the existing teacher as they are experienced | 104 (42.2%) | 95 (38.6%) 47 (19.1%)

Q33 By all means provide opportunities for students’ discussion, no | 41 (16.6%) 98 (39.8%) 107 (43.5%)
worry about class discipline

Q34 Students need not recite the subject knowledge I taught 82 (33.4%) 98 (39.8%) 66 (26.8%)

Q35 The role of teacher is to facilitate students’ learning rather than | 32 (13.1%) 86 (35.2%) 126 (51.6%)
teach knowledge

Q36 It is more effective for teacher to teach students direct instead | 86 (35.1%) 110 (44.0%) | 49 (20.0%)
of allowing students to construct knowledge by themselves

D. Theory versus Practice

Q37 To teach, subject matter comes first, educational theories next 80 (32.7%) 101 (41.2%) | 64 (26.1%)

Q38 The main purpose of attending teacher education program is to | 67 (27.3%) 73 (29.8%) 105 (42.8%)
acquire a qualified teacher status

Q39 The Institute only teaches theories, no actual help towards teaching | 89 (36.2%) 95 (38.6%) 62 (25.2%)

Q40 The program offered by the Institute enhance my teaching efficacy | 34 (13.9%) 101 (41.1%) | 111 (45.1%)

* Sum and percentage include Strongly Disagree and Disagree
# Sum and percentage include Strongly Agree and Agree
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Table 2.2 Perceptions/Conceptions after taking up teaching

development

Disagree* Neutral Agreett
A. Confidence and Commitment
Q41 Confidence increased 9 (3.7%) 69 (28.0%) 168 (68.3%)
Q42 More committed in teaching 14 (5.7%) 69 (28.0%) 163 (66.3%)
Q43 Increased interest to teach 16 (6.5%) 75 (30.5%) 155 (63.0%)
Q44 Teaching is meaningful, students need me to help their | 11 (4.5%) 46 (18.7%) 189 (76.8%)

Q45 Feeling frustrated and no sense of achievement

148 (60.2%)

71 (28.9%)

27 (11.0%)

Q46 If chance permits, don’t teach

140 (56.9%)

68 (27.6%)

38 (15.5%)

enthusiasm in teaching

Q47 Teaching is hard, little reward 83 (33.7%) 90 (36.6%) 73 (29.7%)

Q50 The teaching behaviour and performance of existing school | 48 (19.5%) 110 (44.7%) | 88 (35.8%)
teachers enhance my commitment in teaching

Q51 The students’ learning attitude and behaviour weaken my | 75 (30.5%) 89 (36.2%) 82 (33.3%)

Q55 Lack of support from existing school teachers

87 (35.3%)

73 (29.7%)

86 (34.9%)

of the existing school teachers

Q56 Can’t bear with the large teaching load, feel tired and fed up 29 (11.8%) 94 (38.2%) 123 (50.0%)

B. Class Management

Q48 Too lenient towards students, should be more severe 110 (44.8%) | 89 (36.2%) 47 (19.1%)

Q49 Reward/Approval won’t promote students’ motivation to learn 109 (44.3) 93 (37.8%) 44 (17.9%)

Q52 Being friendly towards students can’t solve the class discipline | 82 (33.4%) 76 (30.9%) 88 (35.8%)
problem

Q53 Being friendly and caring for students would reduce their | 44 (17.9%) 92 (37.4%) 110 (44.7%)
misbehaviour

C. Theory versus Practice

Q54 The theories taught by the Institute do not match with the practice | 47 (19.1%) 117 (47.6%) | 82 (33.3%)

than what have been learnt from the program in the Institute

Q57 Allowing students to construct knowledge is idealistic and | 44 (17.9%) 105 (42.9%) | 96 (39.2%)
impractical
Q58 The existing school teachers’ ways to teach are more effective | 40 (16.3%) 138 (56.3%) | 67 (27.4%)

Q59 The theories taught by the Institute can help me to teach

33 (13.4%)

107 (43.5%)

106 (43.1%)

* Sum and percentage included Strongly Disagree and Disagree

# Sum and percentage included Strongly Agree and Agree

The results in Tables 2.1 and 2.2 show the confidence,
optimism and commitment expressed by the in-service
teachers under study, as well as their perceptions/
conceptions about class management, the relative
importance of theory versus practice, the preferred ways

of teaching and learning.
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3. Concerns about Teaching According to the nature of items, factor 1 was labeled
With eigen-value of 1 as the cut-off and scree-plot test, “concerns with pupils” and factor 2 was labeled
two factors accounting for an accumulative percentage “concerns with self”. The factor structure and the mean,
of variance equals to 35.37%. The first factor accounts standard deviation and reliability (Cronbach alpha) of
for a variance of 22.75%, and the second factor 12.62 %. the extracted factors are given in Table 3.

Table 3 Factor Structure, Mean, Standard Deviation and Reliability of the Focus of Concerns about Teaching

Pattern matrix (Maimum Likelihood and Oblimin Rotation)

Items Factor 1 Factor 2
Q78 Students’ moral and value development .867 -.336
Q77 Students’ cognitive and mental growth .861 =221
Q72 Students’ motivation to learn .650
Q69 Students’ understanding and mastery of taught knowledge 578
Q80 Impact of teacher’s speech and behaviour on students 538
Q61 Students’ acceptance 444
Q66 Teacher- students relationship 434
Q71 Lesson planning/preparation 390 210
Q62 Mastery of subject knowledge 355 183
Q79 Students’ academic achievement .349 208
Q76 Relationship with colleagues (teaching/administrative staff) 343 216
Q73 Support and cooperation from other teachers/administrative staff 300 .293
Q60 Class discipline 191 141
Q64 Requirement of Information Technology (IT) Proficiency 7122
Q75 Design and use of teaching media 110 552
Q63 Requirement of Language Proficiency Test 532
Q67 Evaluation given by lesson observers -.110 .507
(Principal/Panel Chairperson/Inspector/Lecturer)
Q68 Peer observation 505
Q70 Teaching progress 206 .386
Q65 Mastery of teaching methodology .194 .348
Q74 Curriculum and class to teach 316
Mean 4.06 3.27
Standard Deviation 43 Sl
Reliability .81 1
(Cronbach Alpha) (N =246) (N =244)
(11 items) (8 items)
ANOVA was applied to examine if there was any variables. No significant difference was found in their
significant difference in the concerns displayed by in- concerns across programs of study, age, sex, elective
service teachers with respect to their demographic groups, and levels taught.
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DISCUSSION

Three factors were extracted from factor analysis of the
item responses representing the sampled in-service
teachers’ reasons to join the teaching profession. These
three factors accounted for the motives of the in-service
teachers to choose teaching as a career. The three
motives were “Influence from others”, “Intrinsic/
Altruistic” and “Extrinsic/Job conditions”. In terms of
the mean values of the three factors (see Table 1), the
in-service teachers under study chose teaching as a
career mostly due to the “Intrinsic/Altruistic” motive
(mean = 3.75, SD = .57), next, the “Extrinsic/Job
condition” (mean = 2.85, SD = .67) and last the
“Influence from others” factor (mean =2.31, SD =.77).
That is, the in-service teachers joined the teaching
profession mainly due to the fact that they liked to work
with children and adolescents; they liked to help others
and found the work meaningful and challenging, and
suited their personality.

Material rewards such as salary, stability,
holidays, and easy to find a job as contained in the
“Extrinsic/Job condition” factor were not as important
and determining as the “Intrinsic/Altruistic” factor in
their choice of teaching as a career. “Influence from
others” such as teachers, parents, peers and mass media,
though influential, was not as decisive when compared
with the previous two factors.

The result was similar to some of the findings
reported in Western countries, but differed from that of
the Young’s (1995) and Chan’s (1998) findings of pre-
service teachers. The difference was probably due to
the different composition and demographic
characteristics of the samples in the studies including
their educational qualification. In the present study, the
teacher education students were in-service teachers of
either university graduate status or non-graduate

teachers holding Certificate of Education qualification
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(qualified teacher status), the latter group continued to
upgrade their qualification to university graduate status
through part-time study. In Young’s (1995) and Chan’s
(1998) study, the sample, however, consisted of pre-
service non-graduate teacher education students
enrolled in a certificate course. These students usually
could not enter university although they got Advanced
level subjects passes and hence they often consider
teacher education as an alternate means of continuing
further study and they might not be intrinsically or
altruistically motivated in joining the teaching
profession.

ANOVA study showed that a significant difference
at .05 level was found in the motives to teach between
programs of study, age and teaching experiences. Both
PGDE and MMBEd students had mean value of
“Intrinsic/Altruistic” motive above the mid-point of a
five-point scale (PGDE, mean = 3.64, MMBEd, mean
= 3.80 showing their relatively high interest to teach
children and adolescents. The difference between the
two groups was possibly due to their different
background. The MMBEd students had destined to take
up teaching after completing their Certificate course (a
full-time two or three year sub-degree programs,
designed to prepare non-graduate teachers for primary
and junior secondary level teaching) some years before
they got enrolled in the MMBEd program while the
PGDE students could have other career options after
university graduation besides teaching. Younger people
might not have made up their mind at an early stage of
choosing teaching as a career and they might have been
more influenced by others such as their former teachers,
parents, peers and media when they eventually joined
the teaching profession. This might account for the
differences in the motive “Influence from others”
between age groups. Similar effect might be found due

to different teaching experiences. Those with more



teaching experiences, usually also older ones were more
matured, stable in thought and decision making, hence
less influenced by others in joining teaching profession.
This was reflected by the relatively lower mean score
of the elder groups (mean = 2.20) and more experienced
group (mean = 1.82) in the factor “Influence from
others” in comparison with the younger (mean = 2.49)
and less experienced group (mean = 2.39).

Referring to the perceptions/conceptions held by
the sampled in-service teachers before taking up
teaching, as shown in Table 2.1, the teachers tended to
be confident about their class teaching (57.7% confident
versus 16.2% lack of confidence) and optimistic (55.7%
felt optimistic in the first teaching versus 13.0% not
optimistic) when they took up the first teaching, the
result was similar to the findings by Weinstein (1990)
study of pre-service teachers that they tended to be
optimistic at their beginning of teaching practice. Table
2.1 suggests that the sampled in-service teachers have
their own ways of teaching based on their beliefs and
conceptions rather than followed the practice of their
former primary and secondary teachers (53.8% reported
they did not follow the practice of their former teacher
to teach their students and only 15.1% did) or existing
teachers in the schools they taught (42.2% indicated they
did not follow the practice of the existing teachers versus
19.1% who did). The result was somewhat different from
the “apprenticeship of teaching” notion put forward by
Lortie (1975) although some individuals of the sample
did follow this practice. As for class management, the
in-service teachers appeared to be in favour of rewards
over punishment (50.4% agreed versus 10.9%
disagreed). A majority of the teachers (63.8%) did not
want to be severe towards students. Many of them
(67.9%) agreed that if they were dedicated to teach and
care for students, they would be accepted by students.
However, there were mixed views among the teachers

about whether they should be friendly, lenient and
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relaxed; the percentages of agreement and disagreement
in these perspectives were quite close when class discipline
and management were concerned (Table 2.1 refers).

For the conceptions about learning and teaching,
more teachers in the sample believed the role of teacher
is to facilitate students’ learning (51.6%) instead of
direct teaching/transmission of knowledge (13.1%).
35.1% of the teachers did not agree that direct teaching
is more effective than students’ construction of
knowledge while 20.0% held opposite view. It was
interesting to find that the majority (44.0%) remained
neutral in this conception. That is, while some teachers
were in favour of the constructivist conception of learning
and teaching, others remained undecided or neutral
towards the views. Further reflection of the varied
teachers’ conceptions about teaching and learning was
reflected from their responses towards the statement
“students need not recite the subject knowledge the
teachers taught”. The percentages of those who disagreed
and agreed to this view were not widely different (33.4%
versus 26.8%). Similarly, they won’t totally ignore the
importance of educational theories in comparison with
subject matter knowledge and many of them agreed that

the program in the Institute helped their teaching.

For the perceptions/conceptions held by the in-
service teachers after they took up teaching, it was
delightful to find that their confidence and commitment
to teach increased as shown in Table 2.2 (confidence
increased: 68.3%, commitment increased: 66.3%).
However, it is worthy to point out that student’s attitude
and misbehavior in learning, as well as the performance
and behaviour of existing teachers in the school did
influence teachers’ commitment to teach. In other words,
while the teachers were dedicated to teach, the school
management side and the education authority should
empower teacher’s commitment with support and

provision of sound learning atmosphere.



Many of the teachers in the sample after taking
up teaching still agreed to use rewards and approval in
class management, they also tended to be caring and
friendly towards students despite some agreed that being
friendly and caring might not reduce the students’
misbehaviour and class discipline problems. While many
teachers were in favour of the constructivist conceptions
of teaching and learning, considerable number of them
held the views that allowing students to construct
knowledge by themselves were idealistic and
impractical. This view exists both before and after taking
up teaching. Possibly the influence of the assessment
and examination system, the tight teaching schedule,
the large students number in class, all these factors
caused teachers to be cautious and not readily give up the
didactic mode of teaching and allows students to construct
their knowledge. Besides, many teachers in the sample
agreed the program offered by the Institute helped their
teaching; this reinforced the conception that the teachers
enrolled in teacher education program not only for the
sake of acquiring qualified teacher status and upgrade
their qualification but also had the will to continue their
professional development with further learning.

The result in Table 3 supports the hypothesis and
findings of Fuller (1969) that two major concerns were
detected within teachers, one “concern with pupils” and
the other “concerns with self”. Comparing the means
of the two factors, factor 1 “concerns with pupils” has a
higher mean score (4.06) than factor 2 “concerns with
self”. The finding is similar to previous research reports
that pre-service and beginning teachers have greater self
concerns than those expressed by the experienced in-
service teachers and that in-service teachers’ task
concerns are higher than their self concerns (e.g.
Kazelskis & Reeves, 1987; Maxie, 1989). Two
implications arise. First, it is a positive sign to find our
teachers care and concern more with pupils than their

self in the process of professional development. Students

68

are placed on the top priority and what the teachers do
mainly is for the good and well being of the students.
The teachers in the sample might have been more
conscious about their impact on the development of
students, that is, many of them have reached the final
stage of professional development proposed by Fuller
(1969, 1974). As well, many of the teachers are
committed, dedicated and work for the benefits of the
students and they inclined to be student-centered.
Second, viewed at a different angle, there might be
troublesome factors related to students’ learning, e.g.
students’ low or lack of motivation to learn, disruptive
behaviour and class discipline problems. All these
aroused teachers’ anxiety and concerns that “pupils’
cases” was put as priority concerns/issues. If that is the
case, then the education authority, parents and teachers
should work collaboratively to solve the problem and
teacher education institutes should equip teachers with
more knowledge and techniques to handle the problem
cases and relieve their worry and concerns.

For “self concerns”, this included the language
competency and information technology competence, the
teaching technique, teaching schedule progress, use of
media and which class to teach; some of these are
concerns for survival, and some are task concerns. As
the sample comprised teachers of different age and
teaching experiences, it is no wonder why both types of
concerns were found. Notice that with the recent
educational reform and changes put forward by Education
and Manpower Bureau (EMB), the language bench mark
test and information technology competency requirement
had caused much anxiety and concerns within teachers.
Teachers were pressurized to handle such many
requirements and reformation changes besides normal
teaching and non-teaching duties within a short duration.
This cannot be neglected as it has a strong psychological
impact on teachers. Additional training and support are

required to help teachers overcome these concerns.



IMPLICATIONS AND CONCLUSION
This study identified three motives and two concerns of
a sample of in-service teachers in Hong Kong. The three
motives were: “Intrinsic/Altruistic”, “Extrinsic/Job
condition” and “Influence from others”. Of the three
motives, the in-service teachers under study were mostly
influenced by the “Intrinsic/Altruistic” motive in joining
the teaching profession. They were inclined to help
children and adolescents in their development through
teaching their interested subjects. They indicated that
teaching was meaningful, challenging and fitting their
personality or religious beliefs. Consequently, it is
expected they care more about the well-being and learning
of their students than extrinsic values attached to the job
condition, such as salary, holidays, status, ..etc.

The “Intrinsic/Altruistic motives” would help the
teachers remain in the teaching profession with
persistence and enthusiasm and not to give up teaching
readily. Such expectations were reinforced with the
concerns expressed by the teachers under study, who
demonstrated a higher proportion of “concern for
pupils” than “concern with self”. The phenomenon
suggested the Hong Kong in-service teachers under
study had progressed to a higher stage of professional
development, according to the theoretical framework
of Fuller (1969) and others (Buhendwa, 1996; Kazelskis
& Reeves, 1987). However, the higher proportion of
teachers’ concerns about “class discipline”, “the
students’ learning motivation”, “intellectual, moral and
value development of students” should not be neglected
as it raised an alarming sign to the negative learning
attitude and misbehaviour displayed by increasing
number of students. The solving of these problems
obviously requires cooperative effort of teachers,
parents, community and the education authority.

The present study found that the Hong Kong in-
service teachers under study were confident and

committed to their teaching; their confidence and
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commitment increased after they took up teaching. This
is an encouraging finding. Nevertheless, teachers should
not be overloaded as they have been facing with countless
educational reform and requirement all the time, which
might cause teachers exhausted, and eventually burnt out.
The Hong Kong in-service teachers in the sample in
general were self-improving, always tried to upgrade not
only their education qualification but also the efficacy
of their teaching work through attending teacher
education program which they considered useful and
functional in helping their teaching. The Hong Kong in-
service teachers were generally inclined towards the
constructivist conceptions about teaching and learning,
agreeing to provide more opportunities for students to
discuss and that the teacher’s role is a facilitator of
students’ learning rather than transmitter of knowledge.

Being exposed to both the Chinese and Western
culture and philosophy, Hong Kong teachers had
gradually changed to be more democratic and inclined
to adopt the constructivist approach to teaching and
learning. However, being pressurized by the tight teaching
schedule and examination system, the Hong Kong
teachers would not entirely give up didactic teaching and
they still require students to memorize or recite what were
taught in class. Recitation or memorization is not bad if
considered as rehearsal to enhance memory in
information processing of knowledge, a foundation for
further learning and application. This accounts for a
considerable number of teachers who agreed that students
should recite or memorize what they were taught in class.

In summary, the Hong Kong teachers under study
were found to be confident, committed and caring for
their students’ learning and development. They had a
positive sense about teaching and learning. While they
tended to conceive learning and teaching in a
constructivist manner, they were also practical and
realistic in practice in order to adjust to the present

education and examination system.
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Hong Kong Primary Schools Physical Education
Panel Chairpersons' Ranking of the Importance of
Different Leadership Skills Amid the Climate of

Education & Curriculum Reforms
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Abstract

Chairpersons of Physical Education (P.E.) Panels of Hong Kong primary schools, amid the climate of Education and
Curriculum Reforms, still bear heavy workload derived from teaching and administration tasks. In this article, we would
like to investigate the PE. panel chairpersons' ranking of the importance of various leadership skills. A discussion of how
P. E. Panel chairpersons of primary schools can mingle their received professional training and experiences with the
theories of educational leadership skills, so as to transform into practical leadership skills and to accept "change" as a

new school culture will also be conducted.

Keywords

Education and Curriculum Reforms, Chairpersons of P. E. panel, Leadership skills
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Using ‘Jigsaw II’in Teacher Education Programmes
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Abstract

Most in-service teachers find curriculum modules difficult to understand when they are studying for a part-time degree

in education. In teaching in-service teachers about curriculum, the author first encountered difficulty in catering for their

different needs arising from their diversified backgrounds. The condition gradually improved when cooperative learning

was used as the main teaching strategy. In this paper, the author attempts to share his experience of using Jigsaw II to

teach in-service teachers. The successful implementation of Jigsaw II is discussed, including skilful handling of participants’

requests, clearing their misunderstanding of the concept of Jigsaw 11, and allowing time for the participants to appreciate

the beauty of Jigsaw II.

BACKGROUND

Education in Hong Kong is undergoing a fundamental
reform that has sparked off a series of changes at various
levels: system, school and classroom. One of the notable
changes relates to teachers’ professional development.
Teachers are expected to act as curriculum change agents
and leaders in school to develop a school-based
curriculum that aligns with the new curriculum
framework. A variety of measures are taken to support
teacher development, such as the provision of
curriculum resources and school-based support for
curriculum development and creating time and space
for teachers (Curriculum Development Council, 2001).
These measures are vital to the successful
implementation of the curriculum change, and are
particularly helpful to those teachers who have not taken
curriculum studies in their teacher training.

As a major teacher education provider, the Hong

Kong Institute of Education is proactive in its
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programme development and has been offering core
modules in curriculum studies since 1994. However,
the teaching of curriculum has met with some
difficulties. First, student teachers often find curriculum
studies a remote subject, especially compared with their
major subject. Unlike the major subject, which is a
continuation of one of the academic subjects in their
secondary education, the subject content of curriculum
studies is often perceived as new and hence unfamiliar.
Second, it is difficult for student teachers to relate the
content of curriculum studies to their own experience,
and hence asking them to construct knowledge based
on their personal experience is not easy.

The scenario discussed above becomes more
complicated when we teach curriculum to another group
of student teachers - namely the in-service teachers
(hereafter called the participants). These participants are

serving teachers who have got a qualified teacher status.



They are taking mixed-mode programmes to upgrade
their professional qualification to the bachelor’s degree
level. Though they all hold a Certificate in Education
or Teacher’s Certificate, they differ in their teaching
experience. It is not surprising to find both novice and
veteran teachers in the same class. Unlike the pre-service
student teachers, these participants have certain
understanding of the concept of curriculum. They know
what the school curriculum is, but may not understand
how it came about or why a certain kind of curriculum
is adopted. The curriculum modules therefore aim to
equip them with the necessary skills and knowledge to
reflect on their practice, and to evaluate and design a
curriculum that suits their school context.

Various methods have been used to teach the
participants who are diverse in ability, learning style
and teaching experience. These methods include
lecturing, individual and group presentation, as well as
discussion in pairs, small groups and with the whole
class. The discussion method appeals to the majority of
the participants as they have something to share and
learn from each other. However, a major drawback of
the method is that it creates an opportunity for some
participants to become “free riders”, especially when
the discussion is held in small groups. These free riders
share the group outcome, but contribute little to the
group. This brings harm not only to the group
collegiality, but also to the free riders themselves. For
the free riders, the gain is minimal, and they end up
losing interest in the module. Indeed, the productivity
of the group does not reflect the group size, since “the
sum of the whole is less than the potential of the
individual members” (Johnson & Johnson, 1999, p.71).
As a result, the group becomes a pseudo-learning group
in which “the interaction among group members detracts
from individual learning without delivering any benefit”

(Johnson & Johnson, 1999, p.71).
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SHARING AN EFFECTIVE
TEACHING STRATEGY

Apart from sharing with the readers a new teaching
strategy, the paper aims to fulfill two objectives: (1)to
explore the usefulness of Jigsaw Il in in-service teacher
education programmes; and (2) to find out ways to
enhance the effectiveness of Jigsaw I1.

Cooperative learning is the instructional practice
in which students help each other to learn in small
groups towards a common goal (Johnson and Johnson,
1999). Much research has been done over the past thirty
years on the use of cooperative learning across age
groups, ability levels and cultural backgrounds. The
results generally suggest that cooperative learning
develops higher-order thinking skills (Mathews et. al,
1995), enhances motivation, improves interpersonal
relations (Nastasi & Clements, 1991) and peer relations
(Slavin, 1985). Most important, it exploits the
diversified abilities of pupils to enhance their cognitive
and social performance.

Various cooperative learning methods have been
developed over the years and put into practice in the
classroom. Some of the most extensively researched and
widely used methods include Student Teams-
Achievement Divisions (STAD), Teams-Games-
Tournaments (TGT), Jigsaw II, Team Accelerated
Instruction (TAI) and Cooperative Integrated Reading
and Composition (CIRC) (Slavin, 1995). Each of these
methods has its own characteristics and relevance to
different curriculum areas and students in different key
stages of learning. For example, while STAD, TGT and
Jigsaw II can be adapted for use across most subjects
and grade levels, TAI is specifically designed for
mathematics in Grade 3-6 and CIRC for reading and
writing instruction in Grade 2-8. There are some other

popular cooperative learning methods, which include



Group Investigation, Learning Together, Complex

Instruction and Structured Dyadic Methods.

Jigsaw I1

The cooperative learning method that I have used to
teach curriculum to the participants is Jigsaw 11, which
was developed by Robert Slavin, having adapted Elliot
Aronson’s Jigsaw technique. The implementation of
Jigsaw II comprises five steps: (1) reading; (2) expert
group discussion; (3) home group reporting; (4) testing;
and (5) group recognition. I will give a brief overview
of its implementation, followed by an elaboration with

examples.

Overview

First, the materials to be read and learnt are divided into
four parts with guiding questions. Each pupil in a group
is asked to focus on reading one part of the materials.
Upon finishing the reading, pupils from different groups
who have read the same part of the materials form an
expert group to discuss the materials. After the
discussion, the group members go back to their home
group reporting what they have discussed in the expert
group. After listening to each “expert” in the group, all
group members become familiarized with all the four
parts of the materials. At the end, testing is performed
on individual members to compare their performance.
Each group member takes an individual quiz and the
score is compared with the base score to calculate the
individual improvement score, based on which a group
average score is worked out. The group with the highest
average group improvement score is given group
recognition by getting a group reward. Alternatively,
any group which has its average group improvement
score reaching a pre-determined level can receive a

group reward.
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Reading
Take teaching the topic on models of curriculum design
for a 3-hour session as an example. Each participant is
given an identical set of materials relevant to the topic,
as well as an expert sheet. For groups of four, the expert
sheet consists of four questions, each of which focuses
on one of the four themes of the reading materials. Every
member of the group is responsible for finding answers
to one of the questions in the expert sheet from reading
the relevant part of the materials. The questions in the
expert sheet shown below can be randomly assigned to
the group members.
1. What are the features and limitations of Tyler’s
model?
2. What are the features and limitations of Wheeler’s
model?
3. What are the features and limitations of Walker’s
model?
4.  What are the features and limitations of Skilbeck’s
model?
Each participant reads the relevant materials for
half an hour. Alternatively, the reading of the materials
can be done as homework before the class to save the

lesson time, especially when the materials are lengthy.

Expert group discussion

Participants working on the same question in the expert
sheet form an expert group. Four expert groups are thus
formed. In order to facilitate the discussion, some
guiding questions can be set for each expert group. Each
member is encouraged to take notes of what they have
discussed so that they can teach their members in their
home group after the expert group discussion. Whenever
a problem arises, the participants should try to handle it
by themselves before seeking help from the teacher.

Conflicts should be resolved using appropriate social



skills. Depending on the type of questions, group
consensus may not be necessary. This step can also take

half an hour.

Home group reporting

Participants in the expert groups go back to their original
home group to teach others the things they have
discussed. They are reminded to help each other to
master the materials as much as possible. After each
member has shared his/her expert knowledge with each
other, it is useful for the teacher to conduct a short whole
class discussion. The purpose of the class discussion is
for clearing doubts, if any, as well as for provoking
further discussion of the topic. This step may take an

hour to one and a half hours to complete.

Testing

Members of each group take an individual short test
after mastering the reading materials. Usually, the test
items are in the form of multiple-choice questions.
Immediately after the test, members exchange their test
papers to mark the answers. The individual test scores
are then computed as improvement scores by comparing
with the base scores that represent students’ past
performance. This step takes about half an hour to

complete.

Group recognition

If the average group improvement score (calculated by
adding the total improvement scores of the members of
the group and dividing it by the number of members)
reaches a predetermined level, each member of the group
will be awarded a group reward. The reward may take

the form of a certificate or other forms that the group
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members treasure. Each member of the group gets the
same reward, irrespective of their individual performance
in the test. The purpose is to strengthen their cooperation.

This final step takes 10 minutes to finish.

Success of Jigsaw I1

In the design of Jigsaw II, Slavin has constructed in it
four elements which contribute to its success: (1) mixed-
ability grouping, (2) individual accountability, (3) group
reward; and (4) equal opportunity to success. These four
elements will be discussed below with reference to my

experience with the participants.

Mixed-ability grouping

In my class, the participants were carefully assigned to
heterogeneous groups in terms of ability, gender and
teaching experience, so that each group was a cross-
sectional representation of the whole class. Research
shows that the performance of low ability students
improves in heterogeneous grouping (Webb & Cullian,
1983) because these students receive more elaborated
explanations from their high ability peers about the
learning materials (Webb, 1992). In the case of high
ability students, research shows inconsistent results for
their learning outcome. Some research suggests that
there is no regression among high ability students
(Hooper et. al, 1989); others show that they perform as
well in heterogeneous as in homogeneous groups
(Nastasi & Clements, 1991; Hooper & Hannafin, 1988).
Webb (1992) argues that high ability students learn more
in heterogeneous than in homogeneous groups because
when giving elaborated explanations to the low ability
peers, they reorganize and clarify information in
different ways, which enhances the development of their

meta-cognition.



Sometimes, the composition of the group has to
be revised slightly to smoothen the implementation. On
one occasion, after I had carefully allocated the
participants to groups, I noticed a male participant in a
group showed no interest to participate in the discussion.
I talked with him during the break and found out that
he preferred to join his neighbour group in which he
had friends of close working relations. He said:

I know the merits of learning in a mixed-

ability group. I am also using it with my

pupils. They seem willing to join the groups

that I allocate them to. But as an adult

learner, I prefer to work with someone [

know.

I accepted his request and noticed that in the new

group, his performance measured up to his potential.

Individual accountability
Individual accountability means that the success of a
group depends on the individual learning of all the group
members (Johnson & Johnson, 1989; Slavin, 1995).
Apart from responsibility for one’s own learning, each
member has to be responsible for facilitating the
learning of the rest of the group. Individual
accountability exists when the performance of each
individual member is assessed, the results are given back
to the individual and the group to compare against a
standard of performance, and the member is held
responsible by groupmates for contributing his or her
fair share to the group’s success (Johnson & Johnson,
1999). As such, individual accountability motivates the
group members to help one another to exert maximum
effort in the learning process (Slavin, 1995).

My experience with the participants revealed that
it could be difficult for them to accept the concept of
individual accountability. Three participants told me that

they could not convince themselves that they should be
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held responsible for the learning of their group members.
They insisted that learning was a personal thing and a
person should get what he had paid for. One of the
participants remarked:

1t sounds strange to me that one has to be

held accountable for others’ learning. If a

person does not want to learn, he should

bear the consequence, but not the members

of his group.

Another participant reiterated:

It’s already very good if everyone can be

responsible for their own learning. It will

be difficult, if not impossible, to go further

to ask them to be responsible for each

others learning.

I respected their views and let each of them form
a ‘one-man group’. They read the whole set of materials
and were responsible for their own learning. After four
weeks, one of them changed his mind and asked me to

let him join one of the groups.

Group reward
Individual accountability can be fostered by the effective
use of group reward based on individual performance
(Slavin, 1987). As members know that for each to get a
group reward, the performance of the group, which is
determined by the sum of each member’s improvement
score, must reach an expected level. This extrinsic
reward motivates them to learn hard for themselves, as
well as to help each other to learn well. With other things
being equal, group reward and individual accountability
enhance the achievement outcomes of cooperative
learning (Slavin, 1995).

At first, the participants in my class were interested
in receiving a group reward as recognition of their
cooperative effort. I gave each member a certificate that

I designed . After several times, they were not interested



in the group reward, though I attempted to change the
form of the reward each time. Nevertheless, they still
made effort to learn hard for themselves and to help each
other to learn. They told me that they were intrinsically
motivated as they had really learnt something and
experienced enjoyment in the process of learning.
One of the participants commented:
Experiencing success in learning itself is an
effective reinforcer. I don't think I need any
extrinsic reward unless it is very attractive,

like a scholarship or a free trip overseas.

Equal opportunity to success

Jigsaw II uses improvement scores instead of test scores
for computing the group score. If test scores are used,
members of low ability will be perceived as a burden to
the group as it is impossible for them to get as high test
scores as those of brighter members. It is unlikely that
they will see themselves giving as much contribution
to the group as other members. With improvement
scores, members of different ability are given an equal
opportunity to earn points towards the group score so
long as they make improvement over their past
performance, irrespective of their actual score. The only
rival is the self while the other members of the group
are friends.

Two of the participants sent me an email saying
that they thought it was unfair that their performance
could be influenced by other members of their group.
One of them wrote:

No one wants a member of low ability in

their group as the group score will be

dragged down.

It is evident that the participants do not understand
that each member can contribute as much to the group
as the other, irrespective of their ability. I explained to

them that the influence could be positive and negative.

Sometimes, the group got a good score mainly because
of the improvement made by the other members of the
group. Moreover, this kind of assessment is formative
and could only help them learn better. In no
circumstances would the group score be counted towards

the summative assessment of individual participant.

CONCLUSION

Various overseas studies have suggested that Jigsaw 11
as a method of cooperative learning can be effectively
used across most subjects and grade levels. It not only
enhances the motivation and performance of students,
but also develops their social skills for group work. From
my experience, Jigsaw II can also be successfully
employed to teach curriculum studies, a brand new
subject, to the local in-service teachers of diversified
backgrounds. Nevertheless, the tutor has to be cautious
in handling individual participants’ needs and interest.
It is suggested that the tutor should exercise a certain
degree of flexibility in structuring heterogeneous groups
so that the members can learn from each other in a
collegial atmosphere. Learning in cooperative groups
may not appeal to every learner. If an adult learner
prefers to learn alone, there is no reason why he/she
should be forced to learn in a group, unless his/her
mindset of learning has been changed. It is suggested
that before cooperative learning is employed in the
classroom, the tutor should conduct some problem-
solving activities with the participants that require a
different mindset so that they will be less resistant to
the idea of cooperative learning.

To conclude, for successful implementation of
Jigsaw II, the tutor has to handle the participants’ requests
skilfully (e.g. grouping) and make sure that participants
have a clear understanding of each step of the method.
Finally, the tutor has to allow time for the participants

to appreciate the concept of learning together.
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Abstract

Most teachers believe that providing students with effective feedback on their writing is vital as it helps students to
correct their own mistakes and be more independent writers, which will in turn train them to become better writers.
However, some research studies on the effectiveness of teacher feedback on ESL students’ writing report a grim picture
(Hendrickson, 1980; Semke, 1984; Robb et. al, 1986; Truscott, 1996) as teachers’ feedback does not seem helpful for
students to improve their writing. This paper presents the results of a classroom research study that examines factors that
affect the effectiveness of teacher feedback by analyzing students’ preferences for and responses to teacher feedback on
their writing. It is suggested that the ineffectiveness of teacher feedback may not lie in the feedback itself, but in the way
how feedback is delivered to students. The study also provides several implications for teachers when giving effective

feedback to students.

BACKGROUND OF THE STUDY

Teaching writing is one of the most difficult tasks for independent writers. However, some research studies
ESL teachers as it involves various processes which on the effectiveness of teacher feedback on ESL
require teachers to devote a lot of time to helping students’ writing report a grim picture (Hendrickson,
students write better. Teachers in Hong Kong spend a 1980; Semke, 1984; Robb et. al, 1986; Truscott, 1996)
great deal of time in the post-writing process because as teachers’ feedback does not seem helpful for students
most of them are required to grade students’ to improve their writing.

compositions in detail. It is especially time-consuming As an English teacher, I am interested in finding
when the compositions are badly written and organized. out to what extent the tremendous work English teachers
Apart from focusing on teaching students how to have been doing is useful to students. Therefore, I
actually write good compositions, most teachers believe decided to conduct a classroom research study to
giving effective feedback is an alternative way to train examine students’ preferences for and responses to
students to become better writers because it helps teacher feedback in order to get a clearer picture as to
students to correct their own mistakes and be how effective teacher feedback could be given.
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Definition of Teacher Feedback

Teacher feedback can comprise both content and form
feedback. Content refers to comments on organization,
ideas and amount of detail, while form involves
comments on grammar and mechanics errors (Fathman
& Whalley, 1990). In the present study, teacher feedback
is defined as any input provided by the teacher to
students for revision (Keh, 1990), and this includes both

content and form.

Research into Teacher Feedback on Student
Writing

Investigations into teacher feedback have included
studies examining the effectiveness of teacher feedback
(Fathman & Whalley, 1990; Kepner, 1991; Zamel, 1985;
Truscott, 1996) and examining student preferences and
reactions towards teacher feedback (Hedgcock &
Lefkowitz, 1994, 1996; Leki, 1991). There are also
studies examining the effectiveness of teacher feedback
through the comparison of peer feedback (Connor &
Asenavage, 1994; Zhang, 1995).

Although the effectiveness of teacher feedback
has been examined in different ways, the findings have
not been conclusive. In Zhang’s (1995) study, students
highly valued their teacher’s feedback and corrections.
Leki’s (1991) study also demonstrated that students
found error feedback very important and they demanded
to have their errors corrected by their teachers. However,
Truscott (1996) proposed that error correction should
be abandoned. He argued that direct correction is not
useful for students’ development in accuracy and that
grammar correction would bring about harmful effects
on both teachers and students. While teachers would
waste their time and effort in making grammar
corrections, students would be demotivated by the

frustration of their errors. He also introduced the notion
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that the absence of error correction would not contribute
to fossilization of errors.

Apart from the disagreement on error feedback,
there are mixed views on giving feedback as regards
grammar and content. Zamel (1985) suggested teachers
should avoid mixing comments on content and
grammatical corrections in the same drafts while it was
argued that a combination of both content and grammar
feedback will not overburden students but help them
with their writing (Ashwell, 2000; Fathman & Whalley,
1990).

THE STUDY

Owing to the lack of consensus on the effectiveness of
teacher feedback, this study aims to gain more insights
into giving effective feedback by asking what students
think, want and do after they receive teacher feedback.

As most of the past studies have pursued the
inquiry of teacher feedback in two general ways, namely
students’ preferences for teacher feedback (Hedgcock
& Lefkowitz, 1994; Leki, 1991), and students’ responses
to teacher feedback (Cohen, 1987; Ferris, 1995), this
study follows the similar traits and attempts to find out
how students perceive teacher feedback, what they are
concerned about, and what they do after receiving
teacher feedback.

In addition, from my observation, students of
junior forms and senior forms tend to respond differently
to teachers’ feedback, and this affects how they correct
their errors. Thus, in the present study, I also examine
what teachers need to pay attention to when they give
feedback to students of lower and higher proficiency
level. In other words, I explore the following research
questions:

1.  What are the students’ preferences for teacher

feedback?



2. What are the students’ responses to teacher
feedback?

3. Are there any differences in the preferences for and
responses to teacher feedback between junior and
senior form students?

4. Are there any implications for the teacher to

provide more effective teacher feedback?

Subject

The subjects were 15 Form 7 students and 15 Form 2
students of a secondary school in Hong Kong. The
students volunteered to help the teacher to conduct the
study concerning their writing. The students, who took
part in the study, had been taught by the teacher for one
and a half year and half a year respectively.

In the writing classes, the usual practice was that
the students wrote the first drafts for peer editing before
they submitted the final products to the teacher. The
teacher then read the final products and wrote error
feedback and feedback on content and organization on
the compositions. The students were required to do
corrections by revising the compositions at home and
submit their revised compositions. The students were
taught the correction codes that the teacher used for error
feedback at the beginning of the academic year. They
were also given a checklist of correction codes to refer

to when doing corrections.

Questionnaire Survey

The questionnaire is adapted from the ones used in
Ferris’s study (1995) that investigated students’ reactions
to teacher feedback in multiple-draft compositions and
Leki’s (1991) research on the preferences of ESL
students for error correction. However, since the
objective of this study aims at investigating students’

preferences for and responses to teacher feedback, some

100

questions were modified. Questions 3-6, 7-10 were set
to examine students’ responses to teacher feedback,
while question 5 aimed to look into students’ preferences

for teacher feedback (See Appendix 1).

Adjustment

Because half of the subjects were Form 2 students, they
might not be able to understand some of the terminology
in the questionnaires. In order to ensure their
understanding of the questions, the teacher explained
the terms in the questionnaires explicitly. The teacher
was also present when the junior form students did the

questionnaires so that they could ask questions directly.

Interviews

While the questionnaires would provide quantitative
information of the study, in-depth interviews were
conducted to obtain qualitative data. The interviews were
conducted to look into the issues that could not be clearly
addressed from the findings of the questionnaires. Three
of the students who had completed the questionnaires
were randomly selected and interviewed. The interviews
were conducted in Cantonese and aimed to find out what
students think of teacher feedback, and what in detail
they do with teacher feedback. The core dimensions

explored were as follows:

* Do you like teacher feedback? Why and why not?

* Do you think that teacher feedback is useful for you
to improve your writing? Why and why not?

* Which aspect of teacher feedback do you pay most
attention to? Why?

* What do you usually do after you receive teacher
feedback on your composition? Why?

* What is the biggest problem for you to make use of
teacher feedback? Why?



Questionnaire Results

In the study, Question 6a, 6b, 6¢ and 6d aimed to look
into students’ preferences for teacher feedback. When
asked how important it was for their English teachers
to give them feedback, the majority of the students
answered that it was either very important or quite

important. In finding out how they perceived teacher
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feedback in different aspects, 83.4% (See Table 1) and
80% (See Table 2) of the students thought that feedback
on grammar and vocabulary was very important and
quite important, but a smaller percentage of the subjects
expressed the same view on organization ( 56.7 % ) (See

Table 3) and content (53.4%) (See Table 4).

Table 1

Q6c¢: How important is it for your English teacher to give you comments on grammar?

Responses F.2 F.7 Average Percentage
Very important 40% 53.3% 46.7%
Quite important 33.3% 40% 36.7%
Okay 26.7% 6.7% 16.7%
Not important 0% 0% 0%
Table 2

Qo6d: How important is it for your English teacher to give you comments on vocabulary?

Responses F.2 F.7 Average Percentage
Very important 33.3% 33.3% 33.3%
Quite important 46.7% 46.7% 46.7%
Okay 20% 20% 20%
Not important 0% 0% 0%
Table 3

Q6a: How important is it for your English teacher to give you comments on organization?

Responses F.2 F.7
Very important 33.3% 20%
Quite important 13.3% 40%
Okay 46.7% 40%
Not important 6.7% 0%

Responses F.2 F.7 Average Percentage
Very important 13.3% 26.7% 20%
Quite important 20% 53.3% 36.7%
Okay 60% 20% 40%
Not important 6.7% 0% 3.3%
Table 4

Q6b: How important is it for your English teacher to give you comments on content?

Average Percentage
26.7%

26.7%

43.3%

3.3%
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It was found that both junior and senior forms
students had the tendency to view feedback on grammar
and vocabulary as more important, showing that they
valued feedback on surface errors more than macro-
level or semantic errors.

As indicated above, the majority of the subjects
expressed that teacher feedback was important to them.
However, interestingly, when asked how often they read

over their composition again after their teachers returned

it to them, only 13.3% and 10 % of them indicated they
would “always” and “usually” do it. 50% of the subjects
even said they did not do it very often. Surprisingly,
when looking at how differently junior and senior form
students responded to the question, 73.3 % of the senior
form students responded that they did not read over their
composition very often while only 26.7% of the junior

form students said they did so (See Table 5).

Table 5

03. How often do you read over your composition?

Responses F.2 F.7
Always 13.3% 13.3%
Usually 53.3% 40%
Sometimes 20% 46.7%
Not very often 13.3% 0%
Never 0% 0%

Responses F.2 F.7 Average Percentage
Always 20% 6.7% 13.3%
Usually 20% 0% 10%
Sometimes 26.7% 20% 23.3%
Not very often 26.7% 73.3% 50%
Never 6.7% 0% 0%
Table 6

Q4. How often do you think about your teacher’s comments and corrections carefully?

Average Percentage
13.3%

46.7%

33.3%

6.7%

0%

Questions 5a, 5b, 5c, and 5d examined more
closely what kinds of feedback the subjects paid more
attention to. Similar to the findings of Question 6, the
subjects paid more attention to feedback involving
grammar (23.3% Always; 46.7% Usually) and
vocabulary (13.3% Always; 40% Usually) when

compared to feedback related to organization (6.7%
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Always; 33.3% Usually) and content (13.3% Always;
36.7% Usually). It was anticipated that the junior form
students would pay more attention to grammar; however,
it was, unexpectedly, found that the senior form students
paid more attention to feedback on grammar than

organization and content (See Table 7-10).
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Table 7

05a. Do you pay attention to the feedback involving organization?

Responses F.2 F.7 Average Percentage
Always 13.3% 0% 6.7%
Usually 40% 26.7% 33.3%
Sometimes 33.3% 73.3% 53.3%
Not very often 13.3% 0% 6.7%
Never 0% 0% 0%
Table 8

05b. Do you pay attention to the feedback involving content/ideas?

Responses F.2 F.7 Average Percentage
Always 26.7% 0% 13.3%
Usually 20% 53.3% 36.7%
Sometimes 53.3% 33.3% 43.3%
Not very often 0% 13.3% 6.7%
Never 0% 0% 0%
Table 9

0O5c¢. Do you pay attention to the feedback involving grammar?

Responses F.2 F.7 Average Percentage
Always 20% 26.7% 23.3%
Usually 46.7% 46.7% 46.7%
Sometimes 26.7% 26.7% 26.7%
Not very often 6.7% 0% 3.3%
Never 0% 0% 0%
Table 10

05d. Do you pay attention to the feedback involving vocabulary?

Responses F.2 F.7 Average Percentage
Always 0% 26.7% 13.3%

Usually 40% 40% 40%

Sometimes 40% 20% 30%

Not very often 20% 13.3% 16.7%

Never 0% 0% 0%
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Questions 7 and 9 aimed to explore the subjects’
responses to teacher feedback and their responses to
the comments and corrections that they did not
understand respectively. The findings show that most
of the subjects responded to their teacher’s feedback by
using different strategies. The most common practices
of the students included making corrections (70%), and
remembering the mistakes (70%). They also asked their
classmates (66.7%) and teacher (43.3%), checked
dictionaries (46.7%), and checked grammar books
(20%). When comparing what the junior and senior
forms students did to address teacher feedback, it was
found that the senior form students tended to be more
independent (e.g. remembering the mistakes and
checking dictionaries) while the junior form students
tended to depend more on the others (e.g. classmates
and teachers). When asking what they would do when
they did not understand teacher’s feedback, the subjects
expressed they would mainly ask classmates or friends

(60%), ask teachers (36.7%), and try to correct the

mistakes themselves (36.7%). Overall speaking, the
students would only employ very limited strategies to
address teacher feedback. It seems that there is still much
room for improvement in this aspect.

Question 8 attempted to examine if students had
difficulties understanding teacher feedback and what
the difficulties were. 83.3% of the students expressed
that they had problems understanding their teacher’s
comments. The most common problems they had
included: (a) they did not understand the correction
codes and symbols (43.3%), (b) they could not see their
teachers’ handwriting (33.3%), and (c) they did not agree
with their teachers’ comments (30%). The findings do
not show that there are significant differences in the
problems encountered by the junior and senior forms
students, but a higher percentage of the junior form
students had difficulties understanding their teacher’s
handwriting, while more senior form students did not
understand their teacher’s comments about ideas and

organization (See Table 11).

Question 8: Are there ever any comments or corrections that you F.2 F.7 Average
do not understand? Percentage
1. No 13.3% 20% 16.7%

2. Yes 26.7% 6.7% 16.7%

3. Yes; I can’t read teacher’s handwriting 46.7% 20% 33.3%

4. Yes; I understand but sometimes disagree with the comments 33.3% 26.7% 30%

5. Yes; I don’t understand grammar items, and symbols 40% 46.7% 43.3%

6. Yes; I don’t understand the comments about ideas or organization 0% 26.7% 13.3%

7. Yes; comments are too general 20% 13.3% 16.7%

8. Yes; others 0% 0% 0%




Question 10 examined whether the students felt
teacher feedback was helpful and the reasons behind
their answers. Although only a small percentage of the
subjects expressed that teacher feedback was not helpful
(See Table 12), not many subjects thought that their
teacher’s feedback could help them, either. Most of the
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students thought teacher feedback was helpful because
they could avoid their mistakes (46.7%) and they would
know where their mistakes were (63.3%). It seems that
the students felt their teacher’s feedback was more
effective in helpful them deal with surface errors than

global or semantic errors.

Table 12
Question 10: Do you feel that your teacher’s comments and F.2 F.7 Average
corrections help you to improve your writing skills? Percentage
1. No; I need more help to correct my errors 20% 6.7% 13.3%
2. No; my teacher’s comments are too negative and discouraging 20% 0% 10%
3. No; my teacher’s comments are too general 13.3% 6.7% 10%
4. No; others 0% 6.7% 3.3%
5. Yes; I know what to avoid/improve next time 33.3% 60% 46.7%
6. Yes; I know where my mistakes are 60% 66.7% 63.3%
7. Yes; the comments help me to improve my writing skills 20% 46.7% 33.3%
8. Yes; the comments help me to think more clearly 26.7% 33.3% 30%
9. Yes; some positive comments build up my confidence 13.3% 46.7% 30%
10. Yes; I can see my progress because of the comments 6.7% 26.7% 16.7%
11. Yes; I respect my teacher’s opinion 20% 46.7% 33.3%
12. Yes; the comments challenge me to try new things 20% 13.3% 16.7%
13. Yes; others 0% 0% 0%

Interview Results

In the interviews, all the subjects expressed that teacher
feedback was important; however, they did not read over
their composition again very often. One of the subjects
responded that she felt frustrated and bored reading her
compositions over and over again as they were the same
old mistakes. Another subject expressed that reading
the compositions again did not help her very much
because she did not fully understand the comments and
corrections. She even said although she could make
corrections, sometimes she did not understand why the
corrections were right. This shows that their teacher’s

comments and corrections failed to help them internalize
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the knowledge and skills involved in their writing. In
short, they could not learn effectively from the
corrections or feedback.

All the interviewees indicated that feedback on
grammar was more important than content and
organization in their questionnaires. However,
interestingly, when they were asked to think about what
kinds of feedback were more important to them in the
interviews, all of them expressed the view that
comments on content and organization were more
important. When they were asked to reflect clearly on
why there were differences in their answers, they came

up with two reasons. One of them was that they thought



grammatical mistakes would hinder them from
expressing what they wanted to convey. Another one
was that their English teachers in their junior and senior
forms had been emphasizing grammar was the most
important element. This thus affected the way they
viewed grammar.

They were also asked what kinds of teacher
feedback they paid more attention to and all of them
said they paid more attention to grammar. When asked
why they would do so, they expressed that their teacher’s
feedback mainly focused on this linguistic aspect. They
said they would pay attention to comments involving
content and organization, but their teacher’s feedback
in these areas was usually very general. They pointed
out that most comments related to content and
organization were non-specific, such as “your ideas are
not very organized”, “this point is not clear” and the
teacher did not give clear explanations. They found it
unhelpful to their improvement in content and
organization, and so they did not pay much attention to
it. Since their teacher’s comments focused more on
grammar, they paid more attention to grammar in return.

When asked what their problems were when they
read their teacher’s feedback, the interviewees expressed
three main problems: a) they did not agree with their
teacher’s comments because they thought that their
teacher misunderstood what they wrote, b) they did not
understand their teacher’s comments as they were too
general and lacked explanations, c¢) they did not
understand the grammar terms and correction codes.
When they were asked to what extent they were familiar
with the correction codes, they said that they only
understood some basic codes, such as tenses, and
prepositions. When asked why they did not understand
the codes, they expressed that they had never been
explicitly taught what the correction codes referred to.
What they had was just a checklist of correction codes

on the composition sheets. Worse still, they said different
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teachers tended to use different codes, and sometimes
the codes had never been explained to them clearly.
When asked whether they felt teacher feedback
was helpful, all of them responded that it helped them
to avoid and make surface-level mistakes. Again, they
explained the reason why teacher feedback did not help
much with content and organization was that it tended
to be too general. The researcher ended the interview
by asking what they hoped teacher feedback would be
like. All of them hoped that the teacher would point out
their weaknesses and strengths in their compositions.
They expressed that teachers tended to give negative
comments and a lot of corrections, which was very
discouraging and frustrating. Although they did not
indicate that their teacher’s comments were too negative
and discouraging in their questionnaires, their responses
in the interviews show teachers need to pay attention to

affective factors when giving feedback.

DISCUSSION AND IMPLICATIONS
FOR TEACHING

The results of the study indicate that there are several
issues writing teachers need to be aware of. In the
following, these issues will be addressed and their
implications for teaching will be discussed.

The results of the study show that the students
did not pay as much attention as they should when
compared to how much they valued their teacher
feedback. It is contended that there are some plausible
reasons for such a contradictory picture.

First, it is suggested that the students’ teacher has
been over-emphasizing grammatical feedback.
However, the linguistic feedback has failed to help the
students to internalize their linguistic knowledge
effectively, so the students do not read over their

compositions with feedback carefully. Second, the



students felt frustrated because they found that they
made the same grammatical mistakes again and again,
so they would skip the corrections in frustration. In other
words, it is plausible that the students may be familiar
with the mistakes they have made but they cannot learn
from the mistakes or master the linguistic knowledge
involved. This may explain why more senior form
students tended to read over their compositions less often
as they thought they knew the mistakes. This also
explains a common phenomenon that teachers keep
giving linguistic feedback, but at the same time, they
complain that their students keep making the same
mistakes.

The issue arising from the above contradictory
picture boils down to another question: Why do students
fail to learn from their teacher’s linguistic feedback? To
investigate why linguistic feedback is not effective, the
way that linguistic feedback is given comes into play.

In Hong Kong, most teachers employ corrections
codes or editing symbols to give linguistic feedback,
and this is actually most teachers’ usual practice (Bates
et. al, 1993). However, research has shown that some
techniques may not be as effective as teachers think.

The study carried out by Ferris et. al (2000) shows
that students who received coded error feedback after a
semester did not outperform those who only receive
error feedback that was underlined. Likewise, it is found
in other studies that giving students coded indirect
feedback cannot bring about immediate advantage
(Ferris et. al, 2000; Robb et. al, 1986). What’s more, it
is contended that “written error corrections combined
with explicit rule reminders ..... is ineffective in
improving students’ accuracy or the quality of ideas”
(Kepner, 1991, p.310).

Despite the above findings, it is too early to
conclude that students do not benefit from feedback with
correction codes or editing symbols at all. It is believed

that there are some reasons for the failure to learn from
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corrections. First, it is possible that students may not be
able to understand the grammatical rules and
metalinguistic terms that the teachers use, even though
they are provided as cues (Ferris, 1995; Ferris & Roberts,
2001; Lee, 1997). Second, students basically do not have
adequate linguistic and pragmatic knowledge for error
correction (Ferris et. al, 1997). Third, the use of coded
feedback “may not give adequate input to produce the
reflection and cognitive engagement that helps students
to acquire linguistic structures and reduce errors over
time” (Ferris & Roberts, 2001, p. 177). It could also be
that students are overwhelmed and confused by the large
number of correction codes.

Under such circumstances, the problem of failure
to learn from corrections may not lie in the use of
correction codes and editing symbols, but in the way
they are implemented in the classroom. Teachers, thus,
need to employ different strategies to rectify the
situation. Firstly, it is important that error feedback given
with a marking code be handled very carefully,
especially when the marking codes are grammar-based
(Lee, 1997). To make full use of the marking codes,
teachers need to ensure that students are clear about the
grammar rules involved and that metalanguage used is
shared between teachers and students. The use of
terminology also needs to be reconceptualized in case
students have difficulty understanding it. Teachers then
may need to come up with a list of correction codes
that students can manage and make better use of. This,
on the one hand, can help teachers cater for the needs
of students of various forms and different proficiency
levels more appropriately. On the other hand, this avoids
causing students to become demotivated in reading and
learning from the marked compositions. In addition,
students are usually taught by different English teachers
throughout the secondary school years and different
teachers may use different methods to give error

feedback. Therefore, teachers should not presuppose that



students understand the codes or symbols they use or
that they are able to learn from the codes or corrections
by themselves. Instead, teachers need to teach them
explicitly and provide students with ample practice until
they can master the metalinguistic terms and knowledge
to understand the corrections. As suggested by (Ferris
& Roberts, 2001), students will be able to develop
accuracy if a system of marking codes is used
consistently throughout the term and their knowledge
about the system is reinforced through lessons.

It is also recommended that students should be
taught metacognitive strategies to deal with linguistic
feedback. It is found that the subjects did respond to
their teacher’s feedback, but they seldom made use of
dictionaries and grammar books to deal with the
feedback that they did not understand. Teaching
metacognitive strategies will let students know that there
are other ways to learn from feedback and that they are
responsible for their own learning to a certain extent. It
can also promote autonomous learning.

In this study, it was revealed that the students did
value teacher feedback, but they had difficulty in
making use of the feedback. It is supported by the
students’ answers in the questionnaires and interviews
that they had problems understanding their teacher’s
feedback because of misunderstandings between them
and their teacher.

Various research studies have in fact indicated
(e.g. Ferris, 1995) that students do encounter problems
in understanding their teacher comments because the
instructions or directions are not clear. Ferris &
Hedgcock (1998) gave an example illustrating that
students may fail to interpret a teacher’s question as a
suggestion or request for information, and it is not
surprising to find that students ignore it when they do
revision. It is, therefore, suggested that teachers should
explain their responding behaviour to their students

(Zamel, 1985). They should spend time specifically on
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explaining “their overall philosophy of responding (as
well as specific strategies and/or symbols or terminology
used) to the students” (Ferris, 1995, p.49).

Teachers should also promote class discussions
on response and encourage students to read and ask
questions about the feedback given by them. It is
especially helpful for students, such as students in Hong
Kong and China, who feel that they should not challenge
teachers’ authority though they disagree or do not
understand the comments given by teachers (Ferris,
1995). This idea is also supported by Hyland (1998),
who suggests that a fuller dialogue is needed in order to
avoid miscommunication between teachers and students.

This kind of dialogue is highly recommended to
be extended in teacher-student conferencing, which “is a
face-to-face conversation between the teacher and
student..” (Reid, 1993, p. 220). As it has long been pointed
out that miscommunication imposes difficulty on students
and teachers approaching revision and giving feedback,
teacher conferencing is a good opportunity for both of
them. It helps students and teachers understand each
other’s expectation concerning feedback. It also helps
teachers understand more about the students’ perspective,
past learning experience (Hyland, 1998), which will
enable them to give better and more personalized
feedback to individual students more effectively.

Based on the research findings, it is recommended
that teacher-student conferencing is more important for
senior form students, as there is a higher percentage of
the senior form students who complained that they did
not understand or disagreed with their teacher’s
comments. The senior form students are of a higher
proficiency level, and they need more sophisticated
skills to write their compositions. Teachers, thus, need
to give more feedback to help them with their writing,
and exchange of ideas will certainly be more necessary.

Teacher-student conferencing is a good

opportunity for students and teachers to exchange their



ideas. However, there are numerous constraints in reality
that make it difficult to carry this out because teachers
may not have time to conduct conferencing with every
student after every composition. To address this
problem, teachers need to pay close attention to students
who exhibit difficulties in making use of teacher
feedback. They can conduct editing workshops or post-
writing grammar clinics with those particular students,
so as to demonstrate an instructional approach that
fosters closer links between feedback and grammar
instruction.

It is apparent from the findings of the study that
the students did want to learn from the comments, but
because the comments involving content and
organization were not specific enough to help them
improve their writing, the students did not read over
their compositions with care.

It has been pointed out that vague comments
should be replaced with text-specific comments
(Fathman’s & Whalley’s, 1990; Zamel, 1985) -
“feedback that is directly related to the text at hand,
rather than generic comments that could be attached to
any paper” (Ferris & Hedgcock, 1998, p. 133). The
example given by Bates (1993) is that it is preferable
for teachers to write down “I like the example about
your sister” than “Good example”. Fathman and Whalley
(1990) contended that the reason why students did not
make substantive revision on content is that the content
feedback given by teachers was not text-specific enough.
Therefore, teachers should avoid giving vague
comments if they want students to make use of their
comments to improve their writing.

In order to let students better understand how they
can improve their writing, Lee (2002) suggested vague
comments like ‘the text doesn’t hang together’ could be
replaced by specific comments like ‘inappropriate
conjunctions’ or ‘unclear reference’. By doing this,

teachers will need to share the metalanguage they use
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when giving feedback to students who can then make
use of the comments to revise and improve their writing.

Apart from the above issues, another problem in
teacher feedback in the present study seems to lie in the
over-emphasis of grammar. A great number of the
students thought that feedback on grammar was the most
important and they usually paid more attention to
linguistic feedback. Nevertheless, the students realized
that feedback involving content and organization was
more important when they give it second thoughts in
the interviews. Their reaction to linguistic feedback
seems to be subconscious. It may reflect that their
perceptions towards linguistic feedback was affected by
the priority of their teacher’s response to writing.

It has long been said that teachers of writing are
more concerned with providing error feedback and
sentence-level feedback than other important elements
(Cumming, 1985; Kassen, 1988; Idhe, 1994). It is not
surprising to infer that the students’ teacher in this study
also focused more on local errors. If this is the case, it
reveals that is important for teachers to reprioritize their
responses so as not to give their students a false message
that feedback on local errors is more important than
global ones.

Leki (1992) suggested teachers pay more attention
to global than local errors, as global errors have a greater
impact on understanding. This is in line with the idea of
Lee (1997), who recommends teachers to focus on more
meaning errors than surface-level errors. Although
students do express that they want all of their errors to
be corrected (Leki, 1991; Ferris et. al, 2000; Ferris &
Roberts, 2001), it may sound necessary for teachers to
prioritize the errors that their students need to focus on
most (Lee, 1997).

In addition, in the interviews, the students shared
that they felt discouraged when they received too much
negative feedback, which would adversely affect how

they read over teacher feedback. Therefore, it is essential



for teachers to take affective factors into account when
giving feedback. Fathman & Whalley (1990) suggested
that even general positive comments and suggestions
help students improve their writing through revision.
However, a study carried out by Cardelle & Corno
(1981) finds that only positive comment is not sufficient
enough to motivate students to improve their writing.
While criticism only can lead to some improvement, it
is reported that the most effective way is a combination
of praise and criticism. Teachers, thus, are reminded that
when giving constructive criticism, it is also important
to place encouraging comments as well.

However, teachers in Hong Kong may have to pay
more attention to giving positive comments, as it is
found that “students may distrust praise if it is not
frequently given in their own culture” (Hyland, 1998,
p. 280), and “too much praise may confuse, mislead, or
demotivate students” (Cardelle & Corno, 1981). This
alerts Hong Kong teachers on how and when to give
positive comments to students. Teachers should look into
the role of affective factors in giving teacher feedback
and understand more about their students’ world before

they give positive and negative comments.
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CONCLUSION

This study aimed to investigate both Hong Kong
students’ preferences for and responses to teacher
feedback and the differences between junior form and
senior form students. Although there are very few
observations made on the different behaviors among the
senior and junior forms students, the study has provided
some insights into giving effective feedback in the Hong
Kong context.

There is quite a lot of literature from research done
on giving feedback on error, but one big limitation is
that most of the studies did not last long enough to prove
how students benefited from teacher feedback. More
longitudinal studies are needed to find out how teacher
feedback can help students understand and internalize
what they have been provided and taught, and how this
can help them to produce better quality writing.

In addition, being an EFL teacher, what concerns
me is that the factors involved in teaching writing in an
ESL and EFL context are very different, not to mention
the biggest difference in the purposes for writing for
EFL and ESL students. It is hoped that more research
can be conducted in an EFL setting so as to provide
EFL teachers with more insights into giving effective

feedback.
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Questionnaire Survey Appendix 1

1. Form
2.Sex :

3. How often do you read over your composition again when your teacher returns it to you?
always usually sometimes not very often never

1 2 3 4 5

4. Do you think about the teacher’s comments and corrections carefully?
always usually sometimes not very often never

1 2 3 4 5

5. Do you pay attention to the comments and corrections involving:
a. Organization
always usually sometimes not very often never
1 2 3 4 5
b. Content/Ideas
always usually sometimes not very often never
1 2 3 4 5
c. Grammar
always usually sometimes not very often never
1 2 3 4 5
d. Vocabulary
always usually sometimes not very often never
1 2 3 4 5
e. Mechanics (e.g. punctuation, spelling)
always usually sometimes not very often never

1 2 3 4 5

6. How important is it to you for your English teacher to give you comments on :

a. Organization

Very Quite Okay Not Not important
important important important at all
1 2 3 4 5

b. Content/Ideas
Very Quite Okay Not Not important
important important important at all

1 2 3 4 5
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c. Grammar

Very Quite Okay Not Not important
important important important at all
1 2 3 4 5

d. Vocabulary

Very Quite Okay Not Not important
important important important at all
1 2 3 4 5

e. Mechanics (e.g. punctuation, spelling )

Very Quite Okay Not Not important
important important important at all
1 2 3 4 5

7. Describe what you do after you read your teacher’s comments and corrections (check all the things which you do)

Ask teacher for help __ Make corrections myself
_ Askclassmates for help _ Check a grammar book
_ Think about/remember mistakes _ Check a dictionary
_ Nothing _ Others:

8. Are there ever any comments or corrections that you do not understand? If so, What is the reason?
No (Please go to question 10)

— Yes;

— Yes; I can’t read teacher’s handwriting

— Yes; I sometimes disagree with the comments

— Yes; I don’t understand grammar terms, abbreviations, and symbols

__ Yes; Idon’t understand the comments about ideas or organization

— Yes; comments are too general

— Yes; others

9. What do you do about those comments or corrections that you do not understand?
_ Nothing

— Ask my teacher to explain them

— Look corrections up in a grammar book or dictionary

— Ask classmates/friends/family for help

_ Try to make the correction regardless of whether I understand or not

Others
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10. Do you feel that your teacher’s comments and corrections help you to improve your composition writing skills?
Why or why not?

_ No; I need more help to correct my errors

_ No; my teacher’s comments are too negative and discouraging

_ No; my teacher’s comments are too general

____ No; others

— Yes; I know what to avoid/improve next time

— Yes; I know where my mistakes are

— Yes; the comments help me to improve my writing skills
— Yes; the comments help me to think more clearly
— Yes; some positive comments build my confidence
— Yes; I can see my progress because of the comments
— Yes; I respect my teacher’s opinion

— Yes; the comments challenges me to try new things

Yes; others

N.B. Questions 3-5, 7-10 by (Ferris, 1995:45, 53)
Question 6 by (Leki, 1991;213)
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Abstract

Students need to be endowed with generic skills so as to meet the challenges of an ever changing and knowledge-based

information society like Hong Kong. Traditional education systems that focus on memorization and examination cannot

satisfy these new demands. So there is a need for the shift of learning and teaching (L&T). This paper shares the experience

of launching “Peer Tutoring” in Advanced-Level Pure Mathematics subject in one school. It focuses on how peer tutoring

influences students’ learning behaviors and attitudes, learning effectiveness and skill promotion. The change of roles for

students and teachers, advantages and limitations of peer tutoring will also be discussed.
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INTRODUCTION

Educational reform in an information society like Hong
Kong in the 21st century focuses on equipping students
with self-learning skills and broadened knowledge.
According to the Curriculum Development Council, the
paradigm of “imparting knowledge” is shifting to that
of “fostering students to learn how to learn”, which
involves reform of roles of students and teachers in the
processes of learning and teaching (L&T). It is important
to teach students generic skills in order to help them

learn how to learn. These generic skills namely
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communication, critical thinking, creativity,
collaboration, information technology, numeracy,
problem solving, self management and study skills,
should be developed through L&T in the contexts of
different subjects. Hence, teachers should no longer be
merely knowledge transmitters, but also facilitators of
the independent learning process of their students
(Curriculum Development Council, 2001). In response
to the above-mentioned reform, peer tutoring can be a

cultural change in L&T.



WHAT IS PEER TUTORING?

“Peers” is defined as someone belonging to the same
group, in terms of status, in society. Here “peers” refers
to the students in the same class taking the same subject.
Peer tutoring involves one or more students teaching
other students in a particular subject area. This provides
one-on-one attention, immediate feedback, and active
“discovery learning”, which are especially effective in
science education, in a non-threatening environment.
Being a mathematics teacher, I have been attracted to
catering students’ individual difference using “peer
tutoring” in my lesson plan. Peer tutoring seems to be a

good solution to help minimize individual differences.

Theoretical Bases of Peer Tutoring
According to the basic cognitive developmental theories
of Piaget and Vygotsky, human development can be
viewed as constructive or socio-genetic processes. In
the views of Piaget’s constructivism, “human beings are
capable of extending biological programming to
construct cognitive systems that interpret experiences
with objects and other persons...Peer interactions
provide rich and necessary contexts for students to revise
their current cognitive system. Such revisions would,
in turn, lead students to make new meanings.”
(O’Donnell and King, 1999, p.5) Vygotsky’s theory
views human development as a socio-genetic process
by which children gain cognitive growth by interacting
with others who are often more competent. Such process
will be effective if the interaction occurs within one’s
“zone of proximal development”. Instead of being a
passive learner, students should be encouraged to have
more interaction with others.

It is known that verbal interaction is important
for cognitive change and knowledge construction
(Forman and Cazden, 1985), and students would have

better cognitive growth if they were working with each
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other than working alone (Bell et. al, 1985). Students
can also learn skills, beliefs and behaviors by imitating
peers and adults without interacting with them (Bandura,
1986). They can figure out their misconceptions and thus
correct them by observing others (models). A number
of studies supports that modeling can promote
subsequent performance on the observed task (e.g. Kuhn,
1972; Murray, 1972; Zimmerman, 1974). However,
modeling is ineffective when models function far in
advance of the participants (Kuhn, 1972). Hence, a peer
model is better than an adult model because students,
observing a peer completing a task successfully, would
probably increase their self-concept and believe that they

could also succeed in the same task.

On the other hand, many researchers find that
teenagers inhabit cultural worlds far different from those
of their teachers (e.g. Murdock and Phelps, 1973). As
students communicate at the same levels of knowledge
background and use the same language, they are more
likely to accept one and others’ opinions (Piaget, 1976)
and are generally more willing to challenge each other
than to challenge teachers. Besides, compared with
those, like most of the teachers, who had had no
difficulties in learning, students who had struggled
themselves to understand a concept may be advantaged
in providing “scaffolding” - the process of enabling one
to carry out a task that he /she would not be able to
perform without assistance. It is because peer students
are more sensitive than teachers to non-verbal cues given
by other students to indicate that they do not understand
something (Allen, 1976), and they are better able to
explain concepts in much familiar terms (Noddings,
1985). Thus, students will learn better from tutors who
are their peers, or who are similar in general culture

and background, than from teachers.

Most students find that Advanced-level Pure

Mathematics is, to a certain extent, quite abstract, and



so do my students. They always reflect that after
observing my solving some mathematical problems,
they can learn new skills in tackling similar problems,
but this may not necessarily enhance their problem
solving confidence. I have tried to launch peer tutoring
in teaching some of the topics, aiming at strengthening

students’ problem solving confidence.

General Benefits to Participants in Peer

Tutoring Scheme

Benefits to Tutees

According to Doise et. al (1975), when children are
presented with a solution that contradicted their own,
even if the contradiction is not a correct one, will
promote children’s progress. In peer tutoring, students
are exposed to a more challenging mode of class
interaction. As interaction may produce cognitive
conflicts and disagreement among students, to resolve,
students have to discuss, understand, try and accept new
ideas. Such a process makes students to reflect, justify
and explain their own beliefs and thus help students to
learn through seeking and comprehending alternate
solutions. Student tutees gain from the process of
understanding others’ ideas, correcting previous
misconceptions and filling the gaps between prior
knowledge and new ideas. Finally, students work
together to invent their own problem-solving procedures
and discover their own solutions, creating an atmosphere
of social stimulation and support (Damon and Phelps,
1989), resulting in enhancing students’ communication
and collaboration skills.

As a matter of fact, many research findings
showed that peer tutoring produced significantly greater
achievement than normal classroom instruction (e.g.
Bausell, Moody and Walzl, 1972; Russell and Ford,
1983). Allen and Feldman (1973) found that children

learned better by peer tutoring in science-related topics

118

than by studying alone. Horan et. al (1974) and
Mevarech (1985) also showed that pupils who are
tutored in mathematics improve mathematics
achievement and classroom behavior more than control

groups who are not tutored.

Benefits to Tutors

When student tutors are temporarily adopting the
teacher’s role, their behavior will be constrained by the
expectations of peer students, leads to develop sympathy
with their teachers and began to cooperate with them.
This results in improved behavior in tutors’ own
classrooms, a better attitude towards schoolwork and a
deeper respect for learning (Geiser, 1969; Allen, 1976).
Tutors will also learn responsibility, caring for others
(Coleman et. al, 1974), gain the experience of being
needed, valued, and respected. Such an experience
produces a new view of self as a worthwhile human
being (Hedin, 1987), develops tutors’ sense of personal
adequacy, enhances their feeling of self-esteem, and
improves their self-concept (Mainiero et. al, 1971).

In order to convince others, students who teach
others have to struggle to make the material meaningful
to the learners, thereby have the opportunity of reflecting
upon their own learning process and reinforcing tutors’
knowledge of fundamentals (Bruner, 1963). In the
process of giving explanations and justifying their ideas
to student tutees, student tutors may review and
restructure the knowledge they possess, clarify or
recognize material in new ways in their own mind,
recognize and fill in gaps in their understanding to see
how their subject area “all fits together”, identify and
resolve inconsistencies, and construct more elaborate
conceptualizations (Yachel et. al, 1991). Student tutors
then could be benefited from the process of reorganizing
and restructuring their thinking for nothing clarifies their

ideas as much as explaining them to others. In fact, the



tutor receives the most gains in peer tutoring scheme.
What is more, Goodlad and Hirst (1989) suggested peer
tutoring could give tutors a chance to make direct use
of the knowledge they already possessed and might,

consequently, inspire them to seek more of it.

Benefits to Teachers

As mentioned previously, students who are mobilized
with the role of a tutor will sympathize their teachers
and improve their classroom behavior, this may reduce
discipline problems and create an atmosphere of
cooperation that make teacher’s job pleasanter. Peer
tutoring can also free teachers from routine tasks, giving
them more time on planning the curriculum and
arranging conditions in which students can learn
(Goodlad and Hirst, 1989).

Furthermore, according to a Stanford University
study, peer tutoring is consistently more cost-effective
than computer-assisted instruction, reduction of class
sizes or increased instructional time for raising both
reading and mathematics achievement of both tutors and
tutees (Levin, 1984), which means, teachers can use their

resources more effectively.

IMPLEMENTATION OF PEER
TUTORING

Target Students

All Matriculation (Form 6-7) Mathematics Group
students in Stewards Pooi Tun Secondary School, sitting
for the 2003 Hong Kong Advanced Level (HKAL) Pure
Mathematics Examination participated in the peer-
tutoring scheme. There were 15 students, with average
grades of about B and C respectively in the Hong Kong
Certificate (HKCE) General Mathematics and

Additional Mathematics Examinations (2001).
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Duration of the Peer Tutoring Scheme

In order to keep pace with the teaching schedule, the
peer-tutoring scheme was first launched as a pilot in
the term break period (Form 6) from mid-June to August
in 2002, when both the teacher and the students were
less busy and were more capable of accepting such a
challenging shift of mode of learning. The scheme was
taken place in the post-examination classes (before the
summer vacation started) and the summer tutorial
classes, twice a week in about two-month time. Each
class lasted for three hours. After that, students were
encouraged to use peer tutoring regularly in the new

semester (Form 7).

Topics included in the Peer-tutoring Scheme
As the students had to adopt the teaching role, topics
included in peer tutoring should not be too difficult for
them. Two topics, namely “Indefinite Integrals” and
“Definite Integrals”, were chosen in the pilot classes
because all the students had already acquired the basic
knowledge and skills in tackling problems involving
“integration” when they were in Form 5. The teacher
first tailored the chosen topics into several sub-topics.
Then divided the class into five groups, each of three
students. The groups were allowed to choose the sub-
topics on their own free will. Each group prepared their
own teaching material or lecture notes and took turn to
deliver lectures. For the audience, they had to take an
active part in class discussion. Later in the new semester
(Form 7), instead of delivering lectures, students were
only asked to use peer tutoring regularly in solving
mathematics problems, especially those in the past

HKALE papers.



Teacher’s Role in Peer Tutoring

In launching peer tutoring, in which students shared

teacher’s duty in delivering lectures doesn’t mean freeing

teacher from lesson preparation. Instead, it shifts

teacher’s role in lesson design. Teacher’s new roles are

mainly focused on the following:

1. Preparations
Teacher should help students to form groups,
considering factors like gender, abilities and pre-
existing social relationship of students so as to
maximize their performance. He/she then breaks
down the teaching materials into a series of
digestible snippets, and helps to set clear objectives
and goals. It is also necessary to provide material
needed in presentation and help to set preparation
schedule to make sure that student tutors have
sufficient preparation time.

2. During Students’ Presentation
Teacher should be responsible for monitoring and
supervising students’ presentation, offering
instantaneous feedback like giving praises and
comments, correcting mistakes, strengthening and
reorganizing key points. Besides, teacher should
engage and challenge students to arouse discussion,
and teach critical thinking and questioning skills.

3. Lesson Enrichment
Teacher is also expected to provide intellectual
inspiration and leadership to arouse interest, and
finally, to focus on teaching new or supplementary

information.
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EVALUATION ON THE
EFFECTIVENESS OF PEER
TUTORING

In order to assess the effectiveness of peer tutoring,
students’ perception of their dispositions and outcomes
in learning were measured for both the “teacher-as-
instructor” and the “student-as-instructor” modes of
study. The main questions investigated in this study
were, “Did the students benefit from the change in
modes of study towards student-as-instructor learning
style?” and “What are the advantages and limitations

of peer tutoring?”

The Instrument

A self-developed questionnaire was introduced to

measure four subscales of students’ dispositions and

outcomes in learning as listed below:

1. Learning Behaviors - it measured students’
perception of their behavior in learning like how
concentrated and actively involved during class
discussions, and how well they collaborated in
learning.

2.  Learning Attitudes - it measured students’ perception
of their disposition in the dimension of motivation,
confidence in problem-solving, self-concept, and
how challenging they found the lessons.

3. Learning Effectiveness - it measured students’

perception of their disposition in the dimension of



effectiveness, learning climate, understanding of
concepts, and catering individual difference.

4.  Skill Promotion - it measured students’ perception
of their disposition in the dimension of
independence and autonomy in learning, mind
broadening, critical thinking skills and
organization.

All the 15 Pure Mathematics students sitting for

2003 HKALE were asked to rate the items of the

questionnaire on a six-point Likert scale, ranging from

1 to 6, in which 1 indicating “strongly disagree” and 6

indicating “strongly agree”. In addition to the item-

rating questions, two open-ended questions concerning
students’ opinion of the advantages and limitations of

peer tutoring were also introduced in the questionnaire.

Peer Tutoring in Pure Mathematics Subject

Finally, students” HKALE result, in terms of
passing rate and value-added index in Pure Mathematics,
will be analyzed in reviewing the overall effectiveness

of the scheme.

Results and Discussions

Before going on to the data analysis, there are two
important things to point out: first, since the sample is
non-random and convenient with only 15 subjects, the
results might not be statistically reliable nor significant,
however, they still reflected something to a certain extent;
second, 5 out of the 15 subjects (33%) had attended
private tutorials, therefore their overall HKALE results

cannot be simply attributed to the peer-tutoring scheme.

Students’ Overall Perception of Peer Tutoring Scheme

Students’ perception of their dispositions in the four subscales are summarized in the following:

Table 1 Means of the subscales of the questionnaire

Subscales No of cases Mean
Teacher-as-instructor | Student-as-instructor
Learning behaviors 15 4.42 4.55
Learning attitudes 15 3.97 4.25
Learning effectiveness 15 4.55 3.87
Skill promotion 15 4.14 4.17

Results from the questionnaire indicate that
students perceived that the “learning attitudes” in the
student-as-instructor mode of study was higher than that

in the teacher-as-instructor mode of study by 0.28, while

their “learning behaviors” and “skill promotion” were
just slightly better in peer tutoring. Interestingly, they
reflected that peer tutoring was far less effective than

conventional classroom instruction by 0.68.
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Let’s go into details of each of the subscales:

1. Learning Behaviors:

Table 2 Bar Chart indicating the Means of Sample Items of the Subscale: Learning Behaviors

Learning Behaviors
6
5 4.534.67 4.67 4,60 4.53
4.334.40 4.13

4

3

2

1

0 | |

Involvement Collaboration Expressing Opinion Concentration
||:| Teacher-as-instructor [ Student-as-instructor

Students showed greater “involvement” and had more chances of “expressing opinion” in both modes of
“collaboration” in peer tutoring, but they didn’t find learning.

much difference in terms of “concentration” and

2. Learning Attitudes:

Table 3 Bar Chart indicating the Means of Sample Items of the Subscale: Learning Attitudes

Learning Attitudes
6
5 4.67
387 4.13 4.27 3.93 4.00 3.80 4.20

4

3

2

1

0 | | |

Feel challenging Motivated Confidence in Problem Self-concept
Solving
||:| Teacher-as-instructor [ Student-as-instructor

Students found that peer tutoring was much more watching their peer tutors solving various problems
“challenging”. It was better able to “motivate” their successfully might not necessarily upgrade their
studies and improve their “self-concept”. However, “confidence in problem-solving”.
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3. Learning Effectiveness:

Peer Tutoring in Pure Mathematics Subject

Table 4 Bar Chart indicating the Means of Sample Items of the Subscale: Learning Effectiveness

Learning Effectiveness

6

4.60 4.40 4.87 4.60
3 413
4 3.67 3.67 3.73
3
2
1
0 | | |

Understanding of Learning Climate Efficiency Catering Individual
Concept Differences
||:| Teacher-as-instructor [ Student-as-instructor

Though students agreed that peer tutoring could enhance
“learning climate” in class, they pointed out that it was
rather time-consuming, and that’s why they rated
“efficiency” in the student-as-instructor mode far lower

than that in the teacher-as-instructor mode by 1.20. They

4.  Skill Promotion:

too strongly reflected that with pedagogic training and
rich teaching experience, teacher was more professional
and experienced than peer tutors in “catering individual
differences” and explaining “concepts”, especially those

abstract ones.

Table 5 Bar Chart indicating the Means of Sample Items of the Subscale: Skill Promotion

SKkill Promotion

Autonomy

6

> 320407 420413 407413 407433
4

3

2

1

0 | | |

Critical Thinking Independence and Mind Broadening Organization

| O Teacher-as-instructor

O Student-as-instructor

The results indicate that in peer tutoring, students would
have better growth in “organization”. Contradicting to
the research review, students showed that they learnt
“critical thinking” skill more in the teacher-as-instructor

mode of learning. This might be attributed to the fact
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that the teacher used to prepare teaching materials
intended for training students’ critical thinking. For
example, the teacher often presented examples of different
problem-solving methods, some were even conceptually

wrong, and asked students to criticize or modify them.



Result Summary

Most of students, taking the role as student tutees, agreed
that they were more motivated and actively involved in
class for they had to listen extensively and attentively
because, unlike in the “teacher-as-instructor” mode of
study, they could not take for granted that whatever
student tutors taught were all correct. They tended to be
more critical-minded and learned to challenge their peer
tutors, making the lessons more challenging and thus
promoting learning climate. Besides, through peer
tutoring, students had more opportunities to collaborate
and organize their learning material and to share with
their peer, meaning that every one could contribute to
the learning outcomes of the whole class, resulting in
an increase in self-concept and organization skills. In
spite of this, students found that peer tutoring was less
efficient, in terms of understanding new concepts and

catering individual differences.

Students’ Opinions in the Two Open-ended
Questions
1. What did you like best about peer tutoring?
- “In order to participate in class discussion, I had
to prepare for the lessons. This helped me to build
a habit of reading teaching materials before
class.”
- “We had to prepare lessons in groups, this helped
us to develop learning bonds with student peers.”
- “During peer tutors’ presentation, I was less
likely to accept all what they presented, this
sometimes aroused conflicts among us. To
resolve, I was encouraged to develop a tolerance
for uncertainty and conflict.”
- “The learning climate was much more
challenging, and consequently increased my
motivation, concentration and involvement in

class.”
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“As all of us had the opportunities to teach and
to challenge our peers, we could make significant
contribution to every student’s knowledge
construction. This not only increased our self-
esteem, self-confidence and leadership, but also
built up our spontaneity in learning.”

“Peer tutoring helped us to move away from
dependence on teachers’ authority toward belief
in our own ability to seek knowledge and figure
out solutions.”

“Peer tutoring promotes cooperation,
friendliness, positive social behavior like giving
praise and encouragement, and hence improve

our communication and interpersonal skills.”

2. What are the limitations in peer tutoring?

“Without pedagogic training, students able to
understand a concept well does not necessarily imply
that they can teach the concept equally well.”

“We may have to pay extra effort in adapting
ourselves to the different teaching styles of
different student tutors.”

“It may cause disciplinary problem if the students
are not mature and disciplined enough.”

“Peer tutoring is in overall much more time-
consuming than traditional classroom teaching.
This may cause difficulty in keeping pace with
the teaching schedule, especially when there is
an existing syllabus for public examination.”
“We may learn wrong concepts if the teacher is
not alert enough in correcting mistakes made by
the student tutors immediately.”

“Not every topic is suitable to implement peer
tutoring. Some topics may be too abstract and
require much of teacher’s elaboration, or some
may be too hard to break down into a series of

digestible snippets.”



Students’ Hong Kong Advanced-Level
Examination Result in Pure Mathematics
(2003)

The passing rate of the fifteen students in 2003 HKAL
Pure Mathematics Examination was 93.3%. Three
students (20%) got “distinctions”; all these three
students were the most active ones involved in peer

tutoring and only one out of them had attended private

Peer Tutoring in Pure Mathematics Subject

According to the Value-Added index released by
the Education and Manpower Bureau (Table 6), the target
students had an overall estimate of 5.71 value added.
Since factors affecting learning outcomes are too
complex, we cannot simply attribute the value added to
the launching of peer-tutoring scheme. Nevertheless,
peer tutoring indeed created a self-learning atmosphere

and promoted students’ generic skills that are essentials

tutorials. of effective learning.
Table 6 Value-Added Index of 2003 HKAL Pure Mathematics Examination
2003 Value-Added Stanine
Low Estimate High

Pure Math 2.2 5.71 8.86 8

Ref. Range 9t09 1to9
CONCLUSION AND the student tutors and tutees, they should be considerably

disciplined and have to be taught some bases on certain

SUGGESTIONS P s

Hong Kong is now developing towards an information
society in which students need to be endowed with
generic skills so as to meet the challenges of such an
ever changing and knowledge-based environment.
Traditional classroom’s board-and-chalk teaching that
focuses on memorization and examination can merely
contribute to these new requirements. So there is an
undeniable need for the shift of teaching mode. Peer
tutoring provides an alternative for both learning and
teaching. It helps to upgrades students’ learning behaviors
and attitudes, enhances critical thinking and organization
skills, and promotes communication and collaboration.
These lead to a self learning climate in which students
move away from the dependence on teachers’ authority
toward self-confidence in problem solving.

In order to yield greater benefits from peer

tutoring, it is suggested that as the pre-requisite for both
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topics before they can teach. For the topics chosen, they
should not be too abstract nor far beyond students’ grasp,
because presenting students with difficult problems will
not necessarily result in productive discussion and
cognitive change. Instead, a decline in correct responding
and more deeply entrenched misunderstanding may
result (Levin and Druyan, 1993). Last but not the least,
the teacher should be alert enough throughout student
tutors’ presentation so as to correct any misconceptions
immediately.

Peer tutoring should been seen as one of the many
teaching strategies available in education reform. It is
not intended to replace other teaching techniques, but
rather to complement them. It will always remain the
teacher’s privilege and responsibility to decide wisely
which teaching method is beneficial and desirable for a

given group of students and given subject matter.
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FENINE - 90.624 109 831
(Within Group)
REE 93.369 110
AT AR ] 58 5L 2.477E-02 1 2.477E-02 7.447 .007
(Between Group)
AL =R .363 109 3.396E-03
(Within Group)
R .387 110
ik AR ) 5 B 16.079 1 16.079 2.130 147
(Between Group)
FENNE -0 822.678 109 7.548
(Within Group)
A 838.757 110
CE A AL 5 L 104 1 104 173 679
(Between Group)
FENE -2 65.536 109 601
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gy 65.640 110
Xl sy A [ 8 5L 654.884 1 654.884 4.861 .030
(Between Group)
FENNE - 10374.483 77 134.734
(Within Group)
SR 44 11029.367 78

F/\ FETHIEUR AR TR Bl B AT 22 M B0 AT (Paired Samples Correlations)

2RI R R AR BRAS A T 7 K0 B 43 BT K
(N) (Correlation)
B4 ik o} 103 204 038
%4 R 103 203 040
B ik 103 518 .000
gt LENE 103 403 .000
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Abstract

In the era of education reform in Hong Kong, on various government documents, different concepts and functions of

assessment were introduced to the community. The importance of formative assessment was emphasized. This paper

aims to study the student teachers’ implementation of formative assessment in General Studies lessons during their

teaching practise. Commonly used assessment methods, alignment of learning and assessment activities, student teachers’

intervention after receiving feedback from pupils, difficulties encountered, perception of the student teachers on formative

assessment and pupils’ feedback are reported in this study. It is hoped that the study will provide insight into the practice

of formative assessment in primary General Studies classrooms as one aspect of the professional development of General

Studies Teachers.

INTRODUCTION

As the new educational goals of Hong Kong schooling
are to enhance student-centred learning and pupils’
ability to learn how to learn (Curriculum Development
Council, 2001; Education Commission, 2001), this calls
for reform in the assessment system. Ridgway (1998)
commented that appropriate assessment scheme can be
powerful levers to support reform; assessment schemes
that do no reflect new educational ambitions are barriers
to progress. Different concepts and functions of
assessment were introduced to the community on recent
education reform documents (Education Commission,
Sept 2000; Curriculum Development Council, 2001).
Assessment was proclaimed as an integral part of
education process. The formative assessment was
stressed as a way to improve teaching and the learning

of pupils.
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Research on formative assessment provides
examples of how learning and teaching was improved
(Black, Harrison, Lee, Marshall & Wiliam, 2003). The
aim of the present study is to examine the student
teachers’ implementation of formative assessment in
General Studies lessons during their teaching practice.
It is to study student teachers’ perception of formative
assessment after the conducting formative assessment
in General Studies lessons, the commonly used methods
of formative assessment, the alignment of assessment
activities with learning activities, student teachers’
intervention after receiving feedback from pupils,
difficulties encountered in the classrooms and feedback
from their pupils. By studying the implementation of
formative assessment in local primary school

classrooms, it is hoped that the present study will provide



some insight for the practising teachers when they plan
to conduct formative assessment in General Studies
lessons as one aspect of their professional development
in order to enhance the learning of the pupils and their

own teaching.

SUMMATIVE VS FORMATIVE
ASSESSMENT

Assessment is conducted to serve different purposes:
supporting of learning, reporting the achievements of
individuals and satisfying demands for public
accountability. Formative assessment serves the first
purpose while summative assessment serves the latter.
It is important to match the selection and the use of
assessment methods to the particular purpose which the
assessment is to serve (Black, 1998).

Bloom, Hastings & Madaus (1971) defined
‘summative evaluative tests’ as the assessments
conducted at the end of units, mid-term or at the end of
a course. They were designed to judge the extent of
students’ learning of the material in a course for the
purpose of grading, certification, evaluation of progress
or even for researching into the effectiveness of a
curriculum. Moreover, aggregation of the results of
pupils’ performance in various public examinations also
serves as an economic way to show the public that the
schools do promote the learning of their pupils (Black,
1998).

On the other hand, teachers have the need of
constant information about what the students know and
the strategies being used to process and comprehend
new concepts (Shepard, 1992). Formative assessment
provides short term feedback to teachers so that learners’
strengths and weaknesses in relation to their progression

can be identified. Then teachers can use the feedback
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in planning what to do next in order to enhance learning
as well as teaching. Hence, formative assessment is
essential to effective teaching and learning (Black,
1993).

Formative assessment is carried out by all the
agents in the classroom. A pupil needs to know where
she/he is and understand, where she/he wants to be and
also how to “fill the gap” between her/his current
knowledge and understanding and the desired level. This
involves both the teacher and the pupil in a process of
continual reflection and review about progress
(Qualifications and Curriculum Authority http://www.
gca.org.uk/ca/5-14/afl/). Thus, formative assessment
focuses on dialogue between the teacher and the pupils.

Torrance (1993) suggested that formative
assessment fits into the constructivist approach to
learning with the teacher-pupil interaction supporting
the pupils in moving towards Vygotsky’s zone of
proximal development (ZPD). Black & Wiliam’s finding
(1998a) reported a strong link between effective
formative assessment and an appropriate and supportive
pedagogy. The essential elements of any strategy to
improve learning through the implementation of
formative assessment are the setting of clear goals, the
choice, framing and articulation of appropriate learning
tasks, the deployment of these with appropriate
pedagogy to evoke feedback and the appropriate
interpretation and use of that feedback to guide the
learning trajectory of pupils. Teachers should therefore
involve pupils in the process of self- and peer-
assessment, underpinned by a constructive approach to
learning. That is, teachers should make use of the
previous knowledge of the pupils to design different
learning activities to help pupils to construct knowledge,
provide assessment activities to assess the learning of
the pupils, and provide feedback to pupils and

intervention when necessary.



Stiggins (2001) remarked the artistry of classroom
assessment requires teachers to orchestrate a careful
alignment among purposes, achievement targets and
methods. In this way, the relation among teaching,
learning and assessment was emphasized. The alignment
of teaching objectives, learning and assessment
activities, and intervention conducted by the co-
researchers are reported in this study.

Stiggins (2001) introduced four basic classroom
assessment methods: selected response assessment,
essay assessment, performance assessment and
assessment that relies on direct personal communication

with pupils.

Selected Response Assessment

This includes all of the objectively scored paper and
pencil written formats. Format options include multiple
choice items, true/false items, matching exercises, short
answer fill-in items, and different sorts of worksheets
with an inquiry nature. The index of achievement is
the number of questions answered correctly. The teacher
is not to give grades or marks but to give descriptive

comments on the answers or the work of the pupils.

Other types include the following:

“Quick Check-in" (Trimarchi, 2002)

The teacher hands out slips of paper in the middle of the
lesson and asks pupils to answer a probing question directly
related to the discussion. The papers are written anonymously
and collected immediately. The teacher examines the papers,
reads aloud examples of correct answers, picks out
misconceptions and addresses them on spot.

“Teacher Letter” (Trimarchi, 2002)

The letter includes the following items:

+ Here is what I understood to be the MAIN IDEA of

today’s class.
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* These are a few IMPORTANT POINTS I learned
about the main idea.
* These are things you talked about today that I DID
NOT “GET”.
Pupils write it at the end of the lesson and the
teacher responds to the letters the following day, reading

aloud correct answers and correcting misconceptions.

Essay Assessment

Pupils have to prepare an original written answer to
questions about the content knowledge or provide an
explanation of the solution to a complex problem. The
teacher reads the original written response and evaluates

it by applying specified scoring criteria.

Performance Assessment

Pupils carry out a specified activity under the watchful
eyes of the teacher. Performance assessment can be
based either on observation of the process while pupils
demonstrate skills, or on evaluation of products created,
e.g. debate, role play, mini survey, case study and
presentation, or carrying out a laboratory experiment,
etc. The purpose is to let pupils show different abilities
and learning outcomes.

Scoring guides may be

negotiated with pupils.

Personal Communication as Assessment

One of most common ways that teachers gather
information about day-to-day pupils’ achievement in the
classroom is talking to them. This includes questions
posed and answered during instruction, interviews,
conversation, listening during class or group discussion,
oral examination and conferences with pupils after
lesson. Pupils’ responses and answers can show their

understanding; therefore teachers should ask more open-



ended questions and allow more time for pupils to
respond (Black & Wiliam, 1998b). This is also classified
as interactive formative assessment (Bell & Cowie,
2001) which takes place during the pupil-teacher
interactions. Teacher and pupils interact in the whole
class, the small group and one-to-one situations.

Each of the above methods provides its own
special form of evidence of pupil proficiency, such as
knowledge and understanding, reasoning proficiency,
performance skills, ability to create products and
dispositions (e.g. attitudes, values, interests, self-
concepts and motivation) (Stiggins, 2001). This study
is to examine the common assessment activities
employed by the student teachers and difficulties they

encountered in General Studies classrooms.

SELF-ASSESSMENT AND PEER
ASSESSMENT

The development of formative assessment implies
changes in roles for both teachers and pupils. Self-
assessment and peer assessment of the pupils are the
major characteristics of the formative assessment.
Therefore, they should be promoted among pupils to
enhance effective learning. Self-assessment involves
both reflection on one’s learning strategies, and analysis
or critique of one’s work. In order to make self-
assessment successful, not only the teachers but also
the pupils should hold the belief that the process of
assessment helps learning (Sutton, 1995). Thus teachers
should train pupils on self-assessment, explain the
learning objective(s) of each task and provide
encouragement to pupils through planned strategies and
dedicated time. On the other hand pupils may work in
pairs or in groups, make suggestions about each other’s
work, or ask questions about the peer’s thinking or

reasoning (Qualifications and Curriculum Authority
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http://www.qca.org.uk/ca/5-14/afl/). Rubrics of
assessment may be negotiated with pupils in order to
promote learning. Pupils’ feedback on the assessment
activities and the student teachers’ perception on
formative assessment are also reported in this study. In
short, teachers should align the assessment activities
with learning activities in order to help pupils achieve
the learning objectives that include the acquisition of
knowledge and skills, and value learning. This not only
helps to promote the learning of the pupils but also the

teaching.

General Studies

General Studies, an integration of Science, Health
Education and Social Studies, was introduced in 1995.
It is proclaimed in the syllabus for Hong Kong General
Studies (Primary I-VI) (1994) that through meaningful
activities children understand the inter-relationship and
interdependence between people, things and their
environment. They are also helped to develop values
and attitudes in order to become rational and responsible
citizens. The curriculum consists of four strands, i.e.
healthy living, living environment, natural world, and
science and technology. The integrated approach claims
to allow pupils to look at issues from different
perspectives, hence making their learning experiences
more holistic and less fragmented (Curriculum
Development Council, 1994, 1997).

In the era of education reform, the new curriculum
(Curriculum Development Council, 2002) moves away
from content-focused approach to a learner-focused
approach. It emphasizes the enhancement of pupils’
inquiry and investigative skills for construction of
knowledge. Schools are encouraged to adapt the central
curriculum in developing their school-based curriculum
and promote life-wide learning. Teachers are encouraged

to use different modes of assessment and provide quality



feedback on the strengths and weaknesses on pupils’
learning in order bring about improvement in learning

and teaching.

Co-researchers

Oldfather (1997) invited the student participants of his
study of student motivation (Oldfather, 1993) to be
engaged as co-researchers. The study, interpretive study,
was based on the interactions which took place between
the students and the researcher in order to construct
understanding about the research questions. It was
reported that the explicitly collaborative relationship in
the inquiry increased students’ sense of ownership and
involvement, therefore led to greater depth in the
findings.

Simpson (1998) also involved his students in the
research, participatory research, of the Contemporary
Aboriginal communities in Canada as the philosophy
of adult education places learners in the center and
focuses on the learners’ control over their learning
process (Tandon, 1988). It is trusted that experiential
knowledge is valid as people best know their own
situations and can best solve their own problems

(Colorado, 1988)

RESEARCH ON FORMATIVE
ASSESSMENT IN GENERAL
STUDIES CLASSROOMS -
OBJECTIVES AND METHODS

The research was conducted to see how formative
assessment was conducted in General Studies
classrooms in primary schools. Nine student teachers
of the Post Graduate Diploma in Education (Primary)

(Full-time) programme were invited to be co-researchers
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of the study. During their teaching practice the co-

researchers planned and wrote the lesson plans to show

how they aligned the assessment tasks with the learning
activities. They also wrote weekly reflection reports to
report the following:

+ Events in which they succeeded in helping pupils to
understand the lessons.

« Difficulties that they encountered in implementing
“Learning, Teaching and Assessment” during the
week.

During the whole teaching practice block, they
videotaped a lesson with the focus on the study of the
interactive formative assessment. By the end of the
teaching practice block each of the co-researchers
interviewed five of their pupils in order to collect
feedback on their learning and the teaching of General
Studies in the classrooms. They asked the pupils the
following questions:

1. Did you like General Studies lessons? Why?

2. What activities did you like most in the lessons?
How did they help your learning?

3. Did you answer any questions in the lesson? How
did it help your learning?

4. Did you know how to do the worksheets in the
lesson? If you did not know how to do, what did
the teacher do?

Furthermore, after their teaching practice, the co-
researchers were interviewed by the researcher so as to
make supplements on their weekly reflection reports.
They answered the following questions:

1. Please tell your learning experience of formative
assessment in your previous education and your
ideas of formative assessment. What are the
methods to implement formative assessment?

2. During the teaching practice, how did you prepare
the lessons (learning activities, assessment

activities)?



3.  What learning activities and assessment activities
did you provide to your pupils?

4. When did you use questioning to assess the

learning of your pupils? Did you ask probing
questions? Did you provide enough wait time? If
yes, how long was it?
Did you name pupils to answer your questions?
Did you ask those who raised their hands? Did you
ask those who did not raise their hands? If yes,
what were their responses?

5. When did you use worksheet to assess the learning
of the pupils? Did you give them grades, marks, or
comments only?

6. Did you encounter any difficulties? If yes, what
were they?

Transcription of the interviews with the pupils and
the co-researchers were made by the researcher so that

their identities were kept anonymous.

FINDINGS

During the teaching practice, the co-researchers taught
the following units: Leisure Activities (Primary 2),
Basic necessities of Life (P3), Electricity and Life (P4),
The History and Geographical Setting and History of
Hong Kong (P4), Reproduction (P 5) and Environmental
Protection (P6).

The findings reveal the co-researchers’ perception
on formative assessment, the commonly used methods
of formative assessment, the alignment of learning and
assessment activities, intervention undertook and the
difficulties encountered during the implementation

period. Finally, pupils’ feedback is reported in this study.
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The Co-Researchers’ Perception on
Formative Assessment

During the interview, all the co-researchers claimed that
they did not have any experience of formative
assessment in their previous education. They stated that
formative assessment was different from summative
assessment. It could be conducted at different intervals
of the lesson. For example, when it was conducted at
the beginning of the lesson, the purpose was to test
pupils’ previous knowledge or misconceptions. It may
be conducted after a teaching point was taught in a
lesson. At the end of a lesson it is to test the
understanding of the pupils and to provide help if the
pupils did not learn the major concepts in the lesson.
On the video-taped lesson, a co-researcher tested the
previous knowledge of her pupils when they started to
learn leisure activities. After pupils shared their
experiences, she made use of the matching activity to
collect feedback from the pupils in order to assess the
learning of her pupils so that she might either provide
help to them or proceed to the other activity. By the end
of the lesson, most co-researchers provided a worksheet
to assess pupils’ learning of the lesson.

A co-researcher remarked that the self assessment
activity helped pupils to assess their own learning after
learning a unit. The peer assessment activity helped to
assess and promote the attitude and the skills needed in

the group work.

Some commonly used methods of formative
assessment
Among the four basic classroom assessment methods

proposed by Stiggins (2001) which were mentioned in



the earlier section, all the co-researchers often used
personal communication with pupils which includes
questioning, observation, and conference during recess
or lunch time, selected responses assessment in the
format as a worksheet, and performance assessment
which mainly included pupils’ presentation or role play
after group discussion, and matching task on the
blackboard. Essay assessment was not employed
because in Primary General Studies lessons, pupils were
helped to develop knowledge, generic skills, and values
and attitudes (Curriculum Development Council, 2002).
Therefore, essay assessment was not considered to be
an essential element in the classroom assessment of
General Studies. The following will explain the methods

commonly employed by the co-researchers.

Direct personal communication with pupils:
Questioning

During the interview, most co-researchers stated that
they made use of questioning to assess the previous
knowledge of the pupils at the beginning of the lesson.
In the lesson after pupils doing various learning
activities, such as observing diagrams of the world
population, photos of the animals and plants, studying
cases or newspaper cut-outs on different kinds of
pollution in Hong Kong, they frequently asked pupils
questions or discussed with the class, especially in the
lower primary, to help them assess their own learning.
When they had to be in a hurry to finish the lesson,
they asked questions to consolidate the learning of the
whole lesson.

When pupils could not answer the questions or
could only give partially correct answers, the
co-researchers raised probing questions to help pupils
learn. For example: in a video-taped lesson, a
co-researcher asked her pupils, “Was the pair of scissors

drawn to the magnet?” She did wait about 5 seconds
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for pupils to answer. When the pupil frowned, she
probed, “Which part of the scissors was drawn to the
magnet?” As the pupil did not provide any answer, she
allowed him to sit down and asked the other pupil to
answer. Usually the wait time worked well because most
pupils could give correct answers with the help of the
teacher or the classmates. It was also found on a video-
taped lesson that the pupils were too enthusiastic that
they shouted the answers without waiting for their
classmate to answer. The situation was discussed with
the co-researcher during the interview. She confessed
that at the beginning of the teaching practice block she
accepted the shout-out answers because she did not want
to discourage the pupils from providing responses.
Without responses from the pupils, it would be difficult
to have interaction with them and collect feedback from
them. After she was more acquainted with the pupils,
she trained them to show respect and patience with the
classmates so that everyone in the class did think about
the questions and waited for the invitation to answer
questions. Furthermore, when the other pupils were
answering, they had to assess the answers to see whether
they could provide supplements or different opinions.
Afterwards, the performance of the class was very
satisfactory.

Most of the co-researchers remarked that they did
call names to invite pupils to answer questions. Usually
at the beginning of the teaching practice block, they
called those who raised their hands or those at the front
because they did not know the pupils well. Later, when
the pupils were accustomed to their styles of teaching,
they called those who did not raise their hands to answer
to check their understanding and the efficacy of their
teaching. Some of them could give correct answers; they
had been very attentive in the lesson so they were
encouraged to raise hands to answer questions. But some
of them could not; the co-researchers had to ask probing

questions to help them. One co-researcher reported that



in the middle of the teaching practice block, some who
had not raised hands did put up their hands to answer,
because they knew that they would be called upon during
the lesson. She found it encouraging as pupils learned

to take an active role in the lesson.

Direct personal communication with pupils:
Observation

All the co-researchers did observe the pupils to assess
their learning. They observed the pupils when they were
answering questions, doing matching activities on the
blackboard or role play, holding group discussions or
doing group activities. During questioning, they
observed the whole class or individual pupil to see if
they should ask any probing questions to inspire the
thinking of their pupils. During group activities, e.g.
the classification activity, they circulated in the
classroom, listened to the pupils, offered advice if they
sought help or clarified their misconceptions. They
usually provided feedback on the performance and
achievement of the pupils after the group presentation
or role play in order to encourage the pupils to learn
effectively and continue to do well.

Most co-researchers reflected that it was easier
to observe individual pupil during group activities than
during the whole class activities. They developed better
relationship with the pupils while moving around,
assessing pupils’ learning and providing them with

immediate assistance.

Direct personal communication with pupils:
Conferences with pupils after lesson

During the interview, most of the co-researchers
reported that it was difficult to cater for individual
differences in the whole class activities. In order to

conduct the lesson smoothly, when they noticed only a
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few pupils had not learned the concept, they conferenced
with them during recess or lunch time to assess their
learning and provide immediate intervention when

necessary.

Selected response assessments:
Doing worksheets
During the interview, all the co-researchers reflected
that providing worksheets to pupils was another common
method to conduct formative assessment. Pupils were
asked to do worksheets after doing or observing
experiments during the lesson. They also completed
worksheets after learning some major concepts or at the
end of the lesson. Most co-researchers reported that on
the worksheets they gave grades and wrote remarks to
encourage pupils to do better the next time or
commented on the misconception of the pupils. Only
two co-researchers did not give grades or marks on the
worksheets; they just wrote comments, e.g. very
creative, good work, etc. They considered that would
help the pupils more. Furthermore, the grades on
worksheets were not counted in the formal assessment.
One co-researcher stated that some of the pupils
did not like to do worksheets too often. They
complained, “Worksheets again!” On the reflection
report, she confessed that sometimes she provided two
to three worksheets in a lesson. Therefore she designed
different types of assessment activities, e.g. matching
activity, role play or group presentation, to assess the
understanding of the pupils and pupils welcome such
changes. Another co-researcher reflected that she did
ask pupils to do a lot of explanation in black and white
when they learned the problem of solid waste. After
listening to the feedback of the pupils, she made a
change by asking pupils to just present their ideas about
noise pollution to the class. During the group

presentation on her video-taped lesson, two pupils were



holding an A3-size sheet of paper on which major points
were written while the third pupil was presenting their
ideas on the solution to the noise pollution problem to
the whole class. The pupils appeared to enjoy this kind
of writing and presentation and the class atmosphere

was very good.

Performance assessments

Most of the co-researchers remarked after group
discussion if there was sufficient time, they invited the
pupils to present their ideas to the whole class. On a
video-taped lesson, pupils made use of the microphone
to do their presentation and the presentations were well
received by the class. When learning how to care the
toys, a co-researcher asked the pupils to present their
ideas in a role play. In learning the science topics, such
as magnets and electricity, the pupils did the experiment
and completed worksheets. Pupils also did experimental
activities on filtering the polluted water and
reproduction of plants, and then they reported the results

to the class.

Self and peer assessment

On the video-taped lessons, all the co-researchers
provided pupils group discussion/work so that they could
assess each others’ understanding and provide a better
learning outcome, e.g. presentation. During pupils’
presentation, matching or classification work on the
blackboard, the co-researchers also asked the other

pupils to assess whether they would make some
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supplements or corrections so that all the pupils were
engaged in such activities.

Only one co-researcher invited pupils to fill in
the self-assessment form after finishing a unit. They
were asked to state the major points that they learned
and what they did not understand, and evaluate their
own performance in the lessons. She also invited the
group leaders to conduct the peer assessment. They had
to assess the performance of the group members during
the group discussion. The assessment items included
group members’ participation, cooperation and
understanding of the discussion question and observance
of discipline. The co-researcher reported that the whole
class performed well during the discussion and
presentation. It is trusted that in doing the self and peer
assessment, pupils started to think about their learning
and learn to manage themselves which helped to

enhance pupils’ learning.

Aligning assessment activities with learning
activities

All co-researchers tried to provide different learning
activities to help pupils to learn the major concepts. In
preparing a lesson, they first read the textbooks to check
what should be taught. Then they read other textbooks
and references to see what learning activities the pupils
should undergo. In order to check whether the pupils
learned the major concepts or not, then they aligned the
assessment tasks with the learning activities. Table 1
shows the alignment of learning and assessment

activities.



Table 1 The alignment of learning and assessment

activities

Learning Activities

Assessment Activities

Group work, e.g.

matching activity

Group discussion

Doing experiments or
watching teacher’s
demonstration
Observing photos,
pictures, diagrams or
maps

Studying cases /

newspaper cut-outs

Matching activity on the
blackboard and
explanation to the class
Pupils’ presentations or
role play

Doing worksheets

Questioning or class
discussion, or colouring
the map

Doing worksheets and

pupils’ presentations or

class discussion

All the co-researchers also checked the learning
of individual pupils by marking answers on worksheets,
their textbooks or workbooks which were completed
after doing experiments, observing the demonstration

or finishing a chapter.

Intervention

Intervention is an important element in formative
assessment. All the co-researchers remarked that when
they found most of the pupils did not understand, they
told other examples or cases and discussed with the
class, drew a simpler map and explained to them, did
another demonstration or gave hints and asked them to
try again, showed other photos or newspaper cut-outs
and explained once again to the pupils. They also asked

them questions in order to clarify their alternative
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concepts. One co-researcher stated that she changed the
lesson plan of the next lesson when she found most of

the pupils did not grasp the major concept.

Difficulties encountered when implementing
formative assessment in General Studies
lessons

On the Reflection Reports the co-researchers stated
difficulties they encountered when they carried out
formative assessment activities in General Studies
lessons. These include the difficulty in assessing
individual pupils, different agendas of the teacher and
the pupils, classroom management problem and tight

teaching schedule.

Difficulty in assessing individual pupils

One co-researcher stated that she often asked some
pupils questions in the classroom. It was only when she
marked pupils’ workbooks, she found that about one
third of the class did not grasp the concept. She reported
that it was difficult to ask all the thirty-five pupils
questions and assess their learning in a lesson of thirty
minutes. Several co-researchers remarked that they
noticed that some pupils did not participate in the group
discussion even when they had urged them to take part
in the group activities. These pupils might be intimidated
by the more assertive pupils, therefore the group report
was only the contribution of some active members and
it did not effectively assess the learning of the other
pupils. Sometimes, they were busy in managing the class
and helping some other active pupils. Thus, they were
not sure whether each pupil of the group understood
and heavily depended on the worksheets to assess the

learning of individual pupils.



Different agendas of the teacher and the
pupils

During the interview, one co-researcher reported that
during recess one girl told her that she preferred to sit
in her place and listen to the teacher. Another co-
researcher also stated that some of her pupils did not
like the activities and complained that their classmates
were too noisy in doing the activities. These pupils of
upper primary were accustomed to the traditional way
of learning - listening attentively to the teacher to
“receive” knowledge and work hard to complete the
workbooks. They considered that was all that they had
to do to be good pupils. It was witnessed from a video-
taped lesson, the pupils were very excited and noisy in
making a periscope. According to the experience of the
co-researcher, the noise level was acceptable but the
pupils might not be accustomed to these kinds of

learning and assessment activities.

Classroom management problem and tight
teaching schedule

Several co-researchers stated that the classroom
management problem and the tight teaching schedule
affected the implementation of assessment activities.
They found it difficult to manage thirty five pupils in
the classroom. All co-researchers remarked that the
major difficulty was the time constraint. They found
that they had to be in a hurry in order to finish the topics
assigned by the Supporting Teachers because it took time
to allow pupils to do different learning and assessment
activities. Therefore, it is not surprising that only one
co-researcher invited pupils to fill in the self and peer
assessment form after finishing a unit. One co-
researcher remarked that because of the tight teaching
schedule and his inexperience in time management in

the classroom, by the end of the teaching practice block
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some major teaching points on the textbook were just
told to the pupils and only a few questions were raised

to assess pupils’ learning.

Feedback from pupils
When interviewed by the co-researchers, most pupils
could tell the major topics that they learned in the
lessons. They all claimed that they liked General Studies
lessons because there were different types of activities
in the lesson, e.g. group discussion and presentation,
doing experiments, etc. In all the video-taped lessons,
most pupils actively participated in various activities,
such as doing experimental activities or class discussion.
Some pupils claimed that they understood the
lesson because they could answer the questions raised
by the teacher. Some said that when they had revision
with their mothers at home, they could answer the
questions. Most of the pupils remarked that the questions
raised by teachers helped them to think, to know more
about the lesson, and to be brave and to have more
confidence in answering questions. When they did not
know the answers, the teachers helped them or asked
others to answer. Some pupils disliked writing too much
but enjoyed different designs of activities on the

worksheets.

IMPLICATIONS AND
CONCLUSION

This paper reports the implementation of formative
assessment in General Studies lessons by the student
teachers, the co-researchers of this study, during their
teaching practice in local primary schools. When they
planned the lessons, they aligned assessment activities

with learning objectives and activities. The assessment



activities included direct personal communication with
pupils, selected response assessment, performance
assessment, self-assessment and peer assessment. Most
co-researchers admitted that they became more aware
of the effectiveness of the learning of the pupils when
they implemented formative assessment in their day to
day teaching in the classrooms. Although formative
assessment was advocated in the education reform
documents as the essential element in learning and
teaching, difficulties encountered by the co-researchers
illustrate that conducting this new assessment practice
is not a simple or easy task.

In order to make the implementation, first of all,
there should be reform in pedagogy and curriculum as
formative classroom assessment is learner-centred
(Boyd, 2001). Thus, The practice of school-based
curriculum, which was advocated in the education
documents, may be adopted so that the rich content of
General Studies may be trimmed down according to the
abilities and needs of the pupils. Then in the lesson,
teachers can provide pupils with various learning
activities in line with the inquiry approach (Curriculum
Development Council, 2002), have more interaction
with the pupils, and carry out different assessment tasks
to evaluate individual pupils not only on knowledge and
understanding but also on skills, values and attitudes
(the Curriculum Development Council, 2002).
Furthermore, teachers should also be empowered to have
the freedom and flexibility to make adjustment to the
‘agreed’ teaching schedule so that they can take
interventions or re-design the lessons according to the
information collected in order to enhance the learning
of the pupils.

Therefore, such educational change cannot be
implemented successfully by individual subject teacher
in the school. As professed by all the co-researchers

that they did not have the knowledge and experience of
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formative assessment in their previous education, all
the subject teachers should be supported by different
staff development programmes so that they may receive
on-going support from experts to learn and challenge
the conceptual bases behind intended reforms
(Shepherd, 1995) and re-visit their views and beliefs
about their role in the classroom. When they have the
shared vision to promote the learning of the pupils who
should play an active role in the learning process, they
may plan the implementation with great care and thus
make the implementation successful. “Schools should
have the culture that there is joint lesson preparation in
alignment of learning, teaching and assessment.
Teachers worked together to decide the major teaching
points to be covered, design worksheets to assess the
learning of pupils,” remarked by a co-researcher who
witnessed the teachers preparing lessons together during
her teaching practice. Black and Wiliam (1998b)
highlighted that the success of formative assessment
needs the contribution of all teachers.

Secondly, when formative assessment is accepted
and to be implemented by all teachers in a school, school
heads and teachers should educate the pupils about the
major characteristics of formative assessment, especially
their role in the process of learning. Thus, as the pupils
proclaimed in the present study, they not only enjoy
and learn through the different activities in the lesson,
they also realize an active role in their own learning. In
the lesson, teachers should also inform pupils the
learning goals of different activities and to discuss with
them the criterion of good work or show them the
exemplars of good learning outcomes. Then pupils know
how to take the initiative to learn and answer questions
during class discussion, do the worksheets and co-
operate with their peers in various group work.
Furthermore, after receiving quality feedback on

learning from teachers, pupils can make adjustment to



their learning approaches or skills so that they can learn
better and fill the gap between their current
understanding and the desired level. Gradually, pupils
may change their mindset and become an active agent
in the learning process. They may see the benefits they
receive from the practice of self and peer assessment,
not just by filling in the assessment forms but also during
the group work/presentation, and some assessment
activities on the blackboard. In this way, assessment
becomes an integral part of the learning-teaching-
assessment cycle (the Curriculum Development

Council, 2002).
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BB TR S LA THEE 2 ERK
The Importance of Mentoring in the Professional

Development of Kindergarten Practitioners

BRSL&
TRHHAE

SRS

AXBERFGRANMDAKT IHHEFELRNEZM - FHRAR—KRE LAH &M LR AT
FHOBERFE AR ERBEBAER  AXBABYHEBE TP TRGRS KA IREFEY
BARE -

Abstract

This paper discusses the importance of mentoring in the professional development of kindergarten student teachers and
mentor teachers. The paper identifies some key factors that influence successful mentoring and suggests ways that
kindergarten practitioners could put into practice. The paper aims to encourage practitioners in early childhood settings

to practise mentoring in order to contribute to the development of Hong Kong's early childhood education.
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