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New Horizons in Education No.36,1995

From the Editor

New Horizons in Education s a bilingual jounal primarily
for educators trom kindergarten to the tertiary sector. Its role is to
serve as a forum for teachers, school administrate: s, counsellors, edu-
cators and rescarchers to exchange insights and discoveries derived
from their professional practices and inquiries. The journal has gradu-
ally developed from serving the local educational sector only to one
recognized by the broader international educational community. For
convenience, advisers and reviewers are drawn mainly from Hong
Kong. However, in order to ensure the quality of the contributions.
reviewers are also elicited from Australia, Canada, China, Macau,
Singapore. Taiwan and the U.S.A. We are especially pleased to an-
nource that the ERIC (Educational Resources Information Center)
has also included our journal in their data base.. indicating the in-
creased importance and standing of the journal internationally.

For cach manuscript. two reviewers are invited to review it
anonymously. On some occasions, a third reviewer is asked to judge
the quality of the manuscript. The reviewing process usuatly takes
about two maenths. Suggestions from the reviewers are then sent back
to the authors for modifications or resubmissions. We hope you con-
tinue to support this very worthwhile journal.
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Micropolitics in Managing Bi-sessional Primary Schools:

A Case Study of the Interactions between Partner School Heads

Cheung Wing-ming
The Hong Kong Institute of Education

Bisesional schooling was a temporary admmistrative measure launched to relieve the acute need for
more primary school places some thirty years ago  (Cheng & Cheung, 1994) . Despite the prominence of bi-
sesswonal primary schoofing in Hong Kong. very little study has been conducted i investigate their nanagement
and operations (Chiu. 1990) . Responding to this. the present study explured the interactions between the heads of
abi-sessiomal primary school in the context of their work m managing the schoal within stringent resource realities
to achieve the school mission and a sense of sehool unity . Results of the investigation suggested that the micropolineat
dynamics detween the heads were different at two stages starting from the day when the afternoon head joined the
whoot. The two stages of micropolities wdentitied were the Assimilation Stage and the Partnership Stage. In the
Assimilaton Stage. the heads worked in a “master-apprentice” dependence relationship. Transition to the Partner-

<hip Stage was a atter experience for the heads, yet heaithy for the school as a whole,
TP TB VL SRR EGE T L RS VORI R (A

avt it bt an . zs
FIND TR 4

PRTIMAG A0 FEGHIE ¢ BT L L
(Cheng & Cheung, 19941 fb Il « Jo g Pt b PR RN YR VIO R IC TR MR 2
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Background. Bi-sessional schooling was a tempo-
rary administrative measure launched to relieve the acute need
for more primary school places some thirty years ago (Cheng
& Cheung. 1994). At present, the majority of Hong Kong's
primary schools are still operated bi-sessionally. Despite the

7+ L AT LT ¥ R g I A
SRHLIES T Ao bR DR O (SR (Micropolitien 1L BT TR+ 1L
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Introduction & Cheng. 1995 in press). Itis through working towards this

mission that staff from both sessions may identify themselves
as members of the same institution under the leadership of
the supervisor. With the mission reinforced by the school su-
pervisor. the two school heads work separately with their own
teams of professional statf and the common team of support
staff towards achieving the set mission. The scheol mission

generates a ‘binding' force for the two heads to work coopera-

usual practice of appaointing two school heads to manage the tively.
two separate sessions, a bi-sessional primary school is classi-
tied administratively by the Education Department as one
school. These heads. working independently under the same
school supervisor, devise measures, such as pre-printed exer-
cise books. school badge, school regulations and open day. to
promote the sense of unity so that pupils and staff will not
feel dissociated (Chiu, 1990). On top of these, the formula-
tion of a shared school mission is crucial for effective func-
tioning of the school as a whole (Beare, Caldwell & Millikan.
1989: Caldwell & Spinks, 1988. 1992: Cheng, 1993a: Cheung

One phenomenon that is worth noting is the pepular-
ity among parents of morning sessions over afternoon ses-
sions (Chin, 1990). It is generally inferred that this popularity
may be built on parents’ preference of availability of time for
parent-children interactions at home. Another factor might
be the timing of operations. Norizially. when the afternoon
session comes to operation, the morning session has already

operated for one or more years. This lead time might provide

]
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the morning session the necessary opportunity to lay a firm
foundation and reputation in the district. Combining this lead
time with parental considerations of the 'availability of time'.
we may see that an advantageous position for the morning
session over the afternoon session is developed [1}. In this
way, afternoon sessions are relatively unpopular with parents.
This perception also appears to extend to teacher recruitment.
Difficulties in recruitment and unfavorable perceptions among
parents can hinder afternoon heads in achieving the mission.

Neither do the morning session heads earn full au-
tonomy in working independently towards achieving the
school mission since they are normally bounded by the em-
phasis of school unity. They do not always have a free hand
in managing their sessions since they need to seek coopera-
tion from their counter-parts in the afternoon sessions on de-
ctsions that might jeopardize school unity. This is always
viewed as an additional constraint for managing their sessions
when compared to their total governance at the initial opera-

tion stage without the afternoon sessions.

Resources scurcity always exists in schools (Caldwell
& Spinks. 1992: Cheng. 1993a: Cheung & Cheng. 1995 in
press: David. 1989). This further bounds the heads in man-
aging their sessions. Since the two sessions are treated as one
school. all resources allocated by the Education Department
are not provided separately. Apart from teaching staff, many
other resources are shared between the two sesstons, such as
support staff. accommodation and teaching resources. Very
often, competition for resources between the two sersions is
manifested.

From the above, it seems that behind the emphasis of
school unity and common mission, internal competition may
exist between the two sessions for parental popularity, con-
trol of resource and management. Within this working envi-
ronment. the heads may face dilemmas in which they need to
work as partners for the betterment of the whole school but
sometimes as competitors for the eftective management of
their own sessions. Thus. it is interesting to examtne the
micropolitics between the heads when they manage the school
within stringent resource realities to achieve the school mis-

sion and sense of school unity.

Micropolitics in school. Indeed. schools ae gener-

ally conceived as political systems within which members of

Aruitoxt provided by Eic:
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Micropolitics in Managing Bi-eessione! Primary Schoole

the staff with their own needs and interests are political actors
(Bacharach, 1983; Sergiovanni, Burlingame, Coombs &
Thurston, 1992). Within this political arena, punicipums'use
different strategies to achieve their own interests and goals in
schools. Normally. this is achieved through the exercise of
various forms of powers (Ball. 1987; Blase. 1991, 1993:
Bacharach. 1983; Hoyle, 1986). Thus, micropolitics in schools
is the use of power by individuals to achieve their goals in
schools.

Bacharach & Mundell (1993) further classified power
into authority power and influence power. Authority power
i< the legitimate right to make final decisions. Thus. authority
v ercomes with one’s position in the formal organizational
hierarchy. On the other hand. influence power rests with one's
expertise, possession of valuable information or other entities
that can be used to exchange with the legitimate decision
makers. Thus, interest groups or individuals with influence
power will attempt to persuade those with authority power in
the process of decision making in schools (Bacharach &
Lawler. 1980).

Within the world of bounded rationality and embed-
ded interests in schools. the existence of interplay between
partics with authority power and partics with influence power
is inevitable. Focusing on the micropolitics dynamics in
schools. Bacharach & Mundell (1993) proposed that the fol-
lowing four ditferent scenarios are possible.

(2) individuals/interest groups empowered with formal au-
thority try to impose their logics of action on individuals/
interest groups with influence power (micropolitics of
domination)

(b) individuals/interest groups with influence power try to

persuade those in authority (micropolitics of participa-

tion)

{¢) two groups with authority try to impose influence on each

other (micropolitics of burcaucracy)

(d) two groups with influence power try to imposc influence

on each other (micropolitics of the grass roots)

Linking the outlined bi-sessional primary school man-
agement to the above, the focus of this study will be on sce-
narios (a) and {¢). When both school heads are exercising
their legitimate powers in managing their own sessions while

attempting to achieve the sense of school unity and mission,
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micropolitics of bureaucracy may be vivid. On the other hand,
when certain arcas of administrative work (say, finance con-
tro! of the school) is dedicated only to one of the school head
(most likely to the morning head) by the school supervisor.
the interactions between the two heads will easily fail into
scenario (a) in which the morning head is the key actor of the
micropolitics of domination.

Despite the prominence of bi-sessional primary
schooling in Hong Kong, very little study has been conducted
to investigate their management and operation (Chiu, 1990).
After conducting a quantitative survey of the administration
and operation of bi-sessional primary schools, Chiu (1990)
proposed to further explore the management of bi-sessional
primary schools. Responding to these. the focus of the present
study is set to investigate the working relationship of the morn-
ing and aftemoon session heads; speciaily the negotiation. con-
flict and competition, if any. that takes place between them in
managing their own sessions separately while attempting to
achieve the school mission and unity.

Methodology

Method Used. When addressing the new revolution
in administrative and organizational theories, Owens &
Shakeshaft (1992) indicated that owing to the complexity of
the school organization, qualitativé methods which lead to
the development of grounded theories and complement the
traditional hypothetical-deductive approach should be used.
They stressed that qualitative methods are very appropriate
as a weli-founded means for investigating systematically ad-
ministrative practices. Their view of using qualitative meth-
ods to gain an in-depth understanding of organizational be-
havior is also shared by other theorists like Downey & Ire-
tand (1979) and Fry. Chantavanich & Chantavanich ( l98f).
Following this. the present study is a preliminary study on the
administrative practices of bi-sessional primary school heads
through in-depth interview method - which is one of the most

important sources of case study information (Yin, 1984).

Selection of the case . Due to the preliminary nature
of this study, only one school was studied. The school chosen
was ABC Primary School. an aided school in the New Terri-
tories, operated by a big school sponsoring body, XYZ Asso-
ciation [2]. The following table summarizes the basic charac-
teristics of the key actors and the school.

Characteristics of
the School

Personal Data of the
Morning Session
Head, Mr. Chan

Personal Data of the
Afternoon Session
Head, Mr. Wong

The school. located in
the New Territories. Itis
sponsored by XYZ As-
sociation. The school
was established § years
ago and is popular
among parenls. At
present. there arc 24

classes in AM session

Male, in his late 40s. He
has been school head for
11 years. He was ap-
pointed head § years ago
to star! the operation of
ABC Primary Scheol.
Prior to this appoint-
ment. he was the after-
noan session head of an.

Male, in his late 30s. Prior
to his present appoint-
ment three years ago as
afternoon session head,
he was a senior teacher
for 6 years in another
schaol sponsored by the
same school sponsoring
body.

and 13 classes inthe PM | other school spousored

session. by the sume school spon-

soring body.

When selecting the case, it was noted that the after-
noon session head is junior to the morning head in terms of
the seniority of being a school head. This phenomenon was
first confirmed by a very senior school head. Mr. Lee. of the
same schoot sponsoring body. The researcher further con-
firmed the phenomenon with other senior school heads of two
different large school sponsoring bodies. According to the
heads. it is generally true that the afternoon schooi head is
junior to his/her partner in the morning session. In view of the
result of this verification process. the sclected case is believed
to be rather typical.

Pilot Study Interview. Since the present study
adopted a semi-structured in-depth interview approach. the
researcher conducted a pilot study to fine tune the pre-set di-
rections for exploration in later interviews. Another morning
session head of same the school sponsoring body was inter-
viewed. The directions of exploration were (1) the school con-
text: (2) the experience of being an afternoon session head;
and (3) the working relationship between the two heads. Based
on the results and experience obtained from the interview, the
-esearcher fine tuned the approach and direction of explora-
tion in the main study interview.

Main Study Interview. A total of 4 interviews werc
conducted. Among which two were follow up interviews.
They were not planned at first. It was only afte the initial
interviews, that researchers decided to interview the two heads
again. This was due to the fact that some of the categories
which emerged during the initial interview were not noted by




the researcher. These categories were identified when the
researcher later analyzed the transcripts.

In order to create a natural atmosphere, the researcher
did not take any notes during all interviews. Yet. with the
consent of the interviewees. the interviews were recorded by
tape in the heads’ offices. The recorded interviews were then
verbatim transcribed from the tape for analysis.

Findings and Analysis

In order to understand the dynamics of micropolitics
that exist in the working relationship of bi-sessional primary
school heads. it is necessary to first provide an overall picture
of the school under examination. To achieve this, general
descriptions about the school context and the heads are out-
lined below prior to presenting the major findings of the study.

The School Context. The data collected from both
the heads and the observation of the researcher indicated that
ABC Primary School was popular among parents. especially
the morning session. The school has a very simple mission
first shared in the morning session to become the most popu-
lar primary school in the district. This mission was later com-
municated to the afternoon head and his staff. It was noted
that both heads shared this mission and indicated that they
were working towards it.

The afternoon session currently had 13 classes. Mr.
Wong, the afternoon head stressed that three years ago when
his session started operations, there were only 8 classes. and

10 classes in the year before and this year the figure grew to

13. He was satisfied with the growth. Yet. he had a sense of

inferiority when compared to his partner who had already 24
classes.

Another observation was that the working environ-
ment of the morning session was rather tense while that of the
afternoon session was relaxed. This can be illustrated by the
difterent dress style of teaching staft in the two sessions. Al-
though. the mean age of teaching staft was approximately the
same, it was noted that afternoon session teachers dressed more
casually. some of them even wore jeans. It was later found
that both heads had different dress requirements of teachers.
‘The morning head had a rather strict requirement whereas the

afternoon head was very free in this respect.

.
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The deviation in working environment was further
verified when "¢ researcher communicated with support staff
members. This was possible because the scheduled four in-
terviews allowed the researcher to be more associated with
the support staff - the workmen and the clerical officers. They
revealed that when the m rning head was absent, they felt
relaxed and they loved to work under the supervision of the.
afternoon session head. It wes noted that the school climate
in the presence of the morning head was totally different from
that of his absence.

The Heads. Mr. Chan, the morning head. worked for
the XYZ Association for more than 20 years. He was ap-
pointed head 11 years ago. Since then he was the afternoon
session head of two primary schools in the same school spon-
soring body. ABC Primary School was the third school he
served as head and his first as morning head. According to
Mr. Chan, it was a very special and yet "bitter” experience for
him since he believed that his first service as afternoon head
was not recognized and resulted in staying in the afternoon
session for some 6 years. In the eyes of the researcher, Mr.
Chan had a very negative feeling about being an afternoon
head. The following transcription was quoted to support this

observation:

Rescarcher : What is your feeling of being a moming ses-
sion head in comparing to your previous post
as an afternoon session head ?

Chan : Oh ! Itis totally wonderful. Finally, my work
is recognized. I love to be a morning session
head.

Researcher : How did you fee! 'when being an afternoon ses-
sion head ?

Chan : Awful! a second class head. Oh ! not even a
head.

Researcher : What makes you have this feeling ?

Chan : People might think that being a head is won-

derful. 1 would say being an afternoon ses-
sion head is not so. You will surely have bad
feelings when you find that all your work as a
school leader is controlled by the more senior
morning session head. At that time, I found
myself not a leader but an executive officer of

the moring session head.

o o
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Apart from the above view of being a head. Mr. Chan
was very structural a, .d task oriented in his work. In his words,
he created a very systematic filing system for the school. To
illustrate this point, he presented a three-page list of file clas-
sification to the researcher. Moreover, he fixed quite a num-
ber of rules to control statt members. For example, he de-
signed a work schedule for every workman to observe. By
referring to the schedule. he know the whercabouts of any
workinan at any time during school hours. Another example
was the control of staff's dress style. He did not allow female

staff to wear trousers of any kind. even in winter.

Mr. Wong. the afternoon session head. was appointed
head three years ago. ABC Primary School was the first school
he worked as head. He revealed that he was not totally famil-
iar with the work of a school head at the beginning. He as-
serted that he was lucky to have the experienced Mr. Chan as
his partner in the morning session. He seemed happy about
the arrangement to be an afternoon head. He admitted that at
the time of first appointment, he did need Mr. Chan's help.
However, he was currently unhappy with the working rela-
tionship between him and his partner. The following transcrip-
tion iliustrates this point:

Rescarcher : How do you see his help (Mr. Chan) now ?
Wong : I don't think I need his help now. I have my
way of doing things. But (he sighed) some-
times. I can't help his interfering into my
business.(paused .....). He is too dominant.
Researcher : Can you give me an example?
Wong : There are numerous examples. For instance.
he instructed me to be strict in inanaging the
support staff. 1 just can't. Because 1 believe
that when people work happily in harmony,
their output will be maximized. [ just can't
buy his philosophy of managing people. 1treat
my staff as partners not slaves.

Rusearcher :
Chan :

So what did you do ?
I just did not follow. 1 have my own way of
doing things.

The above also demonstrates how Mr. Wong put his
own beliefs in work. He did not give way casily. Moreover.
very different from Mr. Chan, he was very relationship ori-

ented. These differences in managenent philosophy intensi-

wn

fied the conflict of the heads in the institutional context out-
lined above.

We.king Relationship of Heads. The working rela-
tionship of the two heads could be traced back to the day when
the afternoon head reported for duty. That was the first stage
of encounter for the two heads. For the morning session head,
the afternoon head was an invader of his sole governance of
the school. Prior to the afternoon head's assumption of duty.
the morning school head was the only boss in the school who
controlled all the administrative matters including the man-
agement of support staft, school building and other related
resources. However, when the "invader” came, the manage-
ment of all these entities was officially cut into two halves;
with one half given to the less experienced afternoon head.
That was considered a trim down of authority and power for
the morning head. He thus developed a sense of bad fecling
towards the new comer - the afternoon head. The following
illustrates how Mr. Chan felt when Mr. Wong reported for

duty.

Researcher : How do you feel when Mr. Wong reported for
duties to take up part of your administrative
duties ?

Chan: I v as happy to have him working with me. But.
I felt uneasy to hand over some of my respon-
sibilities and decision making power to an in-
experienced person.

Rescarcher : How was your work changed ?

Chan: ft didn't chanige much when he first came. You
know, he was so inexperienced. 1 just can't
pass all administrative work to him because
this will surely put him to a very difficuit po-
sition.

Rescarcher : So what did you do ?

Chan : 1 just kept on working. Ah ! I taught him while

controlling the outcome. 1 just wanted things
to be in order.

The above suggests that although Mr. Chan consci-
entiously accepted Mr. Wong's existence - he indicated that
he was happy. However, his reaction to this change was to
“keep on working” and “control the outcome”. When ad-
dressed to the present situation, he firmly replied that he was
unhappy because Mr, Wong was moving too far from his task
oriented practice.
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All the above findings suggested that there were dif-
ferent stages in which the two heads interacted difterently.
They seemed to be working happily together before Mr. Wong
was competent enough to handle all the administrative issues
by himselt in his session. This may be classitied as the initial
stage or the Assimilation Stage. In this stage, the heads were
in their "honey moon” working relationship, in which con-
frontations seldom occurred. When the afternoon session head
was competent in his own session's administration. the work-
ing relationship drastically moved to the second stage or the
Partnership Stage. The emergence of these two stages can
also be supported by Mr. Wong's feeli  cited in the last sec-
tion, regarding his acceptance of Mr. Cnan's help when he
first reported for duty and later rejection of the interference
from Mr. Chan into his work. The forthcoming discussion
will focus on the micropolitical dynamics of the two heads in
these two stages.

The Assimilation Stage. On entering this stage. the
afternoon head was formally empowered to manage his own
session. This was important for him to gain the passage from
the status of teacher to headship. In order to allew the headship
status to take shape. he had to take up administrative work,
However, due to his inexperience in administration, his ex-
pert power in school administration was limited.  That formed
a dilenmma in the provess of passage to headship. Firstly, he
was empowered with formal authority to perform his admin-
istrative duties. yet his incompetence in administration inhib-
ited him to work competently. On the other hand. he needed
to enable his passage to headship to take effect. If he insisted
on exercising his authority and power to perform administra-
tive duties at this stage. he would normally experience diffi-
culties or even failures. Those failures would in turn trim
down his remaining expert power and result in & further re-
duction of his competence in administrative work.

On the other hand. the formal empowerment of the
afternoon head signified the formal "trim down™ of authority
from the morning head., who originally held the sole gover-
nance of the school. The morning head at that moment had to
share his formal authority with the inexperienced ™ new
comer”. That again formed a dilemma for him. On one hand,
he did not want the administration of the already smoothly
run school atfairs to fall partly into the controf of an inexperi-
enced head who might possibly ruin the business and yet un-

der the forma! hierarchy he had to accept the existence of the
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afternoon head.

The above description paints a picture full of dilem-
mas at the appointment of the afternoon head. In order to
resolve these dilemmas, the afternoon head chose to be sub-
missive in working to his experienced partner. By being sub-
missive, the working relationship was in harmony. That was
the survival strategy of the afternoon head and welcomed by
his counterpart in the morning session. The following illus-
trates this point.

Wong : 1t was really a hard time (at my initial appoint-
ment). I have no way out. [ have to survive. |
don't want to be the one to be blamed because
of my incompetence and spoil the already es-
tablished reputation of the school ..... The only
thing I could do is to be cooperative with the
morning head in order to get things done.
Researcher @ You mean you followed the morning head's
instruction,

Wong : Not exactly. 1 only tollowed his recommenda-
tions. he respected me. 1 also treasured this
practice in order for me to learn the adminis-
trative aspect of my work for my future.
Researcher @ How would you describe your working refa-
tionship with him at that time ?

Wong : Wonderful. Because 1 followed what he said.
He always claimed that he was my master and
I was his apprentice. 1 think I was,

EE T S T T T T 2 S S T T T R T T .

Researcher : How do you compare vour previous work as
an afternoon head to that of Mr. Wong. your
present partner ?

Chan : Oh! he was very nice at the time of first ap-

pointment as head in my school. He was very
cooperative and listened to what were recom-
mended. 1therefore gave him a place to stand
in the team of successful school adminisira-
tors. 1 trained him. He was luckier than me

when | was an afternoon head.

From the above. we see that apart from being submis-
sive in working to the morning head. the afternoon head also
put himself at a position to learn from his more experienced
partner. A master-apprentice relationship was formed in this

stage. Thus, the sabmissive hehavior and learning-training
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clement of the relationship resolved the originally acute con-
flicting nature ef their relationship and thus rounded up the

dilemma described sbove.

‘The above strategies of submissive behavior and mas-
ter-upprentice relationship catered for the survival needs of
the afternoon head. Yet. the newly appointed afternoon head
needed to gain passage to his headship. The following arcas
of work were done in order to signify his acquirement of the
headship status without provoking the morning head who at

this stage rendered help for his survival as head:

(a} to getaccess to confidential staft records and other records
related to the administration of his own session: and

(b) to be the instructional and educational leader of his own
session. Since he was previously a senior teacher, he

wius very competent in taking up that role.

By achieving the above two areas of work, the after-
noon head strengthened his information power and expert
power in educational aspects. Symbolically. the access to con-
fidential records provided a labeling effect to the afternoon
head in acquiring headship. That was extremely important for
his accumulation of power and competence in managing his
session. Indeed the credibility of new school heads depends
largely on his/her competence to manage (Harvey, 1991). To
illustrate this. the following is quoted.

Rescarcher: What did you do in order to allow your
headship status to take shape while learning
from your partner ?

Wong : It was really difficult to find a place to "stand"”
when 1 first arrived. You see 1 couldn't do
things that would threaten the authority of my
partner. My living space at that time was work-
ing hard as an instructional leader in my own
session. I initiated new instructional innova-
tions and tried to help my teaching staff to en-
hance the academic standard of pupils.
Researcher :
Wong :

What else did you do ?

Yes. | showed to every staft members of my
session that 1 have the right to access all confi-
dential records, such as personai files and fi-
nancial reports, ete. I think that practice was
very effective in achieving my status inthe eyes

of my staft.

Quilined above are the strategies that the afternoon
head adopted in working with his partner in the morning.
However. that does not mean that the morning head did not
change his way of managing the school. The reality was that
there was a new comer in his governance of the school. He
had to share resources that were formerly solely controlled
by him with the afternoon head. In order to maintain his con-
trol and influence over the management of the whole school,

he adopted the following strategies:
(=] &

(1) worked in extended hours and screened all inconting cor-
respondence. The working hours were extended to the
school hours of the afternoon session. That measure was
imporwant symbolically to signify that he still oversaw
the whole school.

(by kept tight control of all agenda iten:s of the school man-
agement committee as well as other important issues that
needed the endorsement from the school managers, such
as the promotion of senior teachers.
(¢) chaired all important meetings. such as consultation
meeting i of support statf and professional staff with the
afternoon head attending the meetings.
(d) used the resources allocated to the afternoon session.
That symbolically signified his possession of the right to
access the resources of the whole school, Such practice
was possible since he worked in extended hours in the
afternoon and the afternoon session did not fully utilize
all resources. He might assign work to the support staft
in the afternoon and arrange make up lessons/activities
for his pupils in the afternoon.

(c) be the chairperson of teacher recruitment board. ¢ven

though the vacancy was in the afternoon session.

() made final decisions on all joint activities. such as the
organization of open day, game day and other inter-school
activities.

The above were only some of the ways that the morn-
ing head exerted his control over the afternoon session head
who, in turn.worked submissively to gain a state of harmony
as well as to learn from his “master’. When there were signs
that the afternoon head would not follow his recommenda-
tions. the morning head would she w his unpleasant feeling
and warned his partner of the consequences of not following
the advice. Upon received the threatened faifure signal, the
afternoon head submitted again to the decision of the mort-

ing head. A high degree of dependence of the afternoon head




on the morning head was thus tormed These arguments are

supported by the following views of the heads:

Researcher

Chan :

Chan :

Chan :

ROk ox %

Wong :

Resecarcher :

Wong :

Researcher :

Wong :

Researcher :

Wong :

Q
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Researcher :

Researcher :

Researcher :

: 1 fully understand you need to keep the school
running smoothly. What did you do to ensure
this ?

I have mentioned that [ trained Mr. Wong. In
effect. [ made all the important decisions re-
garding the management of the school. 1 help
him to make decision in order to achieve a
sense of unity of the whole school.

How do you work with Mr. Wong to achieve a
sense of unity ?

We discuss all important matters before imple-
mentation. [ respected him. 1 consulted him
before I made decisions. He usually agreed
with me.

Were there any occasions that you two did not
have a common understanding ?

Yes. In this case. I will explain to him the jus-
tifications of my decision and warn him of the
bad consequence of his moves. Mr. Wong was
very understanding. He always understood my
point and agreed readily.

L S . . T T T T T T S T
You said you have to find a living place in your
career as head. Please give me some examples
that you do not find living space.

He worked in extended hours from 6:45 am to
6:45 pm every day. He also attended school at
6:45 am in his short weekend. 1 felt frustrated.
You know [ live far away and cannot attend
school on Saturday ecarlier than. 7:00 am.
When did school for pupils begin and end ?
It began at 7:45 am and ended at 5:45 pm.
How do you feel about that ?

I treated that as a challenge to my authority. 1
think that he wanted to show to others that he
wis still overseeing the whole school. What
wits more ridiculous was that sometimes he
came to my office at 6:30 pm to "release” me
in the presence of the workmen.

Why do you use the word "release” ?

Oh! (he sighed). He «aid. "Mr. Wong. it's fate.
You can leave the school now". How stupid

would I be it Teft the school at once. He just

Micropolitics in Managing Bi-sessional Primary Schools

Researcher :

Wong :

Researcher :

Waong :

Researcher :

Wong :

Researcher :

Wong :

wanted to show that he was the overall in-
charge of the school.

Please give me more examples of this.

There are numerous. For instance, he once told
me that it was he who gave me a living place
in this school. Aud he controlled all important
agenda of the school's management commit-
e o He controlled all matters related
to teacher recruitment and promotion as well
as other matter refated to the management of
the school.

How did you deal with him when you had dif-
ferent opinions in achieving a sense of school
unity ?

I attempted to voice out my opinions. He acted
as if he respected my views. However. upon
receiving some warnings from him that my
views are not workable. I submitted to his pro-
posal.

Were there any occasions he followed your
recommendations ?

Not at all. Not in major and important issues....
(he paused for a while). Yes. there were some
For

example, he once followed my advice to buy a

occasions but those were minor issues,

certain kind of teaching aids tor the school,
But. I considered this very trivial.

Let's us go back a little. How did you feel
about Mr. Chan's extended hours of work ?

I found it an invisible controi of my work.
Sometimes. I found myself very relieved when
he was absent from school. He gave me a sense
of tight control.... (he paused again). But I felt
also at lost and incompetent when he was not
with me. Oh! I realized that [ was at that time
very dependent on him.

‘The Partnership Stage. Transition from the Assimi-

lation Stage to the Partnership Stage depended on the ability

of the afternoon head to attain competence in managing his

own session and to reduce the dominance of the morning head.

One of the important indicators for passage to ihis stage was

the afternoon head's resistance to follow the advice of the

morning head on issues related to the management of his own

session. In other words. an increasing degree of independence

was evident. The following quotations reflect this point:
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Researcher : You expressed that vou didn't want his help
now, When did this come to being ? How did
it take shape 7
Wong : Frankly speaking. ! did not want his interfer-
ence into the management of my own session
from the first day of my appointment as head.
the then reiterated his survival needs). 1 de-
termined to have a new beginning this school
year after [ assessed my own competence in
managing my session. You may note that he
stressed strict control of staff while T have a
different philosophy. I want & harmonious
working environment. Therefore. | started to
change the policy of the strict requirement on
dress style of my teaching staff this year. |
allowed them to wear whatever they deemed
appropriate. | trusted their professionatism and
wanted to create a refaxed work atmosphere
in my session.
Researcher : What was then the reaction of Mr, Chan ?
Wong : He was very shocked by my action at the be-
ginning of this school term. He came into my
office and talked to me in & warning and blam-
ing tone that my action broke the consistency
in the two sessions and that the control was

oo loose.

The passage to this stage needed courage of the after-
noon head. This courage was needed for him to face the pos-
sible confrontation with the morning head. However, pass-
ing through this point meant a breakthrough and the relation-
ship between the two changed swiftly trom that of the "mas-
ter-apprentice” to "partnership”. This view was supported by
Mr. Wong. He agreed that breaking down the dependence
bond of “master-apprentice” was ditficult and yet he felt re-
lieved after Mr. Chan warned him in the "dress style” issue.
When the same issue was referred in the interview to Mr. Chan,
he was rather unhappy and remarked that he could do nothing
sinee he had no formal authority to interfere into the decision

of the afternoon head in issues refated to his own statt,

The working relationship at this stage shifted to that
of partners. It should be noted that the initial relationship was
very tense since the morning head was unhappy about the
change. At this moment. the afternoon head kept strict con-

trot of his boundary and invited no helping hands from his

previous "master”. Thus. both heads were now independent

in managing their own team of teaching staft, even though
the marning head was not quite happy about some decisions
that the afterncon head had made. He kept on warning his
partner who insisted on his decisions which were normaily

supported by his crew of senior teachers.

Regarding the ways to achieve school mission and
promote the sense of unity. the two heads need to cooperate,
at least in the eyes of the school supervisor. In the first place,
bath heads did not agree readily with cach other on the ways
to achieve the shared mission. Thus. a negotiation process
occurred in every aspect that was related to the common in-
terests of both sessions. Since negotiations were at the orga-
nization level. the school supervisor was the tinal resort for
decisions. According to Mr. Chan and Mr. Wong, the nego-
tiation process was rational and at times sharpened their un-
derstanding of the issue. If they did not agree with each other
after the negotiation process. a joint senior teacher meeting
would be held to resolve the problem. Such meeting was very
political since senior teachers from each session supported
their own head readily and the number of senior teachers in

cach sesston was not the same |3}, The afternoon head who

had a smaller number of senior teachers was often detfeated.”

However. according to Mr. Wong such failure was accept-
able since the policies to be discussed in this meeting con-
cerned both sessions. Thus. rule by majority vote was ac-
ceptable. He remarked that at least the adaptation of the poli-
cies was not based on his submissiveness. However, for poli-
cies that the heads were confident of their applicability. the
heads would appeal to the school supervisor for over-ruling
the decisions made in the senior teachers meeting. Both heads
accepted and placed credits to this mechanism. 1t should be
noted that this mechanism was the result of the political ne-
gotiation between the two heads. The negotiation was pos-
sible because both of themn were empowered to manage their
own session and to cooperate with each other in achieving the
school mission through the promotion of a sense of school
unity. Without this binding force of maintaining consistency
in school policies and the equal tormal authority vested in

both heads. such mechanisms could not be achieved.

Within the context of comparable authority and the
use of the mechanism above, management issues could nor-
mally be solved. However. this did not stop the morning head

from tmposing symbolic control of the whole school. He kept
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on screening incoming correspondence, controfling the agenda
of important meetings, using the spare capacity of the
afternoon’s resources and working extended hours. Accord-
ing to Mr. Chan, these acts were essential to keep the school
running smoothly since the afternoon head was still junior.
Regarding this. the afternoon head did not confront his part-
ner since he knew clearly that his partner held more expert
power in school administration than him. To tackle this, the
afternoon head usually focused his effort on areas that were
not controlled by his partner. For example. Mr. Wong noted
that his partner was not keen in managing human resources.
especially in taking care of the needs of staff through creating
a pleasant working environment. Secing this living space.
Mr. Wong started to take the lead to create pleasant working
environment for his teaching staft then for the support staff in
the afternoon. This attracted his partrer's protest which did
not earn Mr, Wong's attention.  On this, Mr. Wong was de-
termined to build up his human resource leadership in school.
He aimed at creating a strong and clear leadership image in
this respect. Indeed. human resource leadership can be one of
the effective force in managing schools (Bolman & Deal, 1991
Cheng. 1993b). The following quotations illustrate his deter-

mination.
Rescarcher : How did you respond to your partner’s protest !
Wong : 1 did not care. Texplained to him that | wanted

people work uader me to work happily and 1
respected his requirements from the support
staft and assured him that the support staft
waould compile with his requirements in the

morning session.

This explained why support statt and teachers loved
to work under his leadership. He believed he was successtul

in ercating his image as @ human resource leader.

Looking into the present micropolitical dynamics be-
tween the heads. it seems that both of them had created tor
themselves a clear and vivid leadership in respective areas
complementing cach other. Though they did not agree with
sach other's leadership orientation, they still could not inter-
fere into their counterpart's style of maragement. In the con-
text of having the mechanism to solve major and common
management issues. their present relationship was rather stable,
though with hidden crisis. The most likely area that might

trigger crisis would be the control of recraitment and promo-

Aruitoxt provided by Eic:
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tion of staff in the coming years since the anticipated vacan-
cies would most likely in the expanding afternoon session.
Clearly. this conflict could not be solved in the senior teach-
ers meeting.  Higher authority, that is the school supervisor.
might be sought. Thus. this higher authority was taken to be
the mechanism for dealing with contingent crises arisen from

the two heads micropolitical interactions,

Summing Up. Investigation of the present case sug-
gests that the micropolitical dynamics in the working refa-
tionship of the two heads were different at two stages starting
from the day when the afternoon head joined the school. The
two stages identified were the Assimilation Stage and the

Partnership Stage -

The major characteristics of the interactions between
the two heads at the Assimilation Stage are summarized as

follows:

() n order to survive. the afternocon head chose to be sub-
missive to the morning head to attain a sense of school
unity and create & harmonious working environment.

{(by The working relationship betweer the two heads took the
form of a "master-apprentice” dependence. The degree
of dependence was rather high. This relationship is simi-
lar to the one-way dependence proposed by Robbing
(1989). Indeed. within this context, power stayed firmly
in the hands of the morning head.

{¢) The afternoon head tried hard to attain his passage to
headship by sustaining his own leadership in the after-
noon session without ruining the already built harmony
in working with his partner. Symbolically. he also at-
tempted to build up his status by accessing the contiden-
tial records of the school.

d

The morning head also took steps to maintain his control
and influence over the management of the whole school.
The goal of promaoting a sense of school unity provided
the morning head a very useful instrument to control the
atternoon session. Based on this principle. the morning
head could interfere into the management of the after-
noon session. This was justified by the need to maintain
consistency in policies between the two sessions and he
is more competent in administrative work. Therefore.
fogically the morning head became the power centye for

the overall management of the school,
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Symbolically. the morning head worked extended
hours and took action. such as the sereening of incoming cor-
respondence. to show that he was the overall controlier of the
school. Practically. he imposed tight control on all important
management issues, such as the recruitment and promotion
of teachers. It should be noted that ail these measures gave
very little living space for the afterroon head to have control

of the administration even in his own session.

The passage to the Partnership Stage depended on the
competence of the afternoon head and the degree of his de-
pendence on the morning head. if the afternoon head was
incompetent and highly dependent. the relationship between
the two heads might stay long at the initial Assimilation Stage.
Passage to the second stage required the afternoon head to
work hard to acquire s status comparable to that of his part-
ner. On successful passage to the Partnership Stage. the roles
of the two heads changed from that of the "master-appren-
tice” to partners. This new relationship was similar to the
mutual task dependence retationship proposed by Robbins
(1989). Acquiring this kind of task dependence signified the
beginning of a new form of working relationship. The major

characteristics of this stage are summarized as follows:

() Eachhead managed their own session independently with-
out interfering into others business. 1t should be noted
that there was a tendency for the morning head's control
to fade out gradually depending on the tolerance and com-
petence of his partner.

(by In order to acquire the status of equal partnership. the

afternoon head displayed his leadership in areas that his

partner did not show dominance.

¢
consistency in school policies were resolved in the joint
senior teacher meeting. A mechanism of majority rule
was adopted. This mechanism was the result of the two
heads' negotiation.

() Appeals on the decisions made in the mechanisin men-

tioned in (¢) above could be directed to a higher author-

ity. the school supervisor.

Conclusion

Manipulation of politics is 4 common activity of hu-
man beings (Freund. 1972) and there is no exeeption in the

school setting. Addressing to Chiuw's(1990) concerns., this study
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Common major policies related to the maintenance of

investigated the micropolitical dynamics in the working rela-
tionship between the two heads of a bi-sessional primary

school and identified two siages of micropolitics.

The heads in this study were working under the inten-
sified conflict and dilemma resulting trom internal competi-
tion and overt institutional context - shared mission to be-
come the most popular school in the district and a sense of
school unity. In view of the typical demographic characteris
tics of the school and the actors (in terms of working experi-
ence). this Kind of conflict and dilemma is thus believed to be
rather common in schools especially in new towns and dis-
tricts. Thinking along this line. the findings of the presem
study. though preliminary. might still have implications for

the management of bi-sessional primary schools.

Practically. the understanding of these two stages may
inspirc teachers and administrators, including the school su-
pervisor, in their work. For teachers. the understandir.g of
such dynamics may broaden their awareness of the manage-
ment style of their school heads from a micropolitical point
of view. This may in turn benefit the interactions between
the teachers and their head.

Focused on bi-sessional school heads, the findings
might provide insights for them to reflect on their manage-
ment practices in working with their partners. Through re-
flection, the awareness level of the heads might be raised and
thus benefit their communication and relationship. Itis hoped
that they might then be more aware of the impact of the
micropolitics they manipulated on each other and the school
as a whole. In this way. the chance of mis-management due to
manipulation of micropolitics may be reduced. By raising the
awareness level of the school heads, it is further hoped that
bi-sessional primary schools may then be managed more
healthily even in the difficult position mentioned in the 'Back-
ground’ section of this paper.

For the school supervisor. the findings may also serve
as a base tor understanding the working relationship of the
heads under his supervision. It is hoped that with more un-
derstanding of the workplace micropolitics, the supervisor may
better supervise the performance of the heads and thus ben-

efit school management.

Returning to the micropolitics stages identified in this
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study. in the Assimilation Stage the working relationship of
the two heads was in harmony: mainly due to the survival
nceds of the new head and the truining element in the rela-
tionship. In Hong Kong. school heads receive very little man-
agement training prior to their appointment. In many cases.
when senior teachers are appointed heads, they are assumed
to have the competence in performing the managerial duties
without any in-serviee training except those management train-
ing offered by the Training Unit of the Education Department.
However. this management training program is not intensive
enough and often at inappropriate time. If the training nature
in‘the Assimilation Stage through the "mi. . ~-apprentice”
dependence relationship could be established by tuture stud-
ies. it might be a good on the job training opportunity for new
heads. However. the more effective the truining . the faster
the niew head will strike for transition to the Partnership Stage.
It should be noted that transition to this stage is a bitter expe-
rience for both heads since there will be a drastic change in
their relationship. If this transition is well handled by the
school supervisor or the school sponsoring body, the Assimi-
lation Stage will be a wonderful chance for training the new
head. One of the possible ways to handle the transition is to
re-deploy the trained and competent afternoon head to an-
other school. If he is deployed as a morning head. he may
tater take up the role of the "master” or it he is deployed as the
afternoon head of another school. he could then aequire his
Partnership Stage easily since that will be o brand new rela-

tionship with his new partner.

When addressed to the Partnership Stage. we should
not treat it as the terminal stage of the working relationship
between heads. Owing to the limitation of using only one
case. it is not possible to identify more stages since the after-
noon head in this case has only three years of headship and
presently the two heads are in the initial Partnership Stage.
There might be more stages when the experience of the after-
noon session head increases. More cases should be examined
in order to have a clearer picture. When such picture of the
micropolitical dynamics is confirmed. more practical impli-
cations could be inspired and thus benefit the management of

bi-sessional schools,

It is evident from this case that the two heads in the
Partnership Stage were actually working on achieving the same
target - the school mission - under the same supervisor as

partners. This triggers the author to propose that the ultimate

Q
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Micropoliitics in Managing Bi-sessional Primary Schools

and ideal state of partnership is the cooperation of two heads
in working towards commonly shared goals. In this state. the
management strength of cach head is complementary. Thus.
they are in team work and their efforts in managing the school
are mutually strengthening and not weakening. This is in line
of tiie view of Blase (1991). In this way. the school is treated
as one and a sense of school unity is anticipated without any
trace of any man-made consistency in school policy formula-
tion.

In sum. the findings of this study. though with a non-
generalisable nature. may still inspire (1) bi-sessional school
heads to reflect on their management practices as well as re-
lationships with their partners: (2) school supervisors to un-
derstand the workplace micropolitics of the heads: (3) re-
searchers and administrators to investigate the possibility of
using the concept of the Assimilation Stage to train up newly
appointed heads: and (4) researchers to further the study of

micropolitics in the workplace of bi-sessional school heads.

If the above mentioned implications. especially the
training of new heads at the Assimilation Stage and the ideal
state of the Partnership Stage. could be achieved. the man-
agement of our hi-sessional primary schools. even in present
state of resource scurcity. may be moving towards achieving

excellence.

Endnote

|1l This inference is validated by telephone interviews of 2
morning session school heads. 3 afternoon session school
heads. 2 parents with children in the morning session and
2 parents with chikdren in the afternoon session. The
interviewees provided quite & number of factors which
were all convergent to the above inference.,

121 On request of the subjects of this study. the original name

of the school and the sponsoring body are not disclosed.

13

The number of senior teachers is determined by the num-

ber classes operated.
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On Features cf Implementation of the Whole School
Approach to Guidance

Xiaodong Yue
The Chinese University of Hong Kong

This paper discisses four features which the author helicves are essential to effective implementation ot
the whole scheol approach to gutdance in the Hong Kong school system. which are adoption of & humanistic oricn-
wtion. caltivation of a collaborative school ¢limate, effective comsultation with other related protessionals, and
congrucnce among vale -+ and policies about guidance process. Specifically. the humanistic orientation advocates a

deep faith in sudents” potentials to develop in &t positive and constructive manner if a climate of respect and trust is

provided. The collaborative school climate leads to <hared beliefs and increased cooperation 1 helping stecents
grow n all directions. The establishment of a consultation network cnables schools to provide to vtudents various

etra-curricalum activities that seck to enhance therr self-worth and self-control. The congruence among these

school guidance and management processes helps schools o design guidance activities at mutuple levels and with

greater coherance. In short, the whole «cheol approach to guidance represents a holistic. organizational approach to

delivery of guidance services to students.
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Introduction

In recent years, the notion of whole school approach
(WSA) has been widely used in education. such as in moral
education (Lam, 1992: Lee & Lam. 1991). pastoral care
(Hailes. 1990; McGuiness, 1989). discipline (Atkinson. 1989
Burden. 1992: Glynn. 1992). English teaching (Adamson.
1992). and others. A whole school policy may be defined as
"a plan for action that unifics all the different clements of the
school in the move towards a single goal” (Lee & Adamson.
1993, p. 134). advocating that "the whole includes the parts
and is greater than the sum of parts {Wagner & Watkins, 1992).
As such. it represents a holistic. co-ordinated approach to or-
ganization of student guidance services at primary and see-

ondary schools.

Given the increasing number of behavioral and emo-
tional problems among primary and secondary schoo! students
in Hong Kong. the Education Commission of Hong Kong rec-
ommends implementation of a whole school approach to guid-

ance “wheseby all teachers in a school actively participate in

PAFulToxt Provided by ERIC

assisting students to resolve their developmental problems
(Education Commission Report No.4. 1990, p.29). Thus con-
ceived. it encourages development of various school-based
programmes that help students learn to relate to their peers,
develop a sense of responsibility. achieve academic success,
and enhance their self-worth and self-confidence. Hence. guid-
ance attempts to provide services to all students rather than a

few.

Furthermore. the Services Division of Hong Kong
Education Department prescribed a set of clearly defined
guidelines for the adoption of whole school approach to guid-
ance as well. of which the major ones include (Guidelines on
Whole School Approach to Guidance. 1993, p. 2-4):

involvement of all teachers and school personnet who.
under the leadership of the School Head, work together
to create a positive school environment and assist all stu-
dents to be aware of their adjustment and developmental
problems:

cultivation of & reward system and & positive. caring, and
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inviting school environment;
reinforcement of good students’ good behaviour through
use of preventive and developmental programmes.

Implicitly. the Guidelines advocate the transition from
a remedial. correctional or case-work model of guidance aim-
ing at disciplining individual student’s disruptive behaviours
in class to a developmental. proactive model of guidance aim-
ing at enhancing holistic growth of the student as a person.
Such a transition endorses a more positive and integrated ap-
proach to understanding and management of students’ frus-
trating and maladaptive behaviours in learning and social in-

teractions.

Since its endorsement. quite a few focal educators have
written books. journal articles and newspaper commentaries.
addressing the theoretical as well as the practical issues in
implementing the WSA to guidance in Hong Kong. For in-
stance. Ng (1993) calls for the adoption of the invitationa)
education theory (Purkey and Novak. 1988) in applying the
whole school approach. Chow (1993) pleas for better integra-
tion of guidance measures with disciplinary measures in re-
solving students” behavioral problems. Hui (1991) points out
that for effective adoption of the WSA to guidance. guidance
activities need to be integrated into instructional programmes
rather than being carried out sporadically. Lam (1995, in Chi-
nese) emphasizes the importance of enhancing students’ posi-
tive self-image as the ultimate goal of the WSA to guidance.
She pleads for equal treatment of students and provision of
various opportunities for success so that may feel positive and
confident about themselves regardless of their short-comings
or underachievement in other aspects of school life. She also
calls for increased collaboration among guidance., discipline
and other related committees in developing self-cnhancement

programmes for students.,

In review of this perspectives. this paper attempts to
address four features which the author believes are essential
to effective implementation of the WSA to guldance in Hong

Kong school system.

Adoption of a humanistic orientation

According to the Guidehnes prescribed by the Ser-
vices Division of Hong Kong Education Department. “the

ultimate goal of provision of guidance service in schools is

Q
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not merely remedial or correctional but to create a positive.
inviting and caring school environment for the development
of all students as whole persons” (Guidelines on Whole Sehool
Approach to Guidance, 1993, p.2). Such a stat. .aent is in ac-
cordance with the premise of humanistic psychology. which
advocates a deep faith in the tendency of humans “to develop
in a positive and constructive manner if a climate of respect
and trust is provided” (Corey, 1986. p.101).

So enhancing students’ self-esteem by tackling their
disruptive behaviours in a positive manner and with a posi-
tive attitude is the goal of the WSA to guidance (Education
Department. 1993). Alternatively speaking. the goals/
programmes of the WSA to guidance ought to be growth-
centred rather than problem-centred. The ditference between
the two orientations lies in level of confidence in students'
ability and potential to change for the better. Without such a
premise in mind. the WSA to guidance would become mean-
ingless. In tight of the thinking:

encouragement and acceptance are prized to let students
feel being valued and successtul:

emphasis is shifted from enhancing school rules and regu-
lations to exploring individual rights and responsibilities:
usc of positive rewards through praise. certificates and
other incentives is maximized to help students control
their disruptive and self-defeating behaviours instead of

punishing them through criticisms, detention. and the like.

Central to these efforts is creation of a caring and en-
couraging environment for students to fully develop their po-
tentials in whatever aspects they are good at even though they
may behave improperly in other aspects. As a matter of fact.
this approach has been widely advocated by many educators
and psychologists around the world as well(e.g.. Anderson,
1982: Brookover et al.. 1978: Hamachek. 1987: Lam. 1986.
1989: McGuiness, 1989: Purkey & Novak. 1984: Rogers.
1969: Rosenshine. 1980: Soar & Soar. 1978, Watkins &

Wagner. 1992, ete.). Thus conceived. we should attempt to:

not to regard students’ learning frustrating or disruptive
behaviours in class and social interactions as “probiems”
per se. but regard them as difficulties or developmental
obstacles in their self-growth:

focus on the constructive side of students’ problem- solv-

ing eftorts. s greater the degree of accepting and valuing
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the client in a non-possessive way. the greater the chance

of success for therapy (Rogers, 1961, 1969);

* trust that students. however disruptive behaviours they
may demonstrate. all possess good potentials for proper
change and self-improvement;

*

try our best to reinforce students’ attempts to change or
madify their undesirable behaviours in school and else-

where.

As remarked by Hargreaves and Hopkins (1989,
p.186): "the feelings of self-worth and value are likely to be
enhanced more by processes of praise. encouragement and

support. then by punishment. blame and indifference™.

To achieve these goals. it is important for us to create
opportunities for success, both within and outside school. for
students that would promote their sense of self-worth to them-
selves as well as to their schools (Ng. 1993; Lam. 1995). tis
equally important for us to develop various school-based
programmes that help students learn to relate to their peers.
develop a sense of responsibility and belonging, and achieve

academic success.

We should also be aware that the teacher’s use of trust.
respect. understanding. and optimism are most powerful tools
in communicating with students, assuming that they all pos-
sess untapped potential in all areas of human behaviour (Hui.
1991 Lam. 1986. 1995: Ng. 1993, Yue. 1994). Once they are
genuinely felt by the students. they are likely to respond posi-
tively. In other words. no matter what the circumstances are.
teachers ought to let students see themselves as able. valuable
and self-directing individuals and encourage them to act in
accordance with these self-perceptions (Purkey & Novak.
1984).

Finally. we ought to recognize that in most cases. the
students” disruptive or self-defeating behaviours in school may
represent their burning desires to claim respect, recognition
and self-worth in relation to others. Such desires ought to oe
properly attended. As well described by the Guidelines. stu-
dents often display disruptive behaviour in class or reso-t to
drugs and gang membership in order to cope with their low
self-esteem in various facets of their lives. Therefore, "an en-
couraging remark or an accepting attitude from people close
to the youngsters will make a big difference and may change
the entire outlook of the voungsters™ (Guidelines on Whole

Q
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School Approach to Guidance. 1991, p.4).

In short. & humanistic orientation in the WSA to guid-
ance ensures provision of a caring. inviting. and prizing envi-
ronment for the youngsters to grow with more positive atti-
tudes toward themselves as well as towards their schools. It
also attempts to take a developmental or constructive view of
the student’s frustrating and self-defeating behaviours in leamn-

ing and discipline so as to tackle their problems at their roots.

Cultivation of a collaborative
school climate

Having a team of teachers helping all students rather
than having a few teachers helping individual students is
marked feature of the WSA to guidance. To ensure its suc-
cess. cultivation of a collaborative school climate is essential.
In fact. enhanced collaboration among teachers is also an es-
sential feature of school effectiveness and is instrumental in
bringing about the range of changes needed for modemn school
management (e.g.. Cheng. 1993: Little. 1982 Purkey & Smith.
1983: Scott & Smith. 1987: West. 1990).

In recent years. numerous calls for increased school
collaboration as the focus of school restructuring have been
voiced by scholars from varicus disciplines (e.g.. Darling-
Hammond. 1988: Hord. 1986: Jones & Maloy. 1988:
Licberman & Miller. 1984; Rosenficld. 1988: Schmuck &
Runkel. 1985: West & 1dol. 1990). A collaborative climate is
considered as an interactive relationship as well as a tech-

nigue or vehicle for educational change (Prywamsky, 1974).

The WSA to guidince represents a team effort to over-
seeing, planning. coordinating and monitoring the various
school-based programmes for guidance (Hui. 1991). Recog-
nizing that "the whole includes the parts and is greater then
sum of parts "(Wagner & Watkins, 1992), the approach seeks
to mobilize all staff members of a school community to help
students grow from all directions. Its success depends heavily
on the effective communication and cooperation amoeng staff
members of a school community who participate in such guid-

ance programmes,

In this sense. implementation of the WSA to guid-

ance feads to cultivation of a more collaborative climate for

Li .
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the entire school community of shared beliefs. practices. and
commitments. According to Hui (1991). guidance should be
a coneern to all committees in a school and senior teachers in
charge of these committees should ail agree on the aims, fo-
cus. and principles of guidance as well. In such a way. guid-
ance activities can be provided to all students with better con-
sistency and co-ordination. Specifically. there ought to be:

increased cooperation among guidance teacher/master.
discipline master in resolving students’ behavioral. inter-
personal. or learning problems:

increased cooperation among guidance teacher/master.
discipline master and social worker for developing more
effective and stimulating programmes that seek to enhance
swdents’ selt-esteem and self-growth:

increased integration of guidance values and principles
into schoal management process, particularly in carrying
out disciplinary actions to students:

increased aw areness of using guidance techniques in help-
ing students resolve their learning. emotional or interper-
sonal problems at school and enhance their feeling of self-
worth.

Thus. creation of a collaborative school climate is fea-
tured by establishment of a new culture within the school com-
munity characterized by a lot of sharing. joint problem-soly-
ing. and mutual learning (Roy and O'Brien. 1989). As stated
by Ng (1993). a school culture will be established when all
people in a school. including teaching staff and non-teaching
staff are involved to give support to education in their speci-
fied services. Therefore. a school culture of enhanced col-
laboration among commitices of comimon values. beliefs, com-
mitments of guidance should be a salient teature for the WSA
to guidance.

tn o doing. the school principals play a central role.
Numerous studies have shown the critical role of leadership o
effective schooling. staff development. school improsement.
and educational reforms (Sergiovanni. 1984: Caldwell & Spinks.
1992: Cheng. 1993 Cheng. 1994 Hallinger & Murphy . 1987).
The administrators can establish the management mechanism
based on the technology of school development planning. stra-
tegic management. and school monitoring (Cheng. 1993:
Hargreaves & Hopkins, 1991). from which the problems and
contlicts in implementing the WSA to guidance may be readily

identified und reduced. In this manner. any etfective imple-
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mentation of the WSA to guidance needs to be blessed with a
genuine support and commitment to goals of guidance by schoul
principals. It upgrades the status and significance of guidance

work needed in classroom relationships.

In addition. guidance teachers also play a pivotal role
not only in generating various school-based programmes for
resolution of students' learning or disruptive behaviours. but
also in providing to fellow staff members training in interper-
sonal communication and conflict resolution (West & Idol.
1993). In other words. the school guidance teacher would not
only regard hiniself or herself as the person to initiate various
prograntmes to encourage and cultivate good behaviour among
students. but also as the person to offer wisdom in resolving
any contlicts that may arise in ti.e interactive process of imple-
menting particular guidance programmes. Thus. they contrib-
ute to the colluborative team a particular richness in enhanc-

ing or facilitating the group problem-solving precess.

Finally. the traditional tension between discipline and
guidance committees ought to be melted. Specifically. disci-
pline masters should no longer project a stern, tough image in
front of students to force them into abiding school rules and
regujations. They should try to fook at their work from the
viewpoint of a guidance master so as to humanize their atti-
tudes to students (see Figure 1). They should also learn to
modify students” maladaptive behaviours by appealing 1o their
needs for self-worth and self-actualization. To achieve these
goals. it is highly recommended that all guidance masters tike

courses in guidance before they start to assume their duties.

In brief. to effectively install the WSA to guidunce. a
colluborative school climate needs to be cultivated. charac-
terized by enhanced cooperation between guidance. discipline
and other relevant committees. The school principal’s sup-
port to his staff is a pre-requisite to such an effort as "support-
ive and responsive actions were essential to maintain the
morale of the teachers and the momentum of change” (Lam.
1992). After all. a collaborative school ethos is a most valued

feature in modern school management.

Effective Consultation with other re-
lated professionals

Related to effective collaboration among staff mem-
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bers within a school community is effective consultation with
experts and specialists in other related professions. In other
words, eftective implementation of the WSA to guidance could
absorb help and consultation {rom people outside the school
community as well to maximize its effectiveness. As a matter
of fact, establishment of an effective school-community con-
sultation network is another trendy movement in modern stu-

dent guidance services.

For instance. Evans (1987) points out that student ser-
vices professionals need to attend to the moral and ethical
dimensions of students’ learning experiences and seck appro-
priate consultation when necessary. Delworth (1989) devel-
oped the mode! of Assessment-Intervention of Student Prob-
lems (AISP) for working with college students in the US.,
presenting an integrative approach to management of students’
emotional and behavioral problems. The model assuines that
student services professionals and other related professionals
"must work together in an integrated, systematic way to en-
sure effective and just treatment of students who exhibit dys-
functional behaviour” (Delworth, 1989, p.1). Specifically. it
calls for close co-ordination among minimally tive parties

within a school community:

campus counselling and mental health services:
campus security forees,;

the student services administration:

the institution's fegal counsellors;

the student services judicial or discipline office.

Taken together, the team may function either as a joint
decision-making body or as an advisory group to relevant
subject and guidance teachers. In the same vain, Idol and Baran
(1992) and Westand Idol (1990) outlined the active consulta-
tion of school counsellor with other professionals in the fol-

lowing six areas:

consultation between any two or more individual profes-

sionals:

¥ consultation among members of a child study team:

¥ consultation between parents of students and school pro-
fessionals;

* consultation with community agencies and persons out-
side of the school:

* consultation with persons responsible for special programs
for the schook
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consultation among school professionals responsible for
specified tasks such as behaviour management and disci-
pline programs.

Drawing on these consultation models. the adoption
of the WSA to guidance could seek active consultation and

. collaboration from parents. social workers. educational psy-

chologists. child psychologists, police officers. community
workers, legal consultants, journalists and others. After all,
the social and emotional well-being of students is a common
concern for all members of the society. The teachers would
stand lonely and isolated if they try to care for everything of
their students. They need help from all sources so that they

won't be burnt out of the teaching protession.

Thus, creation of an effective consultation network
across a variety of occupations will help schools to provide to
students various extra-curriculum activities that seek to en-
hance their self-worth and life skills, communication skills,
study skills, social skills, and others. Mobilization of such
forces could lead to greater efficiency in designing various

programmes for students as well.

Summing up, enhanced school-community partner-
ship is another essential element for the WSA to guidance. In
this sense. the WSA shoutd mean the Whale Society Approach
to guidance as well. In a fast-changing society like Hong Kong.
cultivation of any positive and healthy sub-cultures among

students is blessed by society's support.

Congruence among values and
policies about guidance process

As the WSA to guidance is a dynamic process to guid-
ance involving students, teachers, and school administrators,
non-teaching staff members and other related professionals.
it could help students grow at the individual level as well as at
the classroom and organizational levels (Watkins & Wagne.,
19t1). 1t should also integrate guidance activitics with disci-
plinary actions to enable students to follow social mles, de-
velop self-control, and acquire appropriate self-directed
behaviours (Hui, 1991). In other words. the whole school ap-
prouch represents a system approach to helping students
achicve emotional, intellectual and interpersonal maturity in

various social and educational contexts.
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Cheng (1987, 1991, 1993) argues that a’system ap-
proach to management involves congruence across different
domains and processes. There are such inputs as the aims and
content of guidance. human resources. physical resources and
into the school system. The conversion of these inputs into
outcomes of guidance may be achieved through a school pro-
cess including principal/administrators’ leading and manag-
ing. guidance teachers' counselling. students' changing of
behaviours. and influences from the contexts of teaching.
learning or the whole school organization. The process of
management may influence guidance teachers in terms of clari-
fication of goals and outcomes of guidance programmes. and
process of guidance may intluence students in terms of en-

hancing their emotional, inteflectual and interpersonal growth,

Thus conceived. there should be congruence among
different types of outcome tor guidance activities. Speciti-

cally. there should be congruence across:

different domains of students’ self-development (for ex-
ample. aftective, behavioral, cognitive domains):
different levels of organization (for example. the indi-
vidual. class. and whole school evels):

different aspects of guidance (for example. enhancement
of self-control. self-worth. and self-determination:
different parts of school management process (for ex-

ample. teaching. guidance. discipline).

In order to maximize the guidance eftectiveness, all
these types of congruence in process ought to be ensured so
that any fragmentation. duplication. and inconsistency in the

process of guidance is to be minimized.

For instance. implementation of the WSA to guidance
needs to address the following two questions: what do we
want students to grow. how do we help them to grow. These
two questions are refated to different sets of values and be-
liet's held in the guidance process. The first question addresses
goals of guidance. the second ¢ovstion refates to the values

and beliefs regarding organization of guidance services.

Seen from a management perspective. the WSA to
guidance aims at maximizing the effectiveness of the guid-
ance process. As such, congruence across the vatues and be-
liets of guidance helps to shape the guidance process in a co-

hesive and eftective pattern. The congruence across difterent
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domains. aspects and levels of guidance helps to shape the
overt characteristics of guidance as well as the content and

outcomes of guidance,

In Cheng (1987, 1991}, there are examples to illus-
trate how consistency of values of management. leadership.
school climate. classroom climate. and teacher-students rela-
tionship determines the level of school effectiveness. These
examples support the validity of the lhcory of congruence in
the context of educational mzinugcmcnl and are illustrative to
the effectiveness of guidance as well. For instance. the guid-
ance values of self-development across atfective, behavioral,

and cognitive domains ought to be consistent with overall goals

of guidance to be conveyed at students if the effectiveness of

guidance is to be maximized.

Conclusion

Summarizing the foregoing discussions, the success
of implementation of the WSA to guidance largely depends
on adaptation of a humanistic perspective to human develop-
ment. cultivation of a collaborative school climate. creation
of an effective consultation network and use of a system ap-
Be-

sides. the congruence in these processes is essential and ought

proach to organization of student guidance services.
to be the focus of research on the WSA to guidance as well.

West and Idol (1993, p.678) remarked that: "the school
counsellor seems to be uniquely positioned to have a signifi-
cant impact on the development or enhancement of collabo-
rative school environments for educating students. This is
primarily because of the nature of the school counselior’s role
as a school-based support staff member and the counsetlor’s
training and skills in communication, interpersonal relation-
ship development. problem solving. and contlict resolution”.
So the challenge for the school counsellor lies not only in
bridging communication between students and teachers. but

in bridging communication between colleagues as well.

Tracing back the development of guidance services
in Hong Kong. it has evolved from a career guidance approach
in the 1950s to a case-work approach supplemented with vari-
ous group programmes in the 1970-80s. and then to the present
whole school approach (Crawtord & Hui. 1991). Over the
vears. the guidance services have been substantially expanded.
as have the visions and missions for guidance and human de-

velopment. The present implementation of the WSA to gwnd-
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ance poses a new and even greater chailenge to school teach-
ers and principals in Hong Kong -- how can we help students
grow in a more self-enhancing manner and how can we make
ourselves more accessible to students? The challenge is long-
lasting and is manifested in every aspect of education and

teacher/student relationship.

To conclude this paper. T would also like to quote a
statement made by Ng (1993, p.51): "a whole school approach
is not an unattainable ideal. It is a vision. ready to be realized.
tested. tried, failed and tried again. all dependent on ourselves”.
The success of implementation of the WSA to guidance will
ultimately depend on how much we are commiited to its goals
and missions, and how much determined we are about our-

selves.
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Quality Distance Education - The OLI Model

James Y. W. Tong
The Open Learning Institute of Hong Kong

The Open Learniog Institute of Hong Kong was established by statute v Hong Kong incarly 1989, While

its mode of debivery amd entry requirements may differ radicadly , the abjecuye of the OLE s to provide education of

direeddy comparable

» acadenue quality to the other tertiary institutrons in Hong Kong. This paper attempts 1o de-

seribe distanee edicatton and bow 10 is being pracused moa fornal way m Hong Kong.
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Introduction

Hong Kong has earned a world-wide reputation for

its business acumen and entrepreneurship. By adopting a non-
*interventionist policy toward business affairs. the Hong Kong
Government has allowed a free cnlérprisc system to tlourish.
This non-interventionist approach is not only limited to pri-
vate sector business and industrial concerns. it is also adopted
for public sector policies and practices. In education, control

is often left to, or shared with, non-Government institutions.

Open cducation through the distance learning mode
was formally mentioned by the Hong Kong Government in
the Education Commission Report No. | which was published
in October 1984, The Education Commission was established
by the Hong Kong Government on 2 April 1984 in response
to the Report "A Perspective on Education in Hong Kong”
made by the Visiting Panel comprising leading educationists
in Hong Kong and overseas. The report. which was published
in November 1982, was submitted to the Governor of Hong
Kong with the consolidated advice on the education system
as a whole in the tight of the needs of the community.

in Report No. 2, which was published in August 1986,
the Education Commission formally endorsed their views and
submitted their recommendations to the Hong Kong Govern-
ment for the establishment of an institution to offer distance

education through an open entry system covering a full range

Q
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of possible attainments in further education in Hong Kong.

from sub-degree to second degree level.
Distance Education

In the study of education. distance education is con-

sidered a form-of "non-formal education”. Non-formal edu-
cation. as defined by Coombs et al (1973), is "any organised
cducational activity outside the established formal system -
whether operating separately or as an important feature of some
broader activity - that is intended to serve identifiable learn-
ing clienteles and learning objectives”. Non-formal educa-
tion shares some of the essential features of formal education
in that it has purposefully organised activities but it also of-
fers tlexibility and in some instances learning through experi-

chncee.

Distance education has a definite place to play. as
deseribed by Perry and Rumble (1987). because it offers an
alternative method of meeting increasing demand for educa-
tion, [t can complement conventional education by offering
an opportunity for the expansion of educational opportunities
at lower cost and at the same tite ensuring more equitabie
access to education than exists through the cotiventional sys-

tem.

Definition of Distance Education

Vatious scholars have attempted te define and deseribe

oo
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the activities of distance education. eegan (1988) has con-

&

veniently summarised that distance education is a form of

education characterised by:

the quasi-permanent separation of teacher and student

throughout the length of the learning process:

the influence of an educational organisation both in the
planning and preparation of learning materials and in

the provision of student support services:

the use of technical media: print, audio. video, or com-
puter to unite the teacher with the student and to carry the

content of the course:

the provision of two-wiy communication so that the stu-

dent may benefit from or even initiate dialogue: and

the quasi-permanent absence of the fearning group
throughout the length of the learning process so that stu-
dents are usually taught as individuals and not in - groups.
with the possibility of occasional meetings for both di-

dactic and socialization purposes.

The tollowing diagram brietly describes the role of

distance education as opposed to conventional education and

correspondence programmes:

Conventional education

Institution----------- Teuachers/Lecturers-------------- Students
tIn addition to face-to-tace classroom learning. students will
be provided with other support services, such as library, fabo-

ratory. counselling, ete)

Distance education

Institution----------- TUlors-- o Students
(I addition to face-to-face tutorials, students witl be pro-
vided with other support services., such as fibrary . faboratory.

counselling. et

Correspondence education

N L Y R il Students
(Students will not be provided with face-to-face tuttion or

other support services.)

Very often. people cannot distinguish the main dif-
ferences. features and characteristics between correspondence
education and distance education. They are under the im-
pression that the two forms of education are virtually the same
one. Inatypical correspondence education situation, students
are literally left to study on their own. They will not get any
form of student support services 1o help them overcome diffi-
culties in self-study and progress in their various stages of

learning.

Distance education. on the other hand. offers students
all the necessary assistance they need to strengthen their learn:
ing process. Unlike conventional education where students
have to attend regular classes. students embarking on a dis-
tance learning programme can expect to have scheduled con-
tacts with their tutors, either over the telephone or face-to-
face at wtorial sessions. Delivery of distance education will
employ muiti-media approach. which is accessible to most of
the students. To support their studies. students can access the
library facilities. counselling service. and meetings with the
subject experts of the institution providing the distance edu-
cation. They will certainly not feel isolated or left entirely on

their own to struggle in their studies.

Benefits of Distance Education

Distance education is becoming increasingly popular
particularly in developing countries where the opportunity for
formal education for adults is limited. Many of the working
adults who miss out on schooling at various levels may seek
to obtain or upgrade their qualifications when conventional
routes are not open to them. Some of the benefits as high-

lighted by Sewart et al (1988) of distance education are:

o Itallows access to education for those who are disadvan-
taged in some way (socially. economically or geographi-
cally) and there has the potential to reduce the elitism

inherent in the conventional system,

o Iitis efficiently organised and attracts large numbers of
students., it can be highly cost-effective by virtue of the

principle of economies of scale,

1t can otten be a cheaper alternative to conventional edu-
cation. in which case it represents an efficient use of lim-

ited resources.
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o It has been shown to be particularly suited for all kinds of
protessional upgrading. such as in-service teacher cdu-

cation.

o Itis very flexible. offering enormous possibilities in terms
of the variety of programmes that cin be made available
at different educational levels, and it can easily be adapted

to alleviate the problems of specific regions or groups.

o Ttallows a shift in emphasis from teaching to learning. in
that the students are made responsible for their own learn-

ing and consequently they have greater choice over the

content of what is being learnt, the speed and pace of

learning.

The Components of Distance Education

A variety of modes and systems can be used to de-
liver distance learning programmes. Many of these can be
combined into multimedia packages that appeal to students
with different fearning styles. The following are the common

modes o delivery:

Print-based material

Print-based material has always been the dominant

medium not only in distance education. but in all forms of

education. Surveys of distance education show that print-
based material is by far the commonly used medium and it is
also considered the most important medium in the presenta-
tion of learning materials by distance educators. Itis famil-

iar. inexpensive. and portable.

Audio-cassette

As with any pre-recorded. learner-controlled media,
audio-cassettes allow students to control the time of day and
week in which they study and the speed with which they
progress. Flexibility and case of manipulation may make stu-

dents feel that they are in control of their fearning.

Telephone

Telephone communication includes single and mul-
tiple user systems. Monologues. o1 one-way recorded mes-
sages. may be accessed by ielephone. Dialogues between
teacher and student for tutorial. teedback., or other purposes
are the most traditional uses of the telephone in distance edu-

cation,

O
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Teleconferencing

Teleconterencing combines broadceast lectures. re-
corded audio materials, telephone conversations with the
teacher and other students. and. sometimes. visuals on elec-
tronic blackboards or slow-scan television sent over another

telephone line.

Radio

Radio is used for adult education in many nations and
is still & fast-growing phenomenon in some developing na-
tions. In nations with low literacy rates. radio is an important
adult education medium because it can o some extent replace

print-based material.

Television

Television is a video medium with great potential as
a distance learning mode. With the introduction of cable tele-
vision, it can alse be used for educational purposes. Interac-
tive cable television allows students access to programmes

and talk with the instructor as do groups in central sites.

Video-cassette

Video-cassettes and video-cassctte recorders have
added a new dimension to the development. distribution. and
use of educational television programming. Any programme
developed for one-way broadeast can also be put on a video-

cissette.

Computer

Computers can be used to present educational mate-
rial and to perform many other functions in the process of
histruction. Most computer applications in distance educa-
tion can be classified as computer assisted instruction. com-

puter managed instruction, or computer conterencing.

The Open Learning
Institute of Hong Kong

Following the adoption of the recommendations con-
tained in the Report No. 2 submitted by the Education Com-
misston, the Hong Kong Government decided to set up a Plan-
ning Committee in January 1988 to draw up implementation
plans for the establishment of the Open Learning Institute of

Hong Kong (OL1. The OLI would be a new institution, along
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with the other five conventional tertiary institutions (Univer-
sity of Hong Kong. Chinese University of Hong Kong. Hong
Kong Polytechnic. City Polytechnic of Hong Kong. and Hong
Kong Baptist College), to be established by statute. 1t was
suggested that the OLI would be a similar set up as the Opcn
University in the United Kingdom (UKOU).

The programmes oftered by the OL1 would be sub-
Jectto academic acereditation by external bodies and its awards
were expected to be recognised both locally and overseas,
Entry to the study programmes oftered by the OLI would be
open. “There were to be no prerequisite academic qualifica-
tions, although students would enrol in foundation courses in
the first instance to ensure that they had mastered the basics

betore being allowed to progress tfurther.

The OLI's programmes would be structured ona credit
unit system and students might. within broad limits., proceed
at their own pace. There was no fixed time for a student to
qualify for an academic award. The OL1 would teach through
distance learning methods. These included a basic package
of course materials in the torm of printed texts. which might
be supplemented by auvdio/video materials and broadeasting.
Face-to-face tutorials would be provided at study centres in

convenient focations at suitable intervals,

The Planning Committee (1989} estimated that the
student enrolment for the first six years, which was recom-

mended to be the normal planning cycle. was:

1989/90 3.000
1990/91 10.000
1991/92 13.000
1992/93 16,000
1993/94 18.000
1994/95 20.000

Funding of the operation of the OLL1 for the first few
vears would be financed by the Hong Kong Government up
to March 1993, Thereafiter, it was expected that the OLI would
be self-tinancing.

The Structure of the OL1

The policy-making body of the OLLis a Council and

membership of which are representatives of the Hong Kong

Government, teading business and industrial organisations,
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and academic institutions, both local and overseas. The chief
executive of the OLI is a Director. who is assisted by an As-
sistant Director, und his immediate subordinates are the aca-
demic deans and head of the following four schools and the

centre for community and continuing education:

School of Arts and Social Sciences

School of Business and Administration

School of Education

School of Science and Technology

Centre for Community and Continuing Education

Each school offers a number of foundation, middie,

and higher level courses. Courses at higher level will be
grouped in specialist disciplines, or strands, and students can

select the disciplines of their choice.

The Academic Programmes

At present, a student witl have to earn 120 credits to
qualify for a Bachelor's degree and 160 credits for a Bachelor's
degree with Honours, such as the degree of Bachelor of Busi-
ness Administration majoring in Human Resource Manage-
ment. tis expected that an average student will take about
four years to earn a Bachelor's degree and five years for a
Bachelor's degree with Honours. Individual courses are ei-
ther developed tocally or purchased from overseas institutions,
such as from the UKOU. However, all courses should con-
tain a fair amount of local information. culture, illustrations,
and practices. Literally all of the courses. other than those in
Chinese, are in English. So are the text books and supple-

mentary readings and other reference materials.

Quality Control of the Academic Programmes

A locally developed course is subject to rigourous

quality control. This includes assessment of the academic
content of the course under development by an internal course
review group. which will comprise the subject experts and
cducational technologist. The completed course materials,
including supplementary readings and audio-visual compo-
nents, will have to be assessed and validated by an external
course assessor who must be a senior academic in a leading
tertiary institution. After cach presentation, the course mate-
rials and assessment components will have to be updated in
light of changes that may affect the content and relevance of

the course. A major revision to the course is required once
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every four or five years.

In order to ensure that the standard of assessment is
equivalent to the same lfevel at a local tertiary institution. an
externil examiner is appointed for each course. The role of
the external examiner is to advise and report on the quality
and standard of the continuous assessment component ind

the tinal examination of the course.

Quality Assurance

To ensure that the quality of the OLI courses and
programmes, henee its students and graduates. are comparable
in standard with local tertiary institutions., the quality assur-
ance mechanism includes two major aspects as deseribed be-

low,

Contribution of External Peers

The contribution of exteraal peers involves the ap-
pointment of Adviosry Peer Groups. External Assessors, and

External Examiners

Advisory Peer Groups

From the outset. cach degree programme has an advi-
sory peer group of up to nine people working in Hong Kong
in refated areas. drawn from the other tertiary institutions and
from commeree or industry as appropriate. Working with the
OLI academics., the aims of cach programme are discussed
and a set of courses to meet these aims is agreed. Where an
existing course is identified for possible presentation, the group
advises on its suitabitity and any necessary adaptations based
on the Hong Kong context. In the absence of an existing course
being not available. the group assists in preparing a sy labus
so that a special course can be developed. Oncee a programme
and the constituent courses have commenced. the advisory
peer group continues to serve and advise on course or

programme improvements and review.

External Assessors

If an existing course has not already had an external
assessor, or where there are significant adaptations, and when
4 new cotrse is being developed. the OLE appoints an aca-
demic person of high standing in the appropriate discipline to
review the proposed final version, either in the form of blue-
print or draft copy of the course. This review process as-

sesses the structure. balance, relevance. content level, and
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pedagogy of the course. The external assessor's interim and
final reports must be approved by the Academic Board before

the course can be offered to students.

External Examiners

Experts trom outside the OLIL usually from other in-
stitutions of higher education. are appointed as external ex-
aminers. Their task is to ensure the examinations are fairly
set and marked. From their experience of degree level courses
clsewhere. they are able to judge it the quality of student per-
formance or exit standard is comparable to the other institu-
tions. An external examiner is appointed for cach course.
After the final examination of the course. the external exam-
iner is required to attend the Award Meceting and comment on
the standard of the examinees. the quality of the course. the
examination paper. and other observations in a report to the
institute for further refinement of the course in futire presen-

tations.

Programme Approval

In addition to the scrutiny of individual courses, the
introduction and review of all degree programmmes are subject
to the overall approval of the OLI Programme Review and
Validation Committee. This Committee comprises the mem-
bership of deans of the schools and three external péers with
the power to co-opt additional speciaists as required. The
main task of the Committee is to ensure that the proposed or
existing degree programme is comparable in standard and
quatity with similar programines offered by local tertiary in-
stitutions. Members of the Committee meet and discuss is-

sues such as the constituent courses making up the degree

programme. the duration and method of delivery of cach of

the courses., and the relevant assessment methods.

The Internal Committee Structure

The OLI committee structure seeks to integrate exter-
nal advice and eviduation of its internal quality control mecha-
nism while preserving the integrity of the work of cach work-
ing group. The goal is to ensure that the production and de-
livery of courses and programmes, as well as the assessment
and examination on all the students are carried out in & con-
trotied and uniform manner.  Each proposed degree
programme has a Programme Team working with the refevant
Advisory Peer Group. Each it dividual course has a Course

Review Committee consisting ot the academics involved in
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the course together with a representative trom the Education
Technology Centre. School Committees comprising alf aca-
demices in cach school consider. discuss. and recommend for
the approval of the Academic Board the proposals for new or
revised courses and programmes. The Award Committee for
cach course will recommend the award of results to students.
Otticial announcement of the examination results witl not be
made to the individual students unless and untit formal ap-
proval has been obtained from the Award Committee and the
Academic Board. The Course Results Group at directorate
level, membership of which comprises representatives of the
schools and the direetor. maintains an overview of the award

process on behalf of Academic Board.

The New Campus

Atpresent. the OLLEis located in a government oftice
building and the monthly rental paid to the Hong Kong Gov-
crnment is based on the going market rate. Through the gen-
crous donations of focal charitable and business organisations
as well as land being granted by the Hong Kong Government,
a new campus is under construction and it is expected to be
ready for occupation in tate 1995 or carly 1996. It will be a
purpose-buiit structure offering all the tacilities of a proper
distance education institution. By then, the OLLY will be able
to operate as a financially viable entity without the burden of

paying hefty rentals to the Hong Kong Government.
The Future

Itis the intention of the OLL even at the time of its
establishment. to graduatly upgrade itself to university status,
The current OLI programmes have all been validated by the
Hong Kong Council for Academic Acereditation. which is a
statutory body to validate all academic programmes offered
by the local tertiary institutions, other than the three universi-
ties. to ensure that the programmes oftered by these institu-
tions meet the desired level of standard and guatity. The up-
grading to university status will not require external valida-
ton of its academic programmes and then the QLT will truly
cnjoy its academie freedom in common with other Tocal uni-
versities. With the approach of Hong Kong being returned to
Chinain 1997, the OLL like other Tocal organisations, is try -
ing hard to establish close laison wath comparable institu-

tions in China, cither in the form of juint venture or co-opera-

tion in order to market its programmes and qualifications to

the people Hiving and working in the matnland.
Conclusion

Itseems that the OLL being a relatively young insti-
tution, has plans to further expand its activities, not only in
developing new programmes to meet the growing demand
for a varicty of disciplines and yualifications (such as the in-
troduction of sub-degree and higher degree qualifications),
but 1o compete for a bigger segment of the current market and
to explore hitherto untapped markets. The Hong Kong Gov-
ernment initiative to regulate the provision of distance educa-
tion, as stressed by Lee & Lam (1993, is a long-awaited move
to protect the interests of the consumers (i.e. the fee-paying
students). Stadents have the right to expeet value tor money
by way of quality education and cetficient support serviees. to
which they are fully entitled. being offered to them. How-
ever. in order to gain a strong toothold in this competitive
environment, the OLI has to face and tackie a lot of chal-

lenges in the short and medium term.
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Team Development: A Multidimensional Approach

Allan Walker
Chinese University of Hong Kong

Kenneth Stott
Middlesex University, UK

The management of education 1s currently preaveupred with the notion of collaboration and co-operation :
people working together for the good of the school. Much of the rhetonie about shared effort refers to and promotes
the use of teamis. There is a tieit assumption. however, that increased performance will be an automatic conse-
quenee of team formution. Ltk consderation is given to the need tor continuous development of teams, Unless
teams are thoughtfufly constructed and skitfully deseloped. collaboration and responsiveness may be simply an
usion Team development 1 concerned with having the right mdisduals with approppate shills. wath systematic
approaches 1o task accomplishment. with etfectine mterpersonal and communication processes, and with a high
degree of support from the school and tts management. In other words, it s o be seen from b multidimensionat
peispective Atter discussing brietly the rescarch mto team development and its associated problems, we attempt to

demonstrate that such development necessitates i diagnoss of problems atfecting performance in several arcas or

Pt 1l @ SHEIING

“dimensions’,
A& (R EE

Much has heen written ahout the changing face of the
environment in which modern organisations, including
schools. must operate (Caldwell. 1993: Dimmock. 1995).
With such environmental conditions in mind. there is little
dissent in the literature from the view that schools must de-
velop cultures and accompanying structures that incorporate
change as & constant part of organisational life (Fullan. 1993),

change that can lead to a revitalisation of schools.

Changes in schools reflecting new approaches to gov-
crnance and structure include the decentralisation of certain
managerial functions to schoals, a push toward greater parent
and community involvement. a growing awareness of teacher
professionalism. and an insistence that the management of
learning is the touchstone of all policies and practices
{Ashenden & Milligan. 1997). Decentralisation to a school
level has been accompaniec by demands for schools to he
more responsive and flexihle internadly as well as externally.
and this. in turn. has spurred o search for stiuctures and ide-

ologies which altow such conditions to emerge. Much of the
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current restructuring. such as through the School Management
Initiative (SMD) in Hong Kong. revolves around a quest for
innovations that meet changing demands. These are. without
doubt. dominated by strategies for increasing teacher partici-
pation.

One way of expanding participation is by increasing
the opportunities for teamwork. Multiple forces have gener-
ated an interest in team approaches. and these have been ap-
plied 1o management. organisation and teaching in schools.
This paper discusses the important participation and restruc-
turing strategy of widening the use of teams (Walker, 1994;
Walker & Stott. 1993), a strategy supported hy many. Ina
report commissioned for the National Industry Forum in Aus-
tralia, Caldwell (1993, p.40) emphasises the importance of

teams to ‘self-managed’ schools:

In exercising authority. the principal should be
guided by the unamhiguous findings of research on

leadership and management in virtually every set-
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ting in the public and privawe sector, namely. there
should be appropriate consultation with stakehold-
ers, and much planning should be carried out in
teains, at the management level and among staff in
their arcas of interest and expertise.

Teams are being promoted. in many cases. as a way
to make our schools “collaborative™ and “responsive’. That
may be an over-simplistic view. Unless such groups are
thoughtfully constructed and developed. eollaboration and

responsiveness may be an illusion.

In this article. it is the development aspect te which
we address our attention, for it is our contention that, if teams
really are part of a vital organisational strategy. they need also
to be part of a coherent development process. There has been
little coherence to date. Even the literature on team building
and team development has been constrained by an over-em-
phasis on single effectiveness foct: our argument is that there
are several areas of effectiveness and that these are interre-
lated.

Thus, we present a model that includes all these areas
- what we call “dimensions” - of team development and one
that explains how the various pieces of the jigsaw puzzle fit
together. These pieces - our model has four - represent the
different foci that development efforts might address. Before
we outline this multidimensional approach, we discuss sev-
eral issues that relate to teams and their development. We
examine first some of the problems with the rescarch that has
been conducted in an attempt to determine the effectiveness
of teambuilding strategies and interventions. Such research
should give us clues into what should be the focus of our at-
teation in terms of development. As we shall see, what lim-
ited rescarch has taken place has been problematic. We also
cxamine some pressing difficulties with team development
itself. It has, for example. become associated with single in-
terventions, not all of which are related to real needs. Finally,
we consider the widely neglected issue of the target of devel-
opment eftorts. Should it be a building of performance within
the team or between organisational teams? While consider-
able attention has been afforded to the former, the way that
teams collaborate in predominantly competitive environments

has received comparatively limited treatment.
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Research into team development

If considerable resources are to be channelled into
organisational teambuilding efforts, what evidence is there to
confirm they really work? It is surprising to discover that, in
some cases, vast amounts of money are pumped into
teambuilding activities, but without any commensurate attempt
to establish the true extent of effectiveness.

It is difficult to make assertions about the link be-
tween development activities and performance for two key
reasons. First, there is no universally accepted definition of
teams. much less teambuilding or team development, It is
not possible, at present levels of understanding. therefore. to
refer to teambuilding as if it were a standardised activity.
Second. what research has been conducted is methodologi-
cally weak, a situation exacerbated by the absence of a satis-
factory definition.

One of the few exceptions to this criticism may be
Eden's (1985) field experiment, in which experimental and
control groups were used to test a team development inter-
vention, but even that had a serious flaw by not employing
any rigorous criterion of objective performance data. The
predominant way of documenting interventions has been in
the form of anecdotal evidence and simple reaction measures.
For example, the success of team development episodes has
been. and still is to a large degree. judged on the basis of par-
ticipants' remarks (invariably supportive) following the inter-
vention. Such remarks are powerful: they confirm decision
makers’ wisdom in choosing the intervention. Whether it leads
to performance improvements over time is an entirely differ-
ent matter.

Another problem has been the context in which re-
search has been conducted. Experimental work with hetero-
gencous groups working under laboratory conditions (Wynn
and Guditus, 1984, p.112) is usually far removed from the
real context. For example, we may wish to understand the
relationship between co-operation in teiams and performance
amongst groups of school administrators (the Senior Man-
agement Team) who are dealing with complex managerial
problems. Under these conditions. it may be difficult to trans-
pose the findings of empirical research to the complexities of

the actual context,
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Yet Another problem evident from the research is the
prevalence of vague reporting (De Meuse and Leibowitz, 1981,
p-359). Details about the precise activities implemented are
not given, and, often, other important items of information.
such as sample size, personnel involved. and the time frame
of the research, are not recorded. This last weakness is an
important one since little research is available into the long
term eftectiveness of team building interventions (Horak et
al.. 1991, p. 700

Returning to our first point. it may be argued that a
critical factor in improving the state of research into team de-
velopment is arriving at an agreed definition of the interven-
tion with standardised activities. This. however. is unlikely
to happen and it may be inadvisable anyway. since the diver-
sity of arproach is both its strength and its attraction to those
who demand its benefits. We now look more closely at prob-

lems with team development.
Problems With Team Development

There are several problems that have emerged from
the practice of planned team development. The first concerns
the ‘eventy that take place. In some ways. the word "interven-
tion” when applied to teambuilding can imply & misleading
note of finality. It should be seen as a process rather than an
isolated activity (Huszczo. p. 1990).

A sccond problem is the nature of the event. Games
and exercises feature prominently in teambuilding training
programmes, and people often remember these vividly. Teire
(1982) sees advantages in moving away from the
organisational problem context. because members often “can’t
see the woad for the trees.” But exercises soon become the
prime focus and an end in themselves. Surely. they should
supplement, rather than replace, realistic development activi-

ties.

A further problem relates to the consultants and fa-
cilitators who generally fead training events. Adair (1986,
p.139) ebserves, somewhat alarmingly, that teambuilding may
have more to do with their (the facilitators) needs and values.
rather than with an analysis of what the team really needs.
Erom this. it is obvious that a rigorous assessment is needed

of whether team development is necessary and. if so. in what
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areas it is needed.

This is an important point, for. not only should team
development ensure an adequate level of all round perfor-
mance, but should also concentrate attention on the particu-
larly weak areas. For example, if relationships are good but
the team never completes tasks on schedule, what is the point
of spending time and effort on enhancing interpersonal har-
mony. Our model below addresses this very issue.

-
L)

Yet another pmhlcni is that tcam development is of-
ten treated as if all teams were the same and with the same
level of experience. We see this as a serious flaw and argue
that team maturity must be a factor to consider in planning

development. Again. this appears as a feature of the model.
Intra- And Inter-Team Development

The emphasis in teambuilding is generally directed at
improvements within the team: improvements in relationships.
in conflict resolution. in decision making and so forth. What
about the way the team operates with other teams? Barner
(1989, p.47) appropriately distinguishes between "intra-tcam
building’ and ‘inter-tcam building'. Inter-team building ef-
forts concentrate on the interface issues between teams. the
problems that they might face in refations because of interde-
pendent functions and responsibilities. Such issues might in-
clude the need to increase the understanding amongst teams
of their respective missions, priorities and roles: of the ways
in which they might service and support each other: of their
interactions in working with external customers and suppli-
ers: and of the application of common work procedures across
interdependent functions.

Many organisations are now making advances in this
arca  Some schools have brought teams of administrators to-
gether with teams of teaching staft to plan ways in which they
can co-ordinate their efforts more effectively and utilise their
respective skitls. Similarly. curriculum teams are working
with other teams to avoid duplication of effort and to seek

ways of optimising resource provision.




A Broad-Based Approach
to Development

So far, we have observed only a confused picture of
team development. The research has yielded little of value
and there are serious problems with the way teambuilding is
seen by school leaders. This is'due largely to an undue em-
phasis being placed on single effectiveness emphases of teams.
In particular. there has been a distinct preference for improv-
ing the personal relationships amongst members of teams. Yet,
where does this get us? What evidence is there to suggest
that engendering cordial relationships automatically leads to
improvements in task performance? It is obviously impor-
tant to ensure a satisfactory level of harmony, but there are
other factors to consider. For example. even the highest level
of friendliness is of little consequence if the organisation has
an intensely competitive reward system that pitches individual
against individual. Thus. development has to be more than
the simple extension of entente cordiale. The complexity of
teams is such that a broader approach to development is needed
and that is why we advocate the adoption of strategies that
incorporate several dimensions or arcas of development. The
approach we describe explains it is possible to effect integra-

tion amongst the different dimensions.

The basis of the madet described below stems from a
distillation of the available literature on team development in
organisations, with an attempt to integrate various foci or
cmphases: from several episodes of small-scale research in
the field: and from intuition and experience of both individual
and team development.

The model has five major propositions:
. Team development is best seen as a multidimensional
construct, where the conditions in one dimension criti-
cally affect the conditions in other dimensions.

19

For effective team development to take place. attempts
must be made to consciously optimise the conditions in
each dimension.

3. Teams need to identify those dimensions that are in need
of attention and to employ appropriate development strat-
egies. Performance will depend on accurate diagnosis.
Relative emphases in dimensional development will be
determined in part by the development level of the team.

Responsibility for team development should lie largely
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with the team itself.

Before these propositions are explained. an explasia-
tinn of soime of the terms used will be helpful. We have used
the word ‘dimension': this refers to an area or focus of devel-
opment. For example, developing interpersonal relationships
would fall in one dimension, whereas attempts to improve
decision making skills would fall in another. We have cho-
sen to call these dimensions: ‘individual’, ‘task’, team’. and

‘organisation’.

The first proposition suggests that these dimensions
are inextricably linked and that it is unrealistic to sec them as
discrete teambuilding foci. They cach have a significant im-
pact on the other. If. for example. interpersonal relations are
unsatisfactory. it is argued that this might have an important
effect on task performance and accomplishment. Conversely,
if the team is unsystematic in its efforts to process tasks and
thereby experiences little success, team morale and relation-
ships amongst members may suffer. Again. if the school prin-
cipal commends one team member on success ind not others,
showing no organisational support for collective cffort. this
will inevitably impact on cohesion, task performance and re-
lationships.

The second proposition states that teams need to have
satisfactory conditions in cach of the dimensions. This is sup-
ported by Buller (1986, p.156): “Teams that address multiple
forces (that is. task. interpersonal, organizational, and so on)
may outperform teams that address only one set of forces such
as task or interpersonal.” The argument here is that an ac-
ceptable level must be reached in each dimension. If rela-
tionships are good. task performance of a high order, and the
skill mix in the team right. there may be impending problems
if the school has no processes in place for supporting team-
work. There must be at least a threshold level of support.
The third proposition, which is closely linked to the previous
one, implies that teams must give attention to dimensions 'se-
lectively'. In other words. it is inadvisable to employ devel-
opment strategies across the board. Some dimensions will
need more attention than others. The team's success, there-
sore. may hinge in part on identifying needs accurately and
applying development efforts to the right dimensions.

The tourth proposition is that the variations in devel-
opment needs may be attributed partly to the level of devel-
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opment (or maturity) of the team. Team membership compo-
sition obviously has an impact on team development needs.
but the degree of maturity of the team as a group is a factor
that is often overlooked.

The final proposition assumes that the team itself is
often in the best position to identify and decide upon its own
developmental focus. Although this does not exclude outside
assistance. advice or analysis. we hold that if teams are to
develop on a continuous basis and are to be responsive to an
unpredictable environment, they should be encouraged to take
charge of their own development. We now return to the con-

cept of dimensions,

The Four Dimensions

Using four categories of development areas is only a
comvenient way of directing our thoughts, The dimensions
are not mutually exclusive and. indeed. we have found no
framework of team development in the literature that satis-
factorily separates areas. This is because the activities that
contribute to a particular aspect of development within any
given area are often related to improvements in other dimen-
sions. For example, if attempts are made to elevate the moti-
vation levels of individuals (we have included that activity in
the ‘individual’ dimension). the effects may be felt in the team
(the 'team’ dimension) and there can be a considerable impact
on the guality of task accomplishment (the "task’ dimension).
It is necessary. therefore. to accept large areas of overlap
amongst the dimensiofis. The model. therefore. is a holistic.
integrated one.

Despite the inter-relatedness, the activities within di-
mensions are more likely to have a major impact on their own
dimensions. For example, by concentrating on development
in a number of task dimension activities, the greatest effect
will be on improvements in the way the task is curried out -

the "task’ dimension.

Buller (1986, p.157) produced a four-factor model that
describes the relation of team building to task performance.
We have extended the model to incorporate more items within
sach factor area. Some of these items may be critical to suc-
cess, We have also added a temporal or maturity dimension.
Teams may be thought to progress through a series of stages of

development. They start off as refatively incohesive and

immature(in teain terms). Some teams, however, progress to
the point of being outstanding in their work. A team that is
mature and effective will require ditferent development em-

Figure 1. An Extended Model of Team development
(Source: Adapted from Buller. 1986)
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these differences and suggests those areus that might need most

attention at any given stage. The list of dimensions and items
is shown in Figure | and the model is shown in Figure 2.

The multidimensional model we present. by taking a
holistic view of team development. follows the approach
adopted by Buller (1986, p.156) and "enhances the likeli-
hood that the team will identify and sclve critical debilitating
problems, and thereby function more effectively. Moreover,
by developing a general problem solving capacity within the
tcam, the problem solving approach may foster continued
performance etfectiveness after the formal team building in-

tervention is concluded.”

You will recall that our final proposition in the model
wils that teams should be responsible. in large part. for their
own development. Whilst consultants have played a promi-
nent part in diagnosing problems, we are advocating a broader
approach in which teams diagnose their own needs and then
plan strategies to improve performance. Arguably, the most
worthwhile development comes from the team itself and not
from outside. Teams should aim for internal and external
relationships that encourage constant learning and develop-
ment within the team and. as far as possible. this should be
self-guided. Of course. appropriate development efforts de-

pend on accurate diagnosis of critical problems.
Diagnosis

In the diagnostic approach. the team identifies prob-
lem areas, gathers data to aid the process. then devises strate-
gies to reduce or remove the deficiencies. By attacking the
major problems, the process is economical. Unnecessary ef-
fort is not expended on those dimensions that provide little or

no hindrance to effective performance.

As we mentioned earlier. many team development
episodes are led by expert consultants who have preferences
in terms of & tcambuilding focus. There is little diagnosis.
Consequently. problems may be tackled that don't really exist
and teams end up with a narrow range of skills, usually in the

interpersonal area. -
Tolle (1988, p.279) appropriately questions whether
the improvement of interpersonal corpetencies amongst man-

agement teams will really impact on the operational perfor-
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mance of the organisation. He goes on to note "anything fur-
ther than this is pure happenstance unless diagnosis of the
organization's ills has determined the cause to be the under-
development or use of interpersonal skills among the team
members. Otherwise. the organization with operational prob-
lems before team building will likely have many of the same
problems after team building except that the team members
will behave in a more friendly and co-operative way."

Consultants’ preferences explain one reason for inac-
curate or no diagnosis. There may be other reasons. For in-
stance. conflict may be stirred up when the more searching
diagnostic questions are asked. Also. those involved in di-
recting development may not possess the skills to engage in
data gathering and analysis.

Diagnosis should be part of a regular pattern for the
team. Especially in permanently formed teams. there should
exist a ‘challenge’ mentality. Members should be scanning
continually both the internal and external environment in an
effort to predict and identify problems or challenges. Interms
of development. diagnosis can be seen as crossing and in-
cluding task. individual. group and organisational dimensions
depending on the needs of the team, Constant scanning and
diagnosis allows problems to be identified in one or more
domains. thereby facilitating development planning.

Conclusion

We have attempted to demonstrate that team devel-
opment necessitates a diagnosis of problems affecting perfor-
mance in several areas or 'dimensions’. Accurate diagnosis
ensures that development interventions are economical and
productive. At the same time, development should ensure at
least adequate levels of performance in all dimensions of the
team's operation. A further consideration in any diagnostic
process must be the development or maturity level of the team.
More mature teams are likely to need development in certain
dimensions, While the diagnosis of problems from outsiders
may be useful on occasions. the team should take responsibil-
ity for its own development: this is the only way of providing
for long term effective development and performance.

Team development is concerned. amongst other
things. with having the right individuals with appropriate skills,

with systematic approaches to task accomplishment, with ef-
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fective interpersonal and communication processes, and with
a high degree of support from the school. In other words, it
has to be seen from a multidimensional perspective. Only by
integrating these perspectives, we would argue, can true de-
velopment take place, development that might lead over time
to worthwhile improvements in team and organisational per-
formance.
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Change In Education And Social Involvement--Hong Kong Experience
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Managing Tutors in Distance Education :
Further Issues for Consideration

Kenneth Chao Chee-kwong
The Open Learning Institute of Hong Kong

In the light of the author’s practicat experience m montoring wtors in a distance-learnmg institation,
bemg both course coordinator/planner and an acadenue in the field of organsation and management, turther issues
for considerution or debate on the hest/effective way s o monitor or manage’ utors was highlighted drawing refer-
ence to various theories and concepts of management.

ttis not the intention of the author to adsocate iy particutar approach for tutar monitoring or o demon-
strate the etfectiveness of uny particutar nunragemient theory. Rather it s the view of the author that atuable msights
cant be gamed from management theories and thimking which may help or guide the admmistraions of distance

education i designing etfective strategies and padicies tor distance-learning or traditional educationat institutions

E

including monitoring of uinors.
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Introduction

In the last issue of the New Horizon Mr. James Tong,
my former collcague. published in this journal a commentary
on Managing Tutors in Distance Education highlighting vari-
ous operational procedures or administrative measures in plice
in the Open Learning Institute of Hong Kong (OL1) for moni-
toring performance of tutors employed by OLI{J. Tong, 1994).
Tutors play an important role i the OLI as they are required
to attend tutorial sessions to answer students’ enquiries on the
subject matter and mark students' assignments. Notable mea-
sures in tutor monitoring include inspection visits to tutorials,
monitoring of sumple assignments marked by tutors and tum-
around time of marked assignments ete. amongst other less
important ones. In its pursuit for continuous improvement and
quality assurance the OLI has now decided to adopt a more
vigorous approach to the tutor monitoring process. In the light
of the author's practica! experience in monitoring tutors being
both course coordinator/planner for four vears in addition to
the dual role of being an academic in the field of organisation
and manage ment, human resonrce management in particular,
the author wishes to highlight in this article further issues for

consideration or debatte on the best ways to monitor or man-
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age tutors by examining the applicability of certain manage-
ment concepts and principles to tutor monitoring.

The author acknowledges that management theories and
thinking is a basic "guideline” for the administrators in the
field of adult education and shouid have long been accepted
or adopted by most institutions of adult education. Neverthe-
fess it is still valuable to point out in what important aspects
the theories and concepts can be usefully applied . The article
should be particularly helpful to those who recently joined
the adult education profession with academic background and
training in other fields rather than management or adminis-
tration,

Contingency Approach to Tutor
Monitoring?

In management theory, contingency approach is one
of the important perspectives which adds to our understand-
ing that "certain management technique that best contributes
to the attainment of organisational goals might vary in differ-
ent types of situations on circumstances” (J. Stoner and R.

Ot
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Freeman. 1992: 480). In other words, the manager's task is to
identify or find out which method will work besi "in a par-
ticular situation. circumstances aind at a particular time” (J.
Stoner and R. Freeman, 1992; 47). With this perspective in
mind. it is possible to evaluate whether a particular tutor moni-
toring strategy is appropriate by careful consideration of the

background. environmental and various situational factors.

For illustrative purpose, consider increased inspection
visits 10 tutorials as a strategy to improve tutor monitoring.

The relevant issues are:

#  What is the main purpose of inspection visits 7 To ensure
punctuality of the tutors. to make up for the class in case
of tutor's unexpected absence. to ask and obtain feedback
from students on the spot or to sit-in the tutorial class
with students together to evajuate the in-class tutoring
skills of the tutors? The relative priority of different ob-
jective will clearly dictate the needs/ frequency of inspec-
tion visits and whether the inspection should be carried
out by an academic staff, an administrative staff or justa
clerical/manual statf.

The above consideration is further compounded by the
fact that measurement or assessment of tutor's perfor-
mance i class is difficult, if not impaossible, by mainly
observational visits to tutorials. Tutors' performance dur-
ing tutorials can be classified as 'university teaching’ where
it is difficult to prescribe 'standardised operating proce-
dures’ (J. Stoner and R. Freeman, 1992: 481) or measure-
ment yardstick. Tutors may themselves adopt a contin-
gent approach and fine-tune their styles/methods of in-
struction to suit the particular groups of students under
their care and it is difficult to assess them relying only on
a few visits without adequate knowledge of students’ back-
ground. learning style and preferences.

Tutors' expectation and relevant culture also can not he
ignored. As professional people especrally tutors respon-
sible for higher-level courses. tutors may resent /dislike
undue or frequent inspection visits 1o tutorials (sit-in in
particular) by the administr tive staff (or even academic
staff) from the administration, Tutors may feel that there
is lack of trust in them and tha their professionat compe-
tence and integrity is unjustifiably challenged. The im-

portant message is that the design of wtor monitoring

3
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mechanism must be more or less in line with tutors’ ex-

pectation and take into account their accustomed culture.

Although presented mainly as academic discussions
some of the above issues were actually practical problems
confronting the author and colleagues for which decisions had
to be made on how best to monitor tutors.

Relational Approach to Tutor
Monitoring?

In close connection with the contingency theory of
management the situational leadership theory is of signifi-
cant interest (P. Hersey & K. Blanchard, 1988) which holds
that the most effective teadership style varies with the "matu-
rity” of subordinates. "Maturity" is defined as "desire for
achievement. willingness tv. accept responsibility, task-related
ability and experience, not "age or emotional stability” (P.
Hersey & K. Blanchard, 1988: 173) Viewed in this perspec-
tive, there should be different treatment or motivational tech-
niques for new and experienced tutors or tutors that could be
at least loosely classified/identified as Theory X or Theory Y
cmployees, in the design of tutor monitoring strategies. Ac-
cording 1o Douglas McGregor. Theory X employees are those
who must be motivated by force, money or praise other than
intrinsic nature of the work itself’ whereas Theory Y employ-
ces are those inherently motivated to perform. It is clear that
the " matured” or Theory Y employees would require a moni-
toring strategy based on trust, support and more participative
relationship whereas the relatively “inexperienced” or Theory
X employees would require a monitoring strategy based on
more frequent inspection, regulation and more directive rela-
tionship.

The Theory X and Theory Y concepts facilitated the
author in making use of it as an additional tool for tutor moni-
toring. The tutors were classified and the monitoring strate-
gies designed accordingly based on information obtained di-
rectly from tutors (such as recruitment interviews, tutors’» x-
perience/ hackground), author's own observation and feed-

back from students.

Apart from the obvious advantage of saving time in
reducing some unnecessary inspection visits to Theory Y tu-

tors 1o ensure punctuatity etc. the author was pleased to report




that the overall motivation and performance of all tutors (both
Theory X and Y tutors) appeared to have improved (judging
from students' feedback and author's own observation on
scriptmarking and in-class performance ete) because of the
author's discrimi-atory approach! It was most likely that the

positive findings were caused by the increased attention of

the author with different focus geared to the different needs
(or inadequacies) of the two types of tutors. For the X-type,
they were found to welcome more guidance and advice
whereas the Y-type revealed that they welcome more encour-
agement and participation but some of them were not very

receptive to close supervision and monitoring.

Notwithstanding what has been discussed above about
the relative emphasis on the use of ditferent monitoring strat-
egies (or motivational technique) for monitoring different cat-
egories of tutors, the need to maintain and foster high-quality
satisfying relationship with all categories of tutors is the same
and of paramount importance. The role of relationship in suc-
cessful marketing has in the past few years become promi-
nent and recognized as "potent source of competitive advan-
tage” (D. Baflantyne, 1994: 4) which emphasized on "people
and processes to build on-going relations with customers, dis-
tributors”. suppliers cte.”. It is the view of this author that qual-
ity relationship is at least as important in tutor monitoring as
in marketing, if not more signiticant. In a distance-learning
institutions such as the OLI. students are our customers. and
tutors can be regarded as our agents. distributors or suppliers
of knowledge. In the light of the author's cxperience, major
potential benefits of a high-quality relationship with tutors
include the following:-

Good relationship and trust encourages communication,
Tutors would be more willing to provide useful and hon-
est feedback on course materials. students' performance
and reactions and other matters related to tutorials with-
out need for defensive behaviour or fear of being seen as

offensive,

Tutors would also be more self -disciplined (in heeping
of time. marking of assignments ete.) and motivated in
the course of carrying out their duties. The report/rela-
tionship established between the tutors and their supervi-
sors. in this case the authors, would be an effective inter-
nal driving force tor the conscientious tutors to carry out

their duties in a professional manner so as not to betray
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the relationship established between them.
* Tutors would also be more willing to help 2: ™ {ake up
additional work in case of emergencies. An example be-
ing the case of suddenfunexpected absence or delay of a
particular tutor in attending tutorial session other tutors
holding another class at the same venue and time would
be happy to take over the group of students of that par-
ticular tutor although without additional benefits, finan-
cial or otherwise. The satisfying relationship established
with tutors may facilitate or contribute to better relations
amongst tutors themselves. On the other hand it may also
lead to development of a culture where self-monitoring
and mutual cooperation is a norm which undoubtedly is
helpful to their supervisors - in this case the author.

Strategic Approach to Tutor
Monitoring?

In management one of the definition of 'Strategy’ is

"the pattern of the organisation’s response to environment over

time” (J. Stoner and R. Freeman. 1992: 194) taken into ac-

count resources available at its disposal and the strengths and
weaknesses of the organisation. In a broad sense the contin-
gencey approach and relationship approach described above
can also be classitied or considered as a kind of strategic ap-
proach as both approaches would need careful scanning of
the environmental factors. consideration of appropriateness
of a tutor monitoring design and deliberation on resource is-
sues. In particular relationship approach relies heavily on the
feedback, self-control and goodwill of tutors to relieve the
administrative burden of the administrators (i.e. authors in
this article) to impose frequent check and inspection which
would not be so important if there is ample resources avail-
able for disposal by the administration.

The author would like to highlight two more impor-
tant but inter-related management concepts to demonstrate
the usefulness of taking a strategic approuch in tutor monitor-
ing/control - identification of hey performance area and stra-
tegic control points. In tutor monitoring key performance area
refers to aspects of their work which retlect goad quality of
an ideal tutor and strategic control points refer to the critical
points in & certain key performance areas ” where monitoring

or information collecting should occur” (J. Stoner and R. Free-
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man, 1992: 607) in order to check performance and ensure
standards. For example. if one of the key performance area is
skills in leading tutorials or facilitating discussion strategic
control points may be tutors’ actual performance during tuto-
rials for which checking on tutor's punctuality is clearly in-
sufficient. Observation of tutor in-class. by sitting-in may also
be insufficient by itself as the so-called Hawthorne eftect may
be at play and the tutor may have rehearsed very hard before
the visit to give an exceptional performance. or the tutor may
become so nervous that the show is below average! As a brief
ilfustration, a comprehensive approach was adopted by the
author and OLI to monitor tutors. The general controt points
would include checking on punctuality. in-class performance
and monitoring on tutors’ assignment marking standards, Sta-
tistical reports for each assignments were also generated to
compare average assignment scores and score distribution of
each tutor group so that lenient or severe tutors/markers can
be identified and improvement or deterioration over the course
duration can be monitored. However the critical control points
for each tutor varies as their strengths and wenknesses (or
‘competencics’) differed. Having identified the 5. zic and
critical control points it is possible to devote more efforts on
the parts which would need improvements and to save efforts
on those aspects which were already good enough. For ex-

ample a tutor may be wek in 'in-class' performance’ but nof

time-keeping or assignment marking so more efforts could be
focused on how best to help this tutor in delivering lectures or
tutorials.

1t is not possible without describing at length or in-
volving minute details how strategic approach can help in tu-
tor monitoring. It is also not the inteation of the author to do
so. The point is that the example shows clearly that. to be
effective in monitoring tutors, careful identification of key

performance areas and selection of appropriate checking points

Author

(or control points) is important as otherwise valuable resource
may be wasted and the result or data/information gathered
may not be reliable or reflect the whole situation.

Conclusion

The paper has highlighted some management concepts
and principles for debate or consideration by distance educa-
tion administrators in designing of tutor monitoring strate-
gies. It is not the intention of the author to advocate any par-
ticular approach for tutor monitoring or to demonstrate the
effectiveness of any particular management theory. Rather it
is the view of the suthor that we can gain some valuable in-
sights from management theories which may help or guide us
in the administration of distance education including tutor
monitoring. and we should not overlook the possible contri-
butions from the wealth of management thinking and ideas
which can be applied to distance education as well.
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Students' Misconceptions in Solving Mechanics Problems ’

Lo Lam Fat
Chinese University of Hong Kong

Auyeung Po See
SKH Leung Kwai Yee
Secondary School

The present study is intended 1o investigate further into the mature of stidents” misconeeptions i solving
mechames problenis by 2inang i misconception test w 70 secondary -3 students m- i gosemmient-sibsithized school
obaverage whily The resalts from analy zing all stem responses siow that ¢ sarious misconcepts an mechanics
exist ranging from the lowest of 214 to the highest of 9647 of suidents commutting a particalar miscancept & and
(21 high-abihity group has sigmifieantly fess miisconcepts thim as erage-abibity and low abihity groups. while the

latter two groups are mait significantly ditderent m the number of msconcepts committed
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1t has been reported in past studies that students” dif- - ing of the concepts,
ficultics in learning physics are associated with their miscon-

ceptions about physics, These misconceptions are categorized In order to assist students in counteracting their exist-

as ‘common sense” errors {Champagne. Gunstone & Klopfer.
1983: Halloun & Hestenes. 1985: Osborne. 1980: Viennot,
1979). ‘Impetus’ influence (Clement. 1982: McCloskey. 1983
McCloskey. Kohl & Washburn, 1981),

tion (Maloney, 1984), or ‘Centre-permanence’ crror (AuYeung.

‘Dominance’ orienta-

1989). These categories are not mutuaily exclusive but repre-
sent what rescarchers focus on their studies. The importance
of these misconceptions in learning is that they have negative
effects on student learning (Novak, 1977, 1987). They exidt
in students” cognitive structure in carly schooling (Oshorne,
1984) and they are persistent through later years. even in un-

dergraduate years. (Champagne. Klopfer & Anderson. 1980y

How do misconceptions influence learning? Clement
(1981 explained that students transform in an active way what
they learn in class in harmony with the misconeepts they have
possessed before class. Claxton (1987) proposed that miscon-

ceptions form minithearies whicli filter students” understand-

O

ing misconceptions and improving their understanding of
subject matters. instructional programs and experiments have
been designed with a cenain degree of success (Champagne.
Klopfer & Gunstone. 1981, 1082: Champagne. Klopfer &
1980: Confrey 1980: Driver & Bell. 19862 Novak.

1987). These programs provide learning strategies to chal-

Solomon.
lenge the misconceptions of science held by many students.

The present study is intended to investigate further
the nature of student misconceptions in mechanics, Specifi-

cally. it aims at analyzing:

(1 To what

extent students are influenced by different
misconcepts when solving mechanies problems.

(2) Whether there are differences in misconeepts between
high. average and low scores of i mechanics test,

(3) What causes students' nrisconeeptions when sofving

mechanics problems,
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It is hoped that the findings trom the study will con-
tribute to a better understanding of the learning difticulties
in mecha' - the improvement of instructional design in the
subject maaer. and development of more effective physics

curriculi.
METHOD

Instrument

A 24-item. 4-choice achieyement test was constructed
to measure students’ misconcepts in mechanics (see Appen-
din A). These items were derived trom various sources and
they were particularly selected for assessing 11 misconcepts
(see Appendia B) about students' understanding of basic con-

cepts and principles in force and motion. Each item has only

one correct answer corresponding to a good understanding of

the concept involved and three incorrect answers. one of which
reveals a particular misconcept related to the item. All items
were written at a readability level for average junior second-
ary students and were provided with simple schematic dia-
grams {(~ee Appendix C). The student was required to indi-
cate histher choice of answer to cach item and hisfher expla-
nation for making the choice in the answer book provided
(see Appendix D). The test was pilot tested beforchand and
revised according to the feedback from the test results regard-
e wording and item characteristics. The content validity of
the test wins rated as satisfactory by two university lecturers
who were experienced instructors of the physics method course
and cxperienced supervisors of practical teaching in physics.
The reliability of the test was wso tound satistactory (Cronbach
0.79).

alphe

Subjects and Administration o
Test and Interviews

Two secondary 5 intact classes from an urban sec-
ondary school with government subsidy and average aca-
demic standard. cach having 35 students aged 16 plus, were
randomty sefected to take the 24-item misconception test.
There were altogether 70 students in the sample. These stu-
dents had previously learned the concepts and principles con-
tained in the test. They were not given prior notice of the test.

They finished the test within 80 minutes. which were reported

6

5
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to be sufficient for every testee.

Prior to the administration of the misconception test,
all sampled students took the internal school examination in
physics. They were ranked according to their total scores of
correct responses in the physics test. Students in th: top 20%
of the ranking list were classitied as high-ability group: those
of bottom 20% as low-ability group: and those of middle 20%
as the medium-ability group. Each ability group consisted of
14 students. Students with rankings between high-ability and
medium-ability groups and between medium-ability and low-
ability groups were discarded in order to reduce inaccurate

classification ot ability groups.

Eight students were selected from the 70 testees for
individual interview. which was designed to find out how they
arrived at the solution for cach item in the misconeeption
test. These interviewees included two from the high-ability
group. four from the medium-ability group and two from the
tow-ability group. all were randomly drawn from their respec-
tive groups. Each interview took about three hours to com-

plete.

RESULTS

Frequencies of Misconcepts

Table | shows the frequency counts of students who
have committed each misconcept in the test. ranging from
96.2%% (the greatest) for the misconcept 'Motion implies a force’
to 21.4% (the smallest) for the misconcept 'Object falls straight
down when released trom action”. Qut of the 11 misconcepts
in the test. three were committed by over 80% of students and

seven were committed by over 60% of students.
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Comparison among High-Ability, Medium-
Ability and Low-Ability Groups

Table 2 shows the chi-square vatues to test the difter-
cnice in number of misconcepts committed in cach of the 24
items in the misconeeption test among the three ability groups.
Out of the 1 misconcepts, group difference was signiticant
in all corresponding items of only one misconcept. i.c. M8,
and part of the corresponding items of three misconcepts, i.e.
M1, M2 and M.

Further analysis using chi-square statistic to detect
differences between two groups shows that the differences in
Table 2 are attributable to the differences between high-abil-

ity and low- ability groups Gin all five items) and between

O
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high-ability and medium-ability groups (except in item 2(h

but not between medium- ability and low -ubility groups.

Tublc 2
Chi-Spuare ¥ alues among High-Abiity. Medium-Ability and Lo

ability Groups
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Protocol Analysis on Causes of Misconceptions

The protocols were from two sources. viz. explana-
tions given by the 70 students in their answer books of the
misconeeption test and the written records submitted by the
inferviewers after interviewing the eight selected students. A
carefut analysis of the protocols reveal that the most common
cyplanation for committing misconcepts in the ‘Force and
Motion® test was a ‘'common sense’ belief, which simply
seemed apparent to them. Although the misconcepts might
not be correct explanations of physical phenomena. they were
seemingly convineing. A second popular reason for commit-
ting misconeepts was their experiences in daily tite. Since the
misconcepts appeared to be true in daity life, they thought
that there should not be “good reasons” for not aceepting them.,
Another reason given by them was their preconeeptions ac-
quired from previous experiences. When faced with the prob-
lems which required abstraet thinking, their explanation for
committing misconcepts was their intuition or spontancous
reasoning, which they were not sure of its correctness but
which they could come up with at once. The above causes of
misconceptions were not mutuatly exclusive but they were
offered by the students as explanations for committing the

mitconcepts.

Lo
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CONCLUSION

The present study contirms the findings from many
previous research investigations. Although students have
learned physics for anumber of years. they stifl live with vari-
ous misconcepts. Despite the fact that they have learned. dis-
cussed and experimented with the errors of the misconcepts
in previous classes, these misconeepts still persist throughout
their fater vears of schooling. A good teacher should be aware
of students’ existing misconcepts, prepare with patience and
ingenuity to correct their misconcepts in and outside bisfher
classes, and try to change students” misconeepts. For example.
many students believe that a object falling trom a high posi-
tion would acquire a greater force when it comes closer to the
ground even though they have fearned Newton' Second Law
in class. By telling the students that they are wrong because
this misconcept will violate Newton's Second Law, a great
nember of them will still make the same mistake repeatedly
over a long period of time. It the teacher can use ditferent
samples to counteract this misconcept over and over again,
the students will have a better chance to correct their

misconeept at an carlier time.

The present study reveals that misconcepts exist not
only in low-ability students but also in students of other abili-
ties. Therefore. there is no excuse for a good teacher to con-
centrate on low-ability students for correcting their
misconcepls or, adversely, to give up on low-ubility students
to concentrate on high-ability students. A good teacher should
always take care of all histher students with different strate-

gies for different abilities.

The present study sets out a prelimmary step to tackle
students’ fearning problems in terms of misconceptions in the
local context. Further rescarch is needed to go deeper into the
understanding of the processes of varifus misconcepts com-
mitted by Hong Kong students and the solutions for correct-

ing them.
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Appendix B

Test Items, Misconcepts and Sources

Item # Misconcept
1&4 Reaction passes through
centre of mass
2&20 Lighter object reaches higher
when projected
3,7&8 Object falls straight down
when released
518 Pusher exerts greater force
on pushee
6&13 Greater force implies greater
speed
9&14 Greater mass exerts greater
force
10&21 Object at a lowers position
is heavier
11519 Circulating object moves
curvilinearly whe~ r~leased
12,15, Motion implies force
&24
16822 Friction opposes centre of
gravity
17823 Heavier object falls faster
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Appendix A
Illustrative Items in the 'Force and Xotion' Test
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Sources
AuYeung (1989); Hong
Kong Examinations
Authority (1984)

Hong Kong Examinations
Authority (1979)
Green et al.(1982);
Closkey (1982); Mc-~

Closkey et al., (1981)
AuYeung (1989); Minstr-

ell & Stimpson {(1986)
Clement (1979)

Mc-

AuYeung (1989); Minstr-
ell & Stimpson (1986)
Gunstone & White (1981);
Watts & 2ylbersztajn

(1981)
McCloskey et al. (1981)
Clement (1979); Watts &

Z2ylbersztajn (1981)
AuYeung (1989}

Champagne et al. (1981)
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Envirarentd education ha s been given a higher pnionty on the educinonal agenda in secent dears in
Hong Keng This papet 1ev e s thie strdies onens nonmentad edication nosecondary schooks with special reference
10 the contribution of secondary schom geography towards env ironental edugation. The sudies show that only
imined aumber of schools had cire mlated and discussed the Gundelines on Ensromuental Fducation i Schouls
Insulficient attentan is given 1o ihe co-ardimation of environmental education © and the coninbution of geograpl
curnienba o ecdicion abom the ens wonmens s substantial compared wath education m/threugh and for the environ-
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Introduction ' Biology. Integrated Science and Social Studies at the second-
ary level (Lai. 1978 Fung & Lee. 19901 The year 1988 wit-

o ) ) . nessed some change when the Education Department (1988)
his paper survess the state of the art in environmen- . . . .
: announced the introduction of a school-based curriculum

tal education in Hong Kong secondary schools. The first part . . L .
N T o project scheme which suggested project titles such as " Pollu-
outlines the general pattern of environmental education in . . . “w T
| l il | ; | tion problemis in Hong Kong' and “Water poliution in River
secondary schools, whilst the second part focuses anthe spe- . . . .
1eany sehe it these P ! l Ho Chung’. The publication of the White Paper on "Pollution
cilic contribution of secondary school geography towards . - . .
) : = ) in Hong Kong: A time to act”™ in [989 gave further impetus o
environmental education, . o .
the promotion of environmental education. More recently. the

] ) Curriculum Development Council (CDC. 1992) issued the
In recent sears in Hong Kong. envivonmental prob- . Lo . .
o ) . Guidelimes on environmental education in schools’ thereat-
lenis hinve become pressing issues ol concern. Despite the . e .
= . . ter referred to as " Guidelines') o help strengthen the imple-
concerted efferts by the government to alleviate pollution prob- . L. . .
) o . . mentation of environmental cducation. As environmentat edu-
[ems. enyironmentalism in Hong Kong can be characterised . . . . .
. i . cation has been given a higher priority on the educational
as “demand driven®. In practice. this means that the gavern- . . .
o ) . A agenda onty in recent vears, there is @ dearth of rescarch stud-
ment re-examines its environmentally sensitive decisionsin . o . . .
) ) ies on this topic in Hong Kong. It is against this background
response to public concern and complaints (Kwong, 1990), . .
) ) ) } ) ) that the present report of research on environmental educa-
Such a "demand driven” orientation towards environmental S .
) ) o tion in secondary schools is conducted. It must be stressed
management is exacerbated by the adoption of a "command . L. )
) ) . . that the titerature under review is not exhaustive.
and coitrol” talias burcaucratic control) strategy in which the

etvromne tal decision-making process is not open t public . . s
serutyan, 19930, Laws aimed atdeterring environmen- Environmental Education in Sec-

tal degrade. - are often watered down,

ondary Schools: A general pattern

Until recently . the government had not done much to

. Lo In response to the publication of the "Guidelines'. a
promote environmental education in sehools, although eco-

. . . . . (uestionnaire study in 1993 attempted to find out the status of
Jogical and environmental studics have long been included in

. - . environmental education in Hong Kong secondary schools
hoth the teaching and examination syilbuses of Geography. * ;
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and the Kinds of assistance needed fer its development and
improvement (Fung & Lee. 1993). Th&respondents were the
principals or environmental education co-ordinators. A 504
quasi random sample was used. involving 233 schools. One
hundred and fifty-five schools responded. producing a re-
sponse rate of 66.5% . The study focused on the institutionat
commitment to environmental education. the status of envi-
ronmentat education in the formal curriculum, the lear 'ing
activities organised through the informat curriculum and the

assistance needed by schools.

Institutional conunitment

The results showed that only 7 out of 155 schools
(4.5¢) had circulated the "Guidelines” and held discussions
about the document among the staff. whilst the nujority
(76.8%) hud onty circulated it. 1t was discouraging to find
that 29 schools (18.74) had not even circalated the docu-
ment. In addition, 65 out of 155 schools (41.9%) assigned
one of their staftf to be in charge of environmental education
and 38 schools (24.5% ) set up 4 committee for planning and
co-ordinating environmental education activities. Twenty-one
schools (13.5) indicated that they would appoint a co-
ordinator and 29 schools (18.74 ) would sct up a committee
to ook after environmental education betore | August 1994,
These figures suggest that about halt of the schools still have
ot given adequate attention to the co-ordination of environ-
mentat education recommended by the Education Department
(CDC. 1992, p 25). -

The status of environmmental education in the formal

and informal curriculum

Asregards the ways of delivering environmenad edu-
cation in the formal curriculum. only 7 out of 155 schools
(4.5% ) offered a distinet programme of environmentat edu-
cation. As many as 107 schools (69.076) howeser, had at-

tempted to incorporate environmentat cducation into existing

moral, civie or religious education programmes. Eights -four

schoors (5429 ) reported that environmental ezducation was
systenwatically and purposefully taught in school subjects such
as Social Studies. Integrated Science. Geography and Biol-
ogy. Nonetheless, 14 schools (9.0¢4 ) replied that they did not
teach environmental education at alt in their tormat curricu-
lum. Finally. only 5 schaols (3.29%) reported that they had

participated in i school-based curricatum development project

Q
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which was refated to environmental edication.

Among the school activities organised in 1991-92 and
planned for 1992-93. four were found to be very common: (a)
visits to Island House Conservation Centre, Mai Po Marshes.
Kadooric’s Farm, etc.: (by ficld-trips; (¢) board displays. ex-
hibitions, ete.: and (d) talks. video shows, etc. Moderately
common activities included competitions and campaigns, visits
o muscums and exhibitions, and visits to country parks. The
least common activities were: visits o gardens. zoos and ur-
ban parks. visits to factories. institutions. ete. and camping.
Regarding the total number of environmental education ac-
tivities organised in 199192 and planned for 199293, the

mades are 4 (21 responses) and 3 (26 responses) respectively.

Assistance needed for improving and developing
environmertal education

It was interesting to note that the perecived need for
teaching aids and materials was highlighted most strongly as
arcas for assistance. This was followed by the recognition of
the importance of environmetal education amongst the stalf
and then the need for expertise in environmental education
on the part of teachers. Respondents also expressed the needs
for carriculum guides. ficld equipment. school management

support and community support.

Some discernible patterns

Cross-tabulation of results reveals a positive relation-
ship between the treatment of the " Guidetines’ and the status
of environmental education in the formal curriculam. The re-
sults show that none of the schools which circulated the
“Cuidelines' among the staff have totally igrored environmen-
tat education. Furthermore. the results suggest that whilst most
of the schools which offer some environmentad education in
the format curricutum circulated the " Guidelines'. only about
hatt of those which do not offer any envircnmental education

did so.

The results of the study suggest that eavironmental
education has not received necessary attention in Hong Kong
secondary schools. Few schools offered i distinet programme
on environmental education. The majority, towever, made
efforts to incorporate environmental education into the exist-

ing moral, civie or religious education programmes as well as
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through schools subjccls such as Social Studies, Integrated
Studies, Biology and Geography.

The rest o this paper discusses the contribution of a
school subject, Geography. towards environmental education.
Geography is set up as a case study because it is one of the
most involved subjecty’in promoting environmental educa-

tion and also environment is its subject focus.

The Contribution of Secondary
School Geography Towards Envi-
ronmental Education

Juish (1986) holds that Geography is the environmen-
tal subject pa: excellence. whilst others, su b as Mason and
Kuhn (1971) and Smith (1978) are less convineed. It is clear.
nonctheless. that as Stimpson (1992) and Biddle (1990) sug -
gest. environmental education is a perspeetive that can and

should be incorporated into the geography curriculum,

Lucas (1980) and other scholars (Robottom. 1987:
Stimpson. 1992: Yau, 1992) suggest that the nature of envi-
ronmental edueation (both through and beyond the geogra-
phy curriculum) enconpasses a definitional tripartite clussi-
fication of education about. in (or through) and for the envi-
ronment. Education about the environment refers to the envi-
ronment as a subjeet for investigation and involves the provi-
ston of information on environmental issues and the teaching
of appropriate technical and inteflectuat <kiils. Education in
(or throug/n the environment is the use of real-life situations
as & basis for inquiry learning. Education for the environment
involves investigating and elarifying environmentat view-
points and values. environmental problem-solving and taking
environmental action. In general. educators adopting «
technocentric perspective are inelined to believe that the three
Kinds of environmental edueation are complementary and in-
terrefated. On the other hand. protagonists of a critical,

ecocentric perspective deny ecleeticisin and regard education

for the environment as the genuine and ultimate form of envi-

Q

ronmental education (Robottom. 1987: Fien. 1993),

Environmental education through the geography cur-
riculum operates at different levels. Goodlad (in MeNeil. 1990)
recognises: () the ideal curricutum -- the triad of education

about, in/through and for the environment in the case of envi-
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ronmental education: (b the formal curriculum -- curriculum
guides and syllabi, for example. approved by the government:
(¢) the perecived curricutum -- what the teachers perccive the
curriculum to be: (d) the operational er instructional carricu-
tum -- what actually happens in the classroom; and (e) the
experiential curriculum -- what students derive from. and how
they perceive the operational curricutum. The paper will dis-
cuss the results of sclected studies at ditferent levels of geog-
raphy curriculum in refation to their contributions towards

environmental education.

In Hong Kong. two centralised agencies are mainly
responsible tor the identification, development and promo-
tion of new or revised educational programmes or curricuta
in Hong Kong: the Curricutum Development Council (CDC.
formeriy Curriculum Development Committee) and the Hong
Kong Examinations Authority (HKEA). The former produces
the syHabuses for Geography (Forms I-1IL TV-V, Sixth Form)
and the fatter produces the Hong Kong Certificate of Educa-
tion (HKCE) and v Hong Kong Advanced Level (HKAL)

Geography examina on sylabuses.

Official syllabuses

According to the levels of eurriculum suggested by
Goodlad. these official and recommended syliabuses repre-
sent the formal curricula of school geography . Yau (1992)
anaiysed the CDC syllabus for Certificate geography and con-
cluded that all 26 themes in the syllabus e about the envi-
ronment. Lee (1993b) compared its content with the database
suggested in Hanselman et al’s (1990) Essential Learnings
handbook and the results reveal that all the themes are found
to match with some of the categories that experts have agreed
1o form a conerete understanding about the environment (Table
1). Furthermore, cognitive. psychomotor and affective objec-
tives pertinent to environmental education are included in the
syllubus. Amongst these objeetives, environmental knowledge.
skills, and awareness are emphasised. For example. students
are expected to “be aware of the responsibility of @ citizen in
alleviating energy conservation. urban and pollution problems’
(CDC. 1984, p.50- 53).

However. action as an integral component of envi-
ronmental education. which provides students with cpportu-
nities to be actively involved at all tevels (e.g. in the local

community) in working towards the resolution of education
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Sor the environment. scems neglected. With regard to educa-  the senior secondary geography curriculum is likely to con-

tion in the environment. fieldwork in the geography curricu-  tribute significantly to education about, in and for the envi-
tum. however. is not obligatory and only encouraged to be  ronment. Its content, however. is predominantly conducive to

conducted whenever possible in the themes of landforms.  education about the environment whilst education in and for

tarming systems and urban land uses. It seems apparent that

the environment are relgtively under-emphasised.

Table ! Environmental education through senior secondary geography curriculum (adapted from Yau, 1992)

Theme and topic ABOUT the environment Essential learning | Themes Themes specially
categories recommended to be | recommended to be studied
(Hanselman etal, | studied IN the *¢, may possibly be
1990) for environment (Field | studied FOR the
environmental Studies (F.S.)) cnvironment * (with
cducation selected concepts)
1. Land
A. Landforms
1. Mountain building
2. Rocks Land & Soil
3. Denudation Hong Kong (F.S.)
4. Rivers Hong Kong (F.S.)
5. Coasts Hong Kong (F.S.)
B. Weather and climate
1 Elements of climate.
2. Climate of Hong Kong Weather & climate | Hong Kong
3. lnterpretation of Hong Kong weather maps Hong Kong
C. Ecosystems Ecosystems - * (Intcraction)
11. Population
A. Factors affecting growth and sizc Hong Kong
B. Composition and structure Population factors | Hong Kong
C. Distribution :
D. Problems and solutions ** (Overpopulation)
Itl. Man-land Relationships
A. Agricultural activities
). Farming system Hong Kong (F.S.)
2. Intensive and extensive farming Agriculturs
3. Overcoming constraints on farming Hong Kong ** (Conscrvation)
B. Manufacturing activitics
1. Factors affecting industrial location Manufacturing &
technology
2. Changes in industrial development Hong Kong
C. Urban scttlements
I. Urban processes
2. Urban land uses and factors affecting their Settlements Hong Kong (F.S.)
distribution
3. Functions of urban ccntres
1V. Issucs Arising from Man-land Interaction
A. Natural hazards Human influences ¢ (Environmental impact)
upon cnvironment
B. Energy resources Encrgy and ** (Resource management)
mincrals
C. Urban problems Settlements Hong Kong *¢ (Planning,
Conservation)
D. Pollution Pollution, Limnits to | Hong Kong ** (Ecological damage)
systems
E. Recreation Wildlife & Hong Kong * (Related use of
fisheries resources)
Total: 26 14 with § themes ** § themes
reccommended for | * 3 themes
field studics
P10y
&~
Q 66
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Teachers' perceptions of curricuium objectives

Teachers often perceive and interpret the tormal cur-
riculum in many ways and with different priorities. In an-
other study, a convenience sample of 54 geography teachers
responded to a postal questionnaire that probed into their per-
ceptions of the objectives of tne CDC syllabus for Certificate
geography (Lee. 1993b). These results seem to suggest that
those geographical objectives pertinent to education about the
environment and education in/through the environment are
more favoured by the Hong Kong geography teacher respon-

dents compared with those objectives refating to education

for the environment. Each respondent seiected at most five of

the more important geographical objectives from a list of nine
objectives. The results show that the understanding and up-
plication of fundamental geographical concepts is pereeived
by about 17% of the respondents as the most important objec-
tive. In addition. the objective of “deveioping skills related to
the collection. analysis and interpretation of data which may
be derived from sources such as fieldwork, maps. photos, sta-
tistics. and written materials” has ihe second ranking in terms
of frequencies. About 13% of the total responises reveal that
the ability of papils to understand environmental problems
and suggest possible solutions is also an important objective.
In contrast. the three objectives which receive the lowest
rankings are “developing a knowledge of some systematic
aspects of geography ', “identifying not only the cifferences
between environnients but also the similarities. and being able
to exphiin the observed spatial patterns’ and "using data to
present information in short answers and reports, develop-
ment of argument both orally and in written form and itus-

trating by drawing maps, diagrams and graphs'.

These results are not dissimilar to an earlier study
which found thai geographical educators in Hong Kong be-
lieve that understanding the environmental system. develop-
ing skiils und learning to make wise decisions about using the
environment should be emphasised in the study of geogra-
phy. whilst preparation for citizenship and work are less im-
portant (Gerber. 1990y, Itappears that education for the envi-
ronment. which entails the deselopment of pupils' abilities to
participate in environmental decision-making. receives rela-
tively less attention amongst geographical educators: This may
be partly attributable to the practice of geography teachers

who tend to promote the “sater’ education about and i/through

the environment which support the traditional notion of schoot-
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ing and avoid the more radical education for the environment.

Perceptions of teaching style and teaching strategies

Despite the good intentions of curriculum objectives

towards environmental education. there may be a mismatch-

between the intended aims and the ways teachers translate
environmental objectives into classroom teaching. A study
on teaching style contirmed the existence of this mismatch
(Wong & Stimpson. 1994). A teaching style questionnaire.
containing different teaching situations that retlect Gagne's
cight instiuctional events, was administered to 282 teachers.
The results indicate that most teachers prefer open approaches
at the beginning of lessons but become more restrictive as
lessons proceed. In addition, i guided discovery approach or
an expository approach is supported by a myjority of teachers
whilst an inquiry approach is less tavoured. In another study.
54 geography teacher respondents were asked to mark the three
maost desirable and eftective teaching strategies in teaching
five selected topics in senior secondary geography. namely
pollution, the urban environment. energy resources, popula-
tion and the physical environment (Lee. 1993a). The results
reveal that a substantial proportion of geography teuchers at-
tach higher priorities to strategies such as the use of audio-
visual aids. explaining with the aid of the textbook(s). notes
or worksheets, and tieldwork in teachinyg tne wpics of pollu-
tion. the urban environment dnd the physical environment. in
teaching the topics of energy resources and population, most
teachers tend to value more highly teaching strategies that
involve explaining with the aid of the textbook(s). notes and
worksheet(s). discussion and the use of audio-visual aids,
Furthermore. problem-solving exercises are preferred by a
nuniber of respondents in teaching the topics of pollution. the
urban environment, energy resources and population. Other
strategies such as role-playing. games and simulations, which
can help students examine environmental decision-making and
the attitudes and values influencing these decisions, receive
relatively low ratings from geography teachers. Values clari-
fication strategies. which are effective in helping pupils un-
derstand the elationship between their values systems and
the environment. are amongst the least preferred teaching strat-

egies (Man. 1993b). These preferred strategics used by the

geography respondents match quite closely with the types of

teaching resources, comprising textbooks, notes and

worksheets and occastonally audio-visual materials. The pref-
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erence tor these “teacher-centred’ and iesource-based meth-
ods in geography teaching may arise. particularly in the case
of Hong Kong. from mecting the demands of content-fuden
public examination syllabuses. However, teachiers' pereeptions
of traditional and resouree-based strategies as effective and
desirable strategies are likely to sunport the implementation
of education ahour rather than in/ through and for the envi-

ronment.

Extent of environmental education

Discrepancies may enist between perceived and op-
crational curricufa: what teachers perceive a geography cur-
ricutum to be and what actually goes on in the classroont and
in the tield. Part of the same study asked the teachers to rate
the extent of their teaching of environmental issues by as-
signing a vatue trom O (did not teach at alb to 3 (taught in
considerable detait) to a range of issues and attitude- foci.
The results show that geography teacher respondents taught
the following arcas in some detail: () attitudes of concern for
the quality of the environment: ¢b) attitudes of concern for
the biosphere as wsystem which supports adl life: and (¢) ap-
preciation of the conflict of values inherent in many develop-

ment proposals.

Judging frem the results, it could be asserted that due
“attention was being given to helping students acquire social
values and concern for the environment through geography
teaching in Hong Kong. However. the stt v of focal issues
and development of skills pertinent to environmental educa-
tign seems to be grossly neglected by the respondents. The
involvement of students in focal issues (e.g. taking part in
public enguiries. meetings or submitting evidence) and the
teaching of “Country Code’ and other " Codes of Behaviour’
deserve greater attention from geography edueators to enhance
students” environmental education. Such approaches would
help students develop awareness of environmental problems
and responsibility for ensuring appropriate actions to help
solve these problems and to avoid tuture problems. The fow
mean scores of " the aesthetic aw areness of @ range of envi-
ronmental stimuli’ imply that the development of personal
geographies in association with environmental experiences is

relatively neglected in existing geography curricula.

The same study also found that 5217 and 47¢¢ ot the

respondents reported no fickdwork arrangement tor Second-

Aruitoxt provided by Eic:

ary years 4 and § respectively. The duration of each field trip
ranged from half a day to a two-day trip. In addition. about
50-60% of the respondents reported that they had spent some
time on individual or group projects. However. such “projects’
often emphasise the product. in the form of written reports.,
for example. but the procedures of enquiry receive ittle at-
tention. These data suggest that the contribution of geogra-
phy to education infthrough the environment needs further

improvement,

Student learhing in environmental education
thro. ::h geography

Assessment of student learning is essential for the
evaluation of the effectivencess of curricutum, which provides
clues for understanding the experiential curriculum. The scope
of assessment should encompass cognitive. skifls and atfec-
tive components of fearning objectives. Using the topic of
“pollution and tratfic problems’ in Secondary One Geogra-
phy. Yau and Kong (1989) designed the fearning objectives
and teaching / learning aetivities based on Bloom's taxonomy
and Krathwohl et al's hicrarchy of atfective learning. The
teaching of the topic fasted three periods including one pe-
riod of ficldwork. In order to assess the learning outcomes, &
pre-testand post-test of student performancee in cognitive. skifls
and affective learning were carried out betore and after the
teaching of the topic was introduced. Statistical results reveal
that students show significant improvement in cognitive. skills

and affective learning.

Conclusion

The results of some of these studies appear to suggest
that the contribution of geography curricula to education about
the environment is substantial compared with education in/
through and for the envivonment. In the case of Hong Kong,
the introduction of compulbsory ficldwork into the senior schooi
ecography curricula would probably improve the implemen-
tation of education in/through the environment (Fung & Lee.
198). The findings of many of these studies also substantiate
the claim that education for the environment is a relatively
neglected arca. despite some teaching of values and attitudes
in senior secondary geography curricuti. The components of
action and participation in environmental education, includ-

ing the involvement of students in local issues, should be fur-
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ther enhanced in geography teaching.

1t seems apparent that the ideal curricula of environ-
mental education. namely education about. in and for the en-
vironment. may be prioritised ditferently by practitioners at
the level of teachers’ perceived curricula. Incongruence may
also exist between teachers’ perceived teaching objectives and
strategies and their actual practice in environmental educa-
tion through geography teaching. More research is needed to
explore the reasons why and the context within which such
discrepancies occur. The results of these proposed studies
would provide insights for curriculum developers and educa-
tors to implement environmental education in schools more
etfectively.

Moreover, many studies cited in this paper use quan-
titative research methods such as surveys and quasi-experi-
mental design. and deserve further investigations from alter-
native research paradigms. Ethnoegraphic and phenomenologi-
cal studies. for example. can be undertaken to explore the ideo-
logical stances of geography teachers and to understand the
real teaching situation so that the contribution of geography
teaching to environmental education can be analysed from a
different perspective (Lee. 1993a). Critical analysis of insti-
tutional and potitical barriers preventing the prosperity of edu-
cation for the environment may also be helpful for interpret-
ing the extent and nature of environmental education in the
school and classroom setting.
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Promoting teachers use of instructional
technology in Hong Kong
Sabrina Su-Fen Chin

Chinese University of Hong Kong

1 caners nosw must learn new shills, new methods and acquire nes hnowledge wo laee the challenge of
overshelming information. fnstructonal technology s found 1o be asaluable sehiele o seese suchneeds. T the
classroom, mstructional technolags can notonly support teachers to effectivels present nugeriabs o the learners it
abso assint learners 1o conduct rapid and massive infonmation scarches, anaby siscind sy nthesis. However. evenif

teachers are aware of the impact of technulogy in learing. they may Sl notuse it in chisstoon teachg Tor several

reasems, Torenmann up-to-date, teachers shoutd recognize their new role i the tevhualogy miegrated curriculum.
acquire ki fedge and develop skiths to make technofogy o poserfulb means tor teaching.

This paper irstexaues the nes teacher-technology -student refationstup. Fistars that cause teachers
s, under-se, o no tse of nstractional technelogs m the chssroom are insestigated - Prmeipals support s vital w
the promotion of teachers use af mstretional technalogy . A set of gudedines or the prmcipal is bsted. In-house
tamng progras e ecomniended for thes can best meet the needs ol mdividuat schaal and develop the rappart

aweng 1hie leaching saft for better collaboration and commumication. Suggestions tor suel inserviee g prograims
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entails instructional message design, message delivery, and

Introduction

evaluation of message effects with specific purpose and values.

B . . Inits most practical terms, itis the use of programmed software
Jucational rescarchers have explored extensively the . . . L. .
. . ] ) o and hardware to achieve specific learning objectives with
behavior and cognition development of human learning to . o . . .
) direct or indirect evaluation measures. be it educational

uncover better ways for teachers to teach and students to fearn, . .
. tefevision (ETV) shide/sound tape program. computer-
In this rescarch . some rescarchers (Chambers. 1988: Chen, J.

1989: Kenney. 1988: National Education Association, 1983
Practor. 1983: Valdes. 1989) suggested that the power found

assisted-Tearning (CAL), computer-assisted-instruction (CAD,
interactive multimedia learning packets. or the traditional

Lo . teaching aids in various formats. Traditional teaching aids,
in instructional technology coultd serve as a valuable .
. ) i such as fentbooks, blackboards. bulletin boards. models.,
instructionat tool, resource. support. supplement. and . ) L
. L i filmstrip, fomm films are usually regarded as old technology.
enrichiment. But what is instructional technology ? o . ) .
A ar traditional instructional media. They tend to be group-

oriented. instructor-centered. and textbook-hased. Although

Definition

no one can deny their vatue to learning. learners cannot acquire

O
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As an emerging field. the term confuses both
professionals and Ly men because of different understandings

of technology . According to Gentry (199D, instructional

technology is of the systemic and systematic application of

strategies and techniques derived tram different scicnces. 1t
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sufficient knowledge from the old technotogy Tor the

information age.

The new instructional technology. dynamic in its

functionality and versatitity of information presentation
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platforms, offers a new tool and serves as a new source for
both teaching und learning. CD-ROM. videodisc (or faserdise)
cuch stores enormous amounts of information. Word pro-
cessing programs allow teachers to prepare teaching notes and
help students write reports. Telecommunications allow users
to communicate with other users anywhere in the world. and
can scarch information at a blink of time on any topic in vari-
ous formats: text. graphics, pictures, sound. and videos. Elee-
tronic mail unleashes people to communicate with someone
in real time without any geographical restriction. Database
programs guide students to research ina very structured way.
Spreadshect programs case students anxiety to do the
calculations while mastering the concept of constructs.
Distance education via satellite takes education beyond the
isolation of the classroom walls. Videocameras allow users
to record live events. Edited materials become valuable data
for etfective and interesting presentation and visual or auco
rescarch archives. Instructional technologies can be both
instructor-dependent and instructor-independent. They can
be used inside and outside the classroon and there is no fixed
class time. Best of all, this enriches one's learning experi-

ences individually and collaboratively.

Technology is dynamic. yet teachers cannot be
supplanted by technology. nor should they be enslaved by it.
Using technology tor technologys suke is more likely to
impede learning than enhance it (Shore. Mason. Pedersen &
Armstrong. 199,

Teacher-technology-student
relationship

In a classroom where technology is available. the
linear verbal teaching and learning cycle is broken down. The
teacher does not get full attention as she/he used to get in
class . or may not getany at ail when students focus on learning
the content introduced through some technologies. The
behavioral pattern of both the teacher and the learner has to
chunge correspondingly to adapt to the new element it is meant

fo senve.

With proper use of instructional technologies., teachers
can present materials more ilustratively . demonstrate some
learning situations for emulation, guide the students to self

Tearn certain topics. provide seenarios for probiem-solving,

Q
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drill students to achieve specific skill proficiency, and even
offer simufated learning situations. They can use technology
to tackle managerial tasks. such as writing tests. and grading.
Students can take charge of their own fearning--self-pace, self-
learn. and even seif-produce some clectronic reports
individually or as a team. Still. students rely on teacher’s
guidance to manipulate technologies for tust and massive
information search, analysis. and synthesis in the process of -
knowledge acquisition. They need teachers to show them the
ropes to read data critically. The apprenticeship of technology
cthies and information ethics is better developed under the

surveillance of teachers, especially for the younger students.

New role of teacher and student

The impuct of the new student-teacher-technology
relationship thus requires the adjustment of both teachers and
students o their new roles. The emerging roles of teachers as
collaborator, mentor/mentee. planner. rescarcher. and seeker
are identified by the Christa McAulitte Institute for
Educational Pioneering (Chan. Fortunato. Holte. Morse &
November. 1988). This concept implies that the nature of
operating a classrootn changes from the centralized authority
to decentralized facilitator as technology becomes a part of

the siudents' daily learning activities.

Teacher is no longer the only information
disseminator, and the student the passive information receiver,
Instead of fecturing from beginning to end. teachers can free
themselves to fucilitate individual students learning needs
respectively. The personal sources of information. knowledge.
and skill then become the teachers real asset to the learner

rather than the amount of information of a given topic solely.

Students and teachers can collaborate on rescarching
a specitic topic. Students learn from the teacher to think more
critically and the teacher may fearn more about the topic
through students research findings reciprocatly. This new
learning process exemplities the traditional Chinese adage

"teaching-learning reciprocity .

Individual attention to the Jearner helps to increase
the interaction between the teacher and the student. With the
new mode of teaching and learning. students have
apportunities to interict and establish better personal
relationships with their teachiers. whichiitis vital to the growth

of young students,

r‘y
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Teacher competency

Obviously. being a competent teacher in the
information age is no casy job. Apart trom the daily teaching.
cliassroom management and other duties. teachers are gradually
evpected by the principal. the stidents and/or seil to have
updated hnowledge and skill to access new information
concerning their teaching subjects. teaching methods. other
duties. and perhaps some new instructional technologics.
Technology advances so fast that teachers who have received
formal technology application training in college may not fecel
adequate to meet current needs in the classroom. The situation
gets worse for teachers who were never trained in college nor

received any inservice truining at the work place.

Educational pitfalls

In the traditional fincar and spoon-feed teaching
environment as Hong Kong. teachers' recognition of their new
role becomes crucial, The reason can be casily understood.
Adhering to the Chinese tradition, students are raised by
teachers and parents to be tame. submissive and quict. Ideas,
expressions or actions that do not follow the norm would be
immediatels faughed at criticized or even punished openly.
Hence. if teachers do not initiate a different way of teaching.,
almost certaindy, their students will notcand dare not. think of

taking any initiative to learn differentty.

In Hong Kong. most teachers, except primary and
kindergarten teachers. do not use any instructional media other
than the blackboard and/or worksheets to make their teaching
concrete. comprehensible. Students have to use their
inteHigence. imagination tability to decode those fuzzy codes.
not imaginative ability per se). and memory o pass tests.
Students are trained to be good at reciting what was taught
and what was written in the textbaok on test papers. Whether

they can think critically or creatively is another issue.

The greatest irony to Hong Kong education is that
teachers foltow the tradition to teach (they too have a setof
teaching codes to follow ) wishing for better open-cxan resutts
for their students, while the students themsdeves have to fight
for survival since graduation day. The schools dis sonnection
from the larger society contributes to the comphaints by em-
ployers about the qualitsy of the graduates: being incapable of
reading. writing, speaking bifingual fiuently . facking simple

arithmetic skills. or not able to solve problems or make correct
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decisions. Technology is by no means the solution to those
cducational problems, but it can be a useful toal to help

improve the abifities students need betore graduation,

Knowledge is power and information s the
commaodity of currency in the information age. 1t Hong Kong
cducators can perecive the vatue of information. they can better
appreciate the warning Jonassen (198-4). and Koontz. Ir. (1992)
cautioned. Teachers who adapt with the newer technology
will prosper and those who cannot adapt. will not only fall
behind and become information deprived. but will also deprive
their students.

Instructional technology:
to use or not use

No one single factor dominates the reasons why
teachers use or do not use technology in aiding their teaching
(Chin & Hortin. 1993). According to Chin & Horton (1993).
decisions to use or not 1o use technology to facilitate teaching
can be categorized into four major factors, They are: ()
teacher's pereeption of instructional technology. (b) teachers
perception of self knowledge and skills. (¢) teachers
perceptions of the administrative leadership, and (d) teachers
pereeptions of the administrative support. Research findings
in these four arcas indicate that positive perceptions of the
use of media greatly affect teachers’ use (Sinatra, Beaudry.
Picco & Geisert. 1994). the school principal is able to affect
attitudes of teachers (Felt, 1985, teachers tend to learn more
about the effective use of computer technology when that it is
made avaitable and teachers who had reccived specialized
training were more familiar with and confident using the

computey system (Barker, 1994).

Level of use and causes

According to the Congress of the United States Office
of Technotogy Assessment’s (OTA) (Congress of United
States. Office of Technology Assessnient. FO8R) report, almost
all teachers want to use technology . Some of the reasons cited
are related to personal growth, some to concern for students.
and some are reflective of external pressures. Some
conscientious teachers not only engage in learning to use and/
or develop courseware to enrich their students learning process
but assist their peer teachers o aequire the needed hnowledge

and skilt to use some instructional technotogies. Some wait
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by watching how the educational policy and trend evolves.

while still others have a more resistant attitude in dealing with

the atmosphere of change. In the study of the level of

technology use. Seidman (1986) reported that "Schoolteachers
do not use much of the media equipment and materials at their
disposal. When they do employ media. the simplest and most
aceessible are usually selected @ overhead transparencies. book
and magazine illustrations. games and simulations,
phonograph records, and models. More complex technologies
-- computer and video equipment -- are avoided” (p. 203, This

finding coincides with Morlan and Lu's (199 1) findings.

Afthough some technologies have been quite visible
and accessible in the schooll it is still left up to a teacher's
personal discretion to use them. Bellamy . Whitaker & White
(1978) and Dodge. Bogdan. Brogden & Lewis (1974)
conciuded the reasons of under-use and no use of technology
were: ¢ Dy teacher's sense of discomtort or fear of technology .
(2)a fack of familiarity with non-print learning resources. (3)
unawire of resources available. (4) unwilling to expend extra
effort required to locate media resonrees. (51 unwilling to plan
for the use of such resourees in a presentation, (6) unwilling
to make arrangements for set-up. (73 unwilling to operate
necessany equipment. (8) have problems with classroom man-
agement, and (9) personal teaching styles. Seidman (1985)
found burn-out. characterized by xfack of enthusiasm and
physical energy by workers (Cherniss. 19801 was also a factor
as to why teachers do not use technotogy. Cherniss indicated
that burncd out teachers used technology iess frequently than

did teachers who were not burned out.

Whose decision?

Teachers' use. under-use or no use of instructional
technology is a both subjective and objective decision. Sub-
jectively, individual additional effort is required to use tech-
nology in teaching from overcoming the fear of technologies
to know how to integrate instructional technologies mto the
curriculum. Objective situations such as shortage of fune-
tional technology . under-funding or no funding to purchase
software and hardware, difficult to schedule or share the lim-
ited equipment, administrators discouragement (considering
teachers who want to use technofogy s o nuisance). inad-
cquate physical environment in terms of space and condition,
or lack of technical support personnel can make teachers shy
away from the time-wasting, trouble-making etfort. Teach-

ers' efforts in miking teaching versatite may not be credited
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under the examination-dominated education system. Over-
loaded teaching responsibilities, a common practice in Hong
Kong. is also a critical deterrent attributed to the under-use

and no use of instructional technotogy.

How to promote instructional
technology to teachers?

To make people think diﬂ.'crcnll.\. it is essential to help
them perceive a need for such a change. In promoting the
integration of technological innovation into curricutum.
Brunner reached the same conclusion (Brumner. 1992). To
recognize the need for integrating instructional technology
into the curricutum depends on (1) i shared view of the
indispensable need and power of technology in education by
the principal and the teaching statf, and (2) the principal's
leadership to encourage and «upport teachers' use of instrue-
tional wehnology throughout the curriculum (Congress of

United States. Office of Technology Assessment. 1988).

Time, resources and support

The three most important keys to promoting
instruetional technology use are time. resources. and support
(Fulton, 1993). Teachers need time ¢FFulton. 1993, National
Education Association. 1988) to deselop i sense of familiarity
with new knowledge. skitls and concepts of technojogies.
They need time to overcome fear of using technologies.
Although this is a real challenge to sehools in Hong Kong.
school principals must be willing to seek ways to give teachers
enough time. at feast alternatively . to process and digest new
kills and knowledge before they can actually use technologies

in the classroom.

Due to limited resources and funds available in Hong
Kong schools. it is more realistic to assist teachers to start
using technologies that are already available. Resourcesin
the tibrary or media center should be promoted for regular
use in the classroom as they are by nature fess complicated as
that of computers. Resources should be provided to allow
teachers to experiment . They should be encouraged to ex-
plore more software applications. and to integrate technology
into the curriculum (National Education Association. 1988).
Non-computer teachers should not be excluded from access-
ing computers in the computer lab for other subjects. While

ongoing communcation and collaboration among teachers

0
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play a critical role in promoting suc-essful technotogy inte-
gration. administrators need to establish ways to facilitate

collahorative effort (Zorfass & Reme. 1992).

What can administrators do?

Bailey and Bailey (1994} advocate that administrators
need to get ready for change. understand technology . create o
comprehensive technology statf des elopment program.

implement it instintionalize it and evaluate it.

The tollowing guidelines can be a start tor the

administrators. though obvious barriers do exist:

1. Demonstrate commitment to adopt iechnology in teaching
and make it known to both teaching stalf and

administrative staff.

Seek funding to support the purchase of sottware for
diverse subjects -- As the demand of observing the

inteliectual property rights is increasing internationally .

<chools hay e to alfocate funds to solve the problems of

software shortage. Making the best use of available
hardware is more realistic than waiting for the promised

new hardware vet to be instatied.

3. Develop a climate of support and encouragement in
instructional technology use in school -- At the initial
stage. top-dow n initiative could be more effective. Asan
atmosphere conducive to technotogy adoption is built,
bottom-up methods can consolidate teachers” use and en-

courage more input from the whole teaching body.

Initiate a dialogue among teachers to build the awareness
of technology and the change in teaching - Provide time
and venue for teachers to discuss their coneerns and
feelings for the adoption of technology. Teachers” voice

should be heard and treated with respect and support,

h

Assign one designated office teould be library. media
center) as the center where teachers may access the
softw.ge casily .

6 Organize mstructional technology mservice training
programs - Involve the persons tesponsible tor the
curricifum, budget, teacher representatise. and training

program technical coordinator m the program planning
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and implementation from the beginning. The principal
needs to give inspiration and support. Note that training
programs may be exhausting for the conveners. Relieve
those conyveners to dedicate their time and ceffort to the
training programs. Thorough planning is demanded for
any successful inservice training programs. A successful
prototype inservice training may encourage more teachers

to participate in the later sessions.

Find substitute teachers to relieve teachers who are
imvolved in the inservice training program accordingly.
Do not have atteridees take over the workload from the
comener as this decision may discourage the attendees

from participation.
The rescarcher is not implying that afl these can be
casily achieved. nor should the administrator be discouraged

by the current condition and what effort it may demand.

In-house training

Training gives teachers the necessary skills to use
technology. The tear of embarrassing themselves will reduce
substantiatly once they master the skills and have contidence
to control the technology (Metcalf. 1989). Imvestments in
technology cunnot be fully effective unless teachers receive
training and support (Congress of United States Office of
Technology Assessment. 1988). Studics show computer
technotogy training leads to cognitive gains, more positive
attitudes toward computers, inereased involvement in
integrating CAl into the classroom. increases in student
exposure to CAl experiences, decreased technophobia and
computerphobia, and increased effective utifization of
computers (Brennan. 1991: Ermest & Lightfoot, 1986: Gressard
& Lovd. 1985: Masden & Schastiani. 1987: Mechling. Dunlop.
Kerrigan & Heeter. 1987; Rosen. Sers & Weil, 19932 Thomp-
son. TY8S).

School-based in-house inservice training is of more
direct need of the teachers, Often teachers attend sessions
held out of schoot and find them unadaptable to their situations
due to different hardware systems, ditferent software. or
different teaching topics. They may have problems madify ing
concepts to suit their own needs. Hong Kong teachers are
generally reluctant (o express specific needs or problems in
unfamiliar environments than with their colleagues. Attend-

ing tailor-made in-house inseryice training programs may help




teachers develop rapport and allow for more communication
and collaboration among themselves. Instantancous assistance

o peer'’s problems may be of direct benefit.

The other advantage of school-based in-house training
workshops is to students. When teachers work together. they
maty jointly assign certain projects that reguire students to study
trom more than ane perspective. The training of multiple
perspective observation may cultivate students the ability o

think more critically and more maturely across subjects.

In-house training personnel are best drawn from the
school. A the goal of promating the proper use of instructionat
technotogy m class is o improve teaching effectiveness, peer
coaching not only allows teachers to share the knowledge.
skl of some specific technology but more importantly | to
share the pérsonal evperiencee of using some technologies in
class that is conditioned to the school situation. Should there

be aneed w have some tield expert from outside, a colleague

who is more know ledgeable of the field may be in charge of

the organization for the training workshop.

In-house inservice training should be devetoped in
three stages: start from planning stage. implementation stage,
and complete in the final evaluation stage. Persons imolved

in the planning should reach consensus on the following items.

Planning stage

1. Organize a mentor group -- Give a workshop exclusively
for those experienced teachers in computer- and
instructional technology use to serve as mentors to
incypericnced teachers in the school. Preferably one
mentor one subjeet at feast.. Do reward those mentors

openly.

2. Solicitteachers pressing needs as traiming topics. not fnn-

ited to any subject.

3 Student need relevancey - Is the content of any traming

program pertiment to student needs?

4. Refease time - How much time is atlowed for teachers to
participate in the program, including tranung and exercise
time. without oserloading thent with new knowledge and

old duties?

ERIC
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5. Availability of technology - Prioritize topics of the most
available media so teachers do not have w wait for a long
time to use them in class. This fist should try to match

teachers’ pressing needs,

6. Accessibility of weehnology -- Can we have a qualified
technician to maintain the condition of hardware and be

aceessible for setting-up the media?

7. Budget o buy software -- How much budget can we have

10 buy the most needed and not guite costly software?

8. Use available on-site softw are -- 1f funding is short, what

available software is needed most?

9. Technical support -- Can we afford a full-time echnical
coordinator to conduct in-house training workshops and
at times offer individual assistance o teachers? 1f not,
can we find enough teachers to offer workshops

collaboratively?

1), One-shot deal or long term - How long should the wrainin ¢
program be? Is one workshop enongh o cover
cversthing? How many mecetings are enouvgh for cach

lopic?

1L, Duration and place -- How long showid each workshop
fast! Where isthe venue? How is the environment? How

many people can it hold cach time?

20 A feastis only good when guests show up - To market
training workhshops, posters, flyers and personal invita-

tions are crucial.

13, Award participants to encourage more to come -- What
is the best way to award the participants to motivate other

teachers to join?

After you have designed the workshop. be sure to
prepare yourself well for the whole operation. Only when
vou take the workshop serioushy can you mahe 1t meaningful

tor those participants. including yourself.

Implementation stage

I Betore the workshop begins, check the venue. environ-

ment control, seating comfort, handouts. beverage twa-

b2
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ter. tea, coftee). attendance sheet and evaluation sheet.

19

Begin the workshop punctually and end on time.

Be sure to welcome the participants and make them teel

contfortable.

4. Be specific of the fearning objectives at the beginning of

cach workshop. A cheek list may help teachers stay on

target.

3. Instructions in cach workshop should be brief. Provide
handouts with tists of specifie procedures, should it be a

must to go through a particutar topic/program.
6. Be informat and supportive to the participants.

7. Always allow plenty of time for hands-on activities during
workshop. Do not rush to the next topic ard feave your

participants suspended with their problems.

8. Design some exercises that are achievable without much

difficulty.

9. Puir up principal. commitice members with teachers in
the workshop to increase mutual understanding and

support.

10. Group workshops work better than individual
consultatton.  After teachers feel more comfortable,
individual consultation can be tailor-made.

1. Ask participants problems encountered openly at the fast

.en minutes and provide solutions immediately. 1 this is

not possibte. be sure o make them known soon.

As you should revise what you taught yesterday for
the next time. check the responses from the attendees Tor
evaluation and revision. Even it you do not conduct the nest
workshop. the evaluation may be valuable for the next

conduetor,

Evaluation stage
1. Colleet evaluation sheets at the end of cach session
Tabulate the data for future reference.

2 Meet with technical coordinator, curriculum coordinator,

§3
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and subject head teacher to discuss the feedback and com-
pare with the attended objectives. Go through every nega-
tive response carefully and seek ways to improve. Share
positive points concerning the operation of the werkshop
tor other conduetors to emulate. Follow-up may be nec-
essary to solve speeific problems some teachers raised

on the evaluation sheet.
3. Prepare tor the next workshop with revision.

The considerations for in-house training program are
not covered fully in the above suggestions . Each school may
have unique situations to dea! with, Whatever problems there

arc. when there is a will. there is a way.
Conclusions

Instructional technology can empower teachers to
hetter facilitate students to learn, to solve probiems and make
inteHigent decisions in the complicated. if not chaotic.
information eri. Both teachers and administrators must realize
that the use of instruetionat technology is no longer an option,
it is a must. To make teaching and learning productive and
excellent, capital investments in the tools to make instruc-
tional technology work is essential. The adoption of technol-
ogy may foree us to restrueture our teaching and learning pat-
tern and we must have the right atitude to allow this to hap-

pen.

Rescarch on teacher's use of instruetional weehnology
in class atall levels is an untapped area in Hong Kong educa-
tion. Rarely can one find any official. academic or practitio-
1ers reports concerning the situation of technology utiliza-
tion. problems encountered. new teaching methods of tech-
nology integration projeets or the effeets on student learning.
The government's foeus of technotogy use (mainly computer
networking Fin primary. secondary and college level is geared
tow ards administrative efficiency (Hong Kong Education
Commission. 1992: Hong Kong University and Polytechnic
Grants Commiittee. 1991) rather thun teaching and learning.
The Curriculum Development Department reported their work,
made suggestions but no researceh studies reported (Hong Kong
Education Commission. 1990), To promote the common use
of technology in the school. more action plans from both the

government and the principals are needed. More rescarch and
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practitioner reports should be published to arouse the aware-
ness and participation of more educittors to make technology
a feasible tool in classroom teaching.
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FIELDWORK IN GEOGRAPHY:
A REVIEW OF PURPOSE AND PRACTICE

Philip Stimpson
The University of Hong Kong

This paper outlines the present status of ficldwork within school geography and reviews its purpose and practice. The
thetoric of aceeptance is frequently greater than actual practice both in Hong Kong and elsewhere as teachers worry about issues
of tmetabhing, cost. saffing and safety. On the other hand. few geography teachers doubt its value

‘The fint part of the paper discusses reasons tor undertaking fieldw ork. These centre on its value in enhancing concep-
wal understanding and problem solving shills withut geography, promoting social shiths and encouraging environmental aw are-
ness. Specific geographical objectives include :

by the development of meaningful peronal expeniences of the fandseape : (2)

building rich and true images of the world 1 3 deepening undentanding = b increasing pupil interest. curiosity and pleasure

m their surroundmgs ;  (5) providing opportumties to practice observation and inquiry skillvand  (6) consolidating leaming.

The second part discusses how fieid experience can be optimised A distinetion is drawn between traditonal, teacher-
centred ficld eaching and pupil centred field researcl of either a more closed ticld testing hind or a more open ficld discovery
hind. Fickdwork s just as feasble as i learning activity over a double lesson near to the school as itis as the traditional ficld-camp
n more distant focations over a longer penad The paper stresses the need for careful organisation and claruy in setting objectives
n both conducting fickdwork and i follow-up. The paper concludes with a checklist of points to consider when planning fictd-
work
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Introduction The Present Situation

“Real geography depends on guod fieldwork. It is
Tearned through the “soles of one's bouts.” (Laws. 1986). Field-
work is generally felt to be an essential part of learning in
Geography. It is often justified as the sine qua non of the sub-
jeet and indeed has a long tradition going buck nearly 100
years (Brunsden, 1987). Its importance can perhaps be g
from the recommendations of Graves (1980) who suggested

gauged
that pupils within the Secondary 1 to 3 range should receive
up to 3 days of field work per year. those at the Secondary 4/
5 stage, up to § days and those studying geography in the
Sixth Form. 10-14 days. The purposc of this paper is to bring
together some of the existing literature on fieldwork that can
help practising teachers in their planning.
Q
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Typically it is felt that ficldwork should be an indis-
pensable part of geography courses but in practice it is often
insufficiently represented. A recent survey in Hong Kong
showed that only in about 1/4 of Secondary 1-3 students were
exposed to ficldwork experiences, und even then. usually to
only one session per year (Wu, 1992). The situation was some-
what better for Secondary 4 pupils with 2/3 of schools pro-
viding ficldwork and in Secondary 6 with about 1/2 of schools.
This is not dissimilar to that found by Naish (1984) in the UK
among sixth-form students. However, similar to conclusions
of McPartland and Harvey (1987) in the UK. few pupils in

Hong Kong enrich their answers in public examinations with




E

Aruitoxt provided by Eic:

reference to fieldwork; class work and fieldwork often seem
to be separate experiences. However, this is not to say that
pupils’ class work does not improve with field work even if
links are not readily apparent or no attempt is made to link the
two as suggested by Adams and Croft in linking role play
with field work (Adams and Croft, 1984).

Fieldwork involves much time and effort on the part
of the geography teacher. In 50% of the 132 schools surveyed
by Wu. teachers commented on concerns about pupil safety,
availability of sufficient teachers. the training of teachers in
fieldwork techniques. time. disruption of normal school ac-
tivities, availability of suitable field work sites and access to
Hong Kong Government Field Study Centres, These finding
parallel results in the UK where Cooper and Latham (1988
found teachers were most worried about constraints of
timetabling, finance. staff and safety regulations. The prob-
lems of cost. cost effectiveness and assessiment of tieldwork
are general concerns among teachers (see Ward. 1987, for a
discussion of some aspects of this question).

Despite these concerns, the trend is for more field
work. Increasingly. particularly with senior forms. fieldwork
is becoming less of a luxury and more of a requirement. Why
is it, then, that fieldwork is seen as making such a valuable
contribution to geographical education and how can it best be

organised to achieve the desired ends?
Why do fieldwork?

Fieldwork must be undertaken as a means to an end
and not as an end in itself. It is but one strategy for learning.
Geography is about making sense of the world we inhabit and
having an “eye for the country’. But what does this mean in
practice”? What are the specific reasons for undertaking field-
work with pupils? McPartlund and Harvey (1987). in an analy-
sis of the views of 25 practising sixth form geography teach-
ers wward aims for fieldwork set out by the Geographical
Association of the UK (1984), differentiated between subject
specific purposes. student specific purposes and student envi-
ronment purposes (Table 1.

Q
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Strand A -Subject Specific Purposes
Hilustrate theory through real examples and situations
Describe and evaluate geographical form and process

Increase awureness of the functioning of environmental systems

Develop interdisciplinary understanding

Introduce a systematic and scientific investigation method through

hypothesis testing

Introduce quantitatis ¢ and qualitative data collection and analy sis techniques
Strand B - Student Specific Purposes

Provision of a residential experience away from home

Develop skills in problem solving

Promote social skills through tzam and group work
Strand € - Student-Environment Purposes

Promote a censervation cthic

Develop an awareniess of environmental ssues

Encourage environmental empathy

86

Table 1 Same purposes of ficldwork as emphasised by sixth-form teachers
(Source: MePuartland and Harves. 1987

At the heart of these subject specific and environmen-
tal purposes is the desire that pupils should be involved in
activities which provide first hand experience. Without this,
geography would rather be like knowing how a car engine
works without ever seeing an engine.

arey is all theory

green grows the golden tree of life’

One component of field work is for pupils to move
awiy from the cramping confinement of the classrooin.. into
the permissive and unexpected resource of the open environ-
ment. For them. surprise is a romantic experience....To an-
swer the question “Why fieldwork?' in terms of planning and
design, that is to answer it within a limited definition of ratio-
nality, is to introduce grey into green and to reduce the con-
trast upon which motivation from romance stems.” (Hall. 1976,
p. 249)

Fieldwork brings to geography students meaningful
personal experiences. Learners learn in a context of personal
significance. The key words here are “meaningful’ and “per-
sonal’, We may, for example, show our class photographs of
old and new industrial arcas in it city to make the point that
different sorts and scales of industrial enterprise are differ-
ently located in the urban arca. We might in the case of Hong
Kong provide photographs of small metal workshops in an
old urban district such as Wan Chai and photographs of a

recent industrial estate in a new town such as Tai Po. Yet
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photographs cannot convey the sound< and smells of “check-
by-jow!’ living in Wan Chai in comparison with the space and
relative quict of Tai Po. The problems of Wan Chai and the
need for relocation become more vivid through the personat

experience of walking the streets.

Ficldwork. because of its first hand contact with our
surroundings has a vital role to play in the process of build-
ing rich and true images of the world. Fieldwork brings into
play all the learning senses whether sight. hearing. smell or
touch. Abstract concepts such as interaction come alive and
have meaning through concrete experience. Pupils, itis hoped.
will gain not just know ledge of the tandscape but a feeling for

the fandscape be it urban or rural.

Personal experience heightens awareness and deep-
ens understanding of places. distinctive ideas and concepts.
Itis all too casy to assume pupils have visited places which
nay only be a few kifometres away . Research shows children
in fact do not frequently travel farge distances from the home
and when they do they are often deficient in the sort of obser-
vation hoped for, Personal experience. rich images and height-
ened awireness atl help pupils to give meaning to geographi-
cal events and patterns. The “filling cards” which are written
within the brain become more vivid and ordered. Consequently
ideas are more easily remembered. 1t is from observing the
loca arca that pupils create points of reference. or models, so
that they can understand more distant and untamiliar places
(Birrell 1968).

Fieldwork offers a basis to arouse pupils' interest
and curiosity and pleasure in their environment. and to pro-
voke pupils to ask questions and identify problems. For this
reason, ficldwork can be a useful way of starting a teaching
unit. It provides opportunity for participation in the learning
process at the outset: learning starts with their findings. It
motivational value can enhance the engagement of pupils with
the learning task. Alternatively. fieldwork can offer the pupit
the chance to illustrate and upply what has already been taught
in the classroom thus consolidating learning.

As important (and some might say more importantly )
is geography’s role as i school subject in helping pupils to
“learn how 1o leara about making sense of the world”. Field-
wark prosides opportunities for pupils to fook. think. record
and analyse and in particular to:

Aruitoxt provided by Eic:
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practice the difticult skills of observation involving nam-

ing. describing, sorting the relevant and necessary from

the irrelevant and extrancous:

* practice map work skills such as orienting the map. de-

fining position, etc.

develop skills in using measuring instruments to collect
data. and in data recording. analysing and presentation:

develop skitls in applying concepts to interpret the world
around.

develop skills in generalisation and model building.

Finally the social value of ticldwork should not be
forgotten. Fieldwork is generally &t co-operative endeavour.
This is not unique to ficldwork but in ficldwork the need for
children to help each other either in collecting information or
just organising life in general seems to come to the fore. (See
Smith. 1987. for a further discussion of this.) We sometimes
see an altogether different side of children out in the ficld.

What different forms does
fieldwork take?

The answer is many and varicd. Everson (1973) made
a usetul distinetion between traditionad tield teaching (obser-

vattion) approach and a field research (investigation) approach,

Traditional field teaching often takes the form of an
outing in which the teacher directs attention towards and cx-
plains features in the landscape. Pupils may take notes. an-
swer oral questions. sketch or complete i work-sheet but in
essence the event is teacher dominated with little opportunity

tor input from the pupils.

For example. we might take our class on a tram ride
from the Kennedy Town Depot to North Point. Travelling out
of the depot and into Queens Roud -past all the shops selling
dried fish products we might talk about the fand use of this
area as reclamation has seen the loss of the fish docks but that
many of the old enterprises which were set up when the docks

were functioning still remain. Coming into the Western market,
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we ask our children what sort of fand use is now found looking
to emphasise the changes taking place as central business
district expands. In central we point out the major shops, banks
and offices that are to be seen and the old colonial core. We

expluin how this arca started out. Ete....

Sometimes such field-trips take the form of a general
“tour’ around an area with limited focus and a pot-pori of new
knowledge. The example above contains elements of histori-
cal geography and contemporary variation in functions. Field
work often becomes in eftect field demonstration in which
the teacher reinforces previous class-work. Alternatively the
pupils make records that will be taken up in subsequent class-
work: this may involve more pupil work but the tasks tend to
be highly circumscribed by directives and what is discovered
is by teacher intention. The organisational structure tends to
be tight. Many examples abound and can be illustrated by
Keung (1986) in his suggestions for field study in Cheug Chau
which involves pupils completing a work-sheet at set points
along the route focusing on the varied features illustrated by
the area. A similar approach is in Duttield and Hardcastle's
(1983) account of their field trip to Tunisia. This largely " Look
and See’ type of field work came under eriticism  in the 1970
but can have value particularly where the experience of the
pupils is very limited and the main aim is to foster a
geographer's curiosity. Indeed Martinez and Patterson (1988).
working in a Malaysian context. have made a plea for a reap-
praisal of the value of such traditional ficldwork. The prob-
lem one suspects is more to do with how such fieldwork is

conducted rather than the approach itself.

Field research, aterm coined by Board (1965, is gen-
erally problem orientated and may be issue oriented. At the
centre of this is often the setting of hypotheses or potential
solutions/explanations. The work in the field then proceeds
towirds collecting data which can be used o support or re-
jeot propositions, The fieldwork is structured towards a con-
clusion and technigues such as survey and statistical analysis
fall into their proper place as tools to handle data within the
contines of a geographical question. An hypothesis testing
approach can be illustrated by a picee recently shown to me.
The teacher was concerned with sixth-form urban geography
and. specifically, the location and clustering of particular ac-
tivities (in this case antique shops) within the city. The es-
sence of the structure which is shown in Figure | comprises;

(i) deduction of the fikely spatial pattern of antique shops and

factors which may have determined it, (i1) the collection of
data that might support such contentions. and (iit) analysis of
how far the data in reality does support suggestions and what
alternative propositions may be appropriate.

Today there is a broader pcrspccti{'c to research ap-

i " Figure 1

[ |
Factors influencing the location of antique shops on Hong Kong Island

Proposition A tunction such as antiques shops is highly speviatised and
theretore requires o relatively centrat location. Howeser. at the
samie tine. the seade of operation amd profits mean that areas of
very high rent i the ety centre will often he iniceessible w
owners. Further, shops such as mtigues shops are tikely 1o cluster
1o gaun s ertising advantage of a well established centre with a
high reputation.

Method I Uing data from the telephone business directory, focate the

position of antique shops on i base map. Comment on the

distribution and note the clustering.

2. Examine the ocation of clusters with reference to distanee from

the urban vore at the Pedder Street-Queens Rowd mtersection in

the Tight of a bid rent curve model for varous land uses.

2. Go to the main cluster in Hollywood Road and find out from

shop owners: (a) what advantages are offered by a location in

Hollywood Road: (by why they do not locate clsewhere, ¢.g.

Pacific Place: and (¢) what are the advantage of heing located
near to othier antigue shops.

4. Discuss findings in 2. and 3. wath reference to the propasition
above. How far do the findiegs provide evidence in support of
the suggestions made”

Frgire 1A example of Inpothesis testing lickhs ork in an wrlan area

proaches than Everson envisaged twenty years ago. The Geo-
graphical Association Sixth Form-University Working Group
in the UK drew attention to humanistic approaches (Geo-
eraphical Association, 1984y and noted a need for field work
which gives greater attention to values and attitudes. Pocock
(1983) carlier had written of an experiential perspective in
which the richness of ens ironmental engagement and the role
of different senses are highlighted. "It is to talk of experni :ne-
ing and feeling as well as thinking as forms of knowing” (Hali.
1986. p.153). Such an approach uses more interpretative rather
than scientific positivistic strategies. Goodness of it with
known models is not an aim. The ditference is well drawn out
in Maher's paper on alternative fieldwork approaches with
three different emphases. namely “about’. “through' and *for

the environment (Maher. 1984).

Examples of this approach with an emphasis on gen-
der differences in attitudes to urban space i+ provided by
Madge (1994) using adjective list and more generaily by Hatl

(19863 who among a humber of technigues ased rating scales.

Q
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Pocock urged the reintroduction of sketching because it
teaches pupils how to see and the subjectivity of seeing for
which the camera is no substitute. A sketch is the geographer's
interpretation. Extending a similar idea into Hong Kong. Fig-
ure 2 sets out a piece of fieldwork design to help pupils ap-
preciate that different places evoke feelings and different
people look on places in different ways retlecting a myriad
of awarenesses of environmental quality. A word list is used
in the example but it will be recognised that opposites are
included in the descriptor and a Likert type rating scale could
also be used.

Hall (1976) further distinguished two categories in

] Figure 2 ]

Environmental quality around Aberdeen
The purpose of this work 18 10 assess the environmental quality 1in 4 parts of
Aberdeen. There are no +'gh* - vong answers: cach persoa wilt have his or
her own answers.
1. Visitthe following sreis:

ti) the Wong Chuk Hang Industrial area (GR 8501221

aiy  Aherdeen Centre (GR 340121
(i) the Shek Pai Wan Estate (GR 343125);
tiv)  the Aberdeen Resersoir (GR 345130y

S22 @ At _each place, select words from the list helow tand others that you
van think of) which best dese b the environment FOR YOU.

ahused: beautiful: cared tor: conerete: congested: cosmopohtan: crowded:

clean: depressing: dirty . empty 2 smvigorating: friend!y: futuristic: green: grey:

' healthy: historical: hostile: lively o misused: modern: muddled: monotonous:

natural: noisy: ordered: ordinary: oppressive: peacetul: polluted: prosperous:

poor: quiet: rural: seenic: shahhy s, smelly : stimulating: tiring: traditional:

tranguil: ugly: urhan: varied.

(h) List features in the landscape at cach place which contribute to your

LoMIew.

Figure 2 An example df field work with a subgective interpretive base wing a

humanistic approach

field research ditferentiating between field testing and field
discovery. In the former, the teacher sets the problem, directs

pupils towards specific hypotheses and control is generally

tight. In contrast. inquiry is open in field discovery. and the
theme. hypotheses and mode of working are left to the choice
of the pupils. In field testing. pupils act as a researcher and
the teacher as a laboratory supervisor standing on one side
watching to ensure problems do not ensue. This is perhaps
the more common: an example of this is provided in
Barraclough's exercise for A Level in which students mea-
sure and compare particle shape, size. sorting and comiposi-
tion to deduce the glacial-periglacial history of an area
(Barraclough. 1992); see also Bowden (1990) on beach pro-
files. In field discovery, the role of the teacher is one of 1
consultant encouraging and facilitating pupil endeavour; as
this is largely. or totally. in the hands of the pupils outcomes
are often divergent and unpredictable.

How can fieldwork be arranged?

There is often a tendency to think about field-w .k as
"a week's field camp™ perhaps at a field study centre. To be
true many of these centres are excellent but they can be ex-
pensive and difficult to book. Table 2 below, which is based
on an original idea from Bartlett and Cox (1982), sets out
some of the fieldwork options of much shorter duration and
hearer the school.

The important point is to recognise just how much

Table 2
l»'nme Type of Fleldwork Ideas for activities Typical questions
S e inthefid I
INDEPENDENT PL'Pll : THE SCHOOL or LOCAL AREA Service provision: spheres of mﬂuguuc W h.u is lhc sort of services olfcrcd h\
FIELDWORK PROJECTS . Mainly 1n the form of a geographical land use change: river profiles, sinall town X in comparison with ity
OVER A FEW WEEKS  enquiry. Y?

* SINGLE LESSON CLASSROOM
Data supplied hy pupils tfrom their own .
cexpenence or homeworh exercise.
SINGLE LESSON or TWO THE SCHOOL
* LESSONS END ON

TWO LESSONS
HALF or FULL DAY

LOCAL AREA
Urhan ficldwork
Onenteering
Urban trils

USUALLY 2 or MORE
DAYS

FIELD CAMP, EXPEDITION

Fatterns of movement: trnsport & distunce:
(ohs: shopping patterns.,

Weather pereeption & measurement:
microclimate: map reading: ohservation
, . , from the schoal
Urban hinterfand. land use. pollution
- studies: shopping habits: slopes and slope
protechion: map reading

Industrial area studies, rural studies;

CCOYNILTI

What different ty pes of transport are
used & when! How do we define a
neighbourhomd?

What differences in temperature are
found around the huildings and why do
} . they oceur?
Where do peopie shop? [s there a
. hierarchy of shopping centres” How do
levels difter?

What sort o industnies ae found ' What
are the important factors?

coistil studies

table 2
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can be done in short periods of time around the school. If this
direction is taken then many of the teacher worries highlighted

by Wu in her survey start to disappear. For example:

*  Pupils bring into classes experiences of their surround-
ings which if drawn out and ordered can provide the ba-
sis for concept development. Moreover. pupils are a po-
tential source of informition about sorts of jobs, shop-
ping patterns and transport and recreation habits. The
problem. of course. is variation in experience particularly
with fumily background. some of the difficulties here can
be got around by setting observation tasks for homework.
Many schools afford stupendous views over their sur-
roundings from balconies. etc which cin be used for tasks
such as landscape sketching. The play-ground offers po-
tential as a laboratory for microclimatic investigations or
practice in using maps to follow a route through
orienteering where pupils navigate themselves as quickly
as possible from one point to another with the help of a
map and compass. Recording of geographical features
along the route can be added to the map reading exercise,
Fenoughty and Collins (1992) provide a good example
of how the school grounds ean be used in the study of
weather with children aged H to 14 years in which pu-
pils make a weather map of the school illustrating how
wind direction, speed and temperiture varies with aspect
and cxposure.

Murgatroyd (1985). working in the area around the
school. provides an example at sixth form level how rates
of weathering can be examined by pupils rating the de-
gree of weathering on gravestones (0 -unweathered: 1 -
Slightly weathered with faint rounding of lettersi.. to 4 -
very badly weathered with letters barely distinguishable)
in relation to the dates shown on the stone. Obviously
any construction that can be dated could be used.

Urban or rural trails around the immediate vicinity of the
school to record Tund use change is another form of tield
work that can be done from the school with minimal dis-
ruption. For ¢xample, a trail might be constructed in a
Toop across major land use changes (a trunsecty in the
urban area perhaps with reference to distance from the
city centre or transport routes or variation in relief. The
key to success with such trails is to hase a clear tocus and
a limited number of stops. Avoid the tendency to add
points because they are of “general mterest”; the focus

needs to be maintained.
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Independent Pupil Ficldwork Projects are now re-
quired or encouraged by a number of examination authori-
ties and in many curricula. An interesting example from a
pupil's view is given by Jones (1989). Dove's survey (1987)
of pupil attitudes to project work showed that most pupils
found it was valuable. a good use of time and, particularly
amongst girls, enjoyable. Staft aiso thought it valuable but
some worried about the language ability of pupils and the
capability of weaker pupils with regard to propositional
thinking.

Such work involves pupils carrying out geographical
investigations on their own. This is « reflection on an empha-
sis in the teaching of geography on process (knowing how)
and learning how to tind out about one's surroundings rather
than a sole emphasis on knowledge (knowing about). To be
suecessful, experience suggests that the fieldwork needs to
be well structured although not so tightly as to restriet pubil
initiative and thinking. Laws (1986) outlines a problem based
framework (Table 3) for independent pupil fieldwork which
many curricula have promoted as useful. In essenee. it uses a
ficld research approach. One of its values is that it helps to
focus the attention of the pupil and so prevent the masses of
unwanted or marginally relevant data that often result from
descriptive studies. Selecting an appropriate topic is critical
and thus often pupils will be invited to select a project from a
list provided by the teacher which are considered feasible and
nanageable.

How is fieldwork organised?

Tabled _
Example for Lewer Secondary l

. I Tapic Selection

Local problem: pollution, trattwe
congestion, urban redeselopment; rural
Land use change.

Theon tesing urban or rural Tand use

. madel: sphere af mfluence

Why s e pollution greater m
district A than in district B!

2 Problem Definition as a clear conuine
question which is feastble and nimageable

for achild of that age to vestigate

"1 Data Analynis W simplsty and order the

2 Data Collection and Recording
mclucing the planmng of the metheod to be
used and realising its limntations

Colleet data on tumber of selueles
per e n the e areas
Record type of vetucle tlaery tav,
ninibus, bu, car) and type of fuel
used tdiesel, pevtol}

Draw a bargram of selucle
trequency by type and by tuel on
Base map shiow ing the two aeas.

duta so thiat patterns and relationships of
compaisons became apparent. Particutar
cmphasis s given to graplucad wechingues,

e draw g of nups, bargrain, el

9Y)

S Conclusions regarding the problem in
the hght of the evdence colledted

Pollution tesels are higher m the
area with the larget nunber of
¢iesel burning sehcleem
particular lorries and numbuses

Table 3 A frameswork for independent pupd Jicldwork after Laws (19863
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Be clear about objectives. Exactly what do you want the
pupils to gain? Nustration of class work or the practice
in problem solving skifls or the ability to set up and test
hypotheses or a teeling for an area and its people or what?
How will it fit into the whole year's work of the pupils.
What contribution will it make to their geographical un-
derstanding? Prepare a check list of things to take care
of: Lloyd (1983) offers a common sense suggestion as
does Fung (19921,

When you have decided on the field study task and the
area in which the study will be carried out. read up about
the area and visit area to assess feasibility. Know what
the pupils may expect to observe even if a field discovery
approach is adopted. The use of ficldwork guides is a
definite second best. Think carefully about the objectives
in the context of the ability of the pupils and the time and
resources available. Plan what you will do. the points to
visit and the activities in each. What method will be used
to collect data? Mapping exercise? Transect? Field sketch?

Rating scale? Questionnaire? Assess what prerequisite

knowledge will be needed. Walk any routes to be taken

by pupils and double the time ;hut you took! What supple-
mentary information will you need 1o set up the tasks?
Think what you will do if the weather turns bad? (Pupils
cannot field sketch in thick fog!)

Cost the fieldwork and make the initial arrangements. The
particular problems of orginising overseas field expedi-
tions are reviewed in Fenoughty (1992) and Barker (1984)
who recount their actual experiences and by Duffield and
Hardcastle (1983) whao used a commercial tourist pack-
age to visit Tunisia trom  the UK.

Check with the school. the Education Department and
other authorities concerning field work and satety codes,
How many supervisors will be needed” What qualifica-
tions do they need? Discussions of fieldwork safety are
to be found in Horsfield and Richardson (1986) and by
Howird (1986} as well as Authority Handbooks to which
final reference on regulations shoutd always be made (see

in Hong Kong. Advisory Inspectorate. 1992).

Advise parents. The letter should request their permis-
sion. note that all possible care will be taken but teachers

37
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6.

9.

10,

witl not be liable for injury. cte and ask for information
on any present illness.

Prepare necessary pupil materials ¢.g. data recording
sheets. What implications for resources are made by the
field methods selected. e.g. what base mupsr'ure needed?
What transect diagrams? Make up a first aid kit

Prepare pupils for the work. In the brieting consider what
concepts, background knowledge, skills, equipment and
rules of behaviour are needed. What pre-reading do they
need to do? Set work so that you can be certain that they
have mastered the knowledge and skills needed. Ensure
pupils realise the need for accurate and careful record-
ing.

Outline to the pupils the purpose of the work and pattern
of work. Establish any working groups that will be needed
and ensure cach pupil knows his or her role. Inform pu-
pils what they need to bring (footwear, clothing, tood.

ete. ).

During the field exerciscs the teacher's role very much

- depends on whether a ficld teaching or field inquiry ap-

proach is adopted. If the latter provide assistance as nec-
essary and help pupils by raising key questions which
will help to keep them on track. Avoid telling. Take note
of changing conditions. e.g. weather. and take appropri-
ate action. .

Follow-up is vital to consofidate what has been learned
and to put it in the context of class work. What questions
have been left unanswered and thus what additional in-

formation is needed?

Conclusion

A final point is perhaps best summed up in the fol-

fowing comment from Laws:

Despite...warning about the problems and constraints

associated with ticldwork it should never be forgotten that

perhaps the most meaningful and lasting Jearning takes place

when students are actively participating in exploring the great

variety of environments around them. In addition the field-
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work experience provides opportunities for teachers and stu-
dents to get to know cach other and interact outside the struc-
tures (and strictures -author) of the classroom and the school
yard, (Laws. 1986. p.116)
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New Horizons in Education No.36, 1995

: Preparing ""Small" Environmentalists Through
Activity-based and Interdisciplinary Environmental Teaching

Tammy Kwan
" Queensland University of Technology

Using the intentions and guiding principles of the Belgrade Charter and Thilisi Declaration as framework of reference.
an aclivity-based interdisciplinary approach is reinforeed to teachers teaching environmental education. It is believed that such
teaching approaches are more appropriately used to pr;:pnrc all students to become “small” environmentalists in theis own living
cnvironmental setting. Students leaming from such an approach would benefit from developing into an all-round PErson Lo exercis’
b - their concems, responsibility. commitment, fove and care of the environment and hence can help to fulfit the intentions of preseny ing

the emvironment for future generations. ’
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Introduction

" Discussion about environmental education started
roughly in early 1960s when most of the industrialized
countrics began to feel the threat and destruction done to nature
by the escalating human-made activities such as pollution and
deforestation. Worldwide attention was drawn to these issucs
and political leaders were urged to take action to conserve the
environment for future generations.

Despite the diversity of opinion about who should do
what over these environmentat issues. it is generally agreed
that one of the prime ways of taking care of the environment
is through cducation to learners of all ages. in particular the
youngsters. to promote positive attitudes and actions to
appreciate the importance of nature and to safeguard the
environment from turther deterioration,

Environmental education first appeared as attached

programme in other subjects such as biology and geography

in the form of the study of environmental sciences and
problems. Learning outcomes were found to be discrete.
unrelated to real situations and teaching tended to be content-

based. emphasizing the acquisition of environmental facts and

knowledge. Skills were hardly touched upon and attitude
development was not mentioned. Despite the educational
importance of ¢avironmental studies written about in many
national curriculum documents and syllabuses. surveys
showed (Eulefeld. 1991 : Ramsey. 1992 Shipstone ani
McCord. 1991} that most of the claimed environmental
education programmes were still seen as an extension of a
few popular and related subjects and were dealt with by
conventional teaching emphasising mainly knowiedge. This
means that students in schools are normally confronted with
issues of environmental science or protection in the context
of individual subjects but not in any inter-related form across
subjects. Therefore they do not see the interrelationship
between acting in one subject perspective with that of another
one.

Eulefeld (1991 :302) proposes two aims to
environmental education. They are to "cnhance pupils’
environmental awareness and to motivate them to behave in a
more environmental fricndly way”. How far these aims can
be achieved is still a matter for debate but it is almost
universally admitted that people’s environmental awareness
is directly related to their willingness to act. Yet this does not

mean that greater awareness automatically leads to more

" This is a revised version of the paper prosented in the Internationad Conference on Environmental Education. Environmental Education in the

2ist Century, Guangzhou. December 29-31, 1994,
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environmental friendly behaviour. The mere accumulation of
knowledge about the natural environment does not correlate
with appropriate environmental behaviour. Itis the education
of the young pupils i the environment through developing
all kinds of hands-on skills and experiences that promotes the
notion of educating youngsters to act forthe environment as
(1994)

environmental education has got to involve both heart and

well. Tilbury stresses that the teaching of
hands but cannct just rely on the head if one ants to really

promote an all-round environmental education.

It is reported by recent research done in Germany
(Eulefeld. 1991)  that students” awareness of environmentat
issues is normally described as average rather than outstanding.
It was found that students were more aware of and showed
greater concem to national and global problems than to their
own local and regional problems. This was due to the fact
that the mass media tended to cover major themes which had
fittle direct bearing on students” personal experience. Hence.
it may be ambitious to expect all students to become “big”
environmentalists who seek to solve large-scale environmental
preblems, Itischowever. very practical to train every youngster
to become "small” environmental participant to at least care
for his/her own backyard.

Theretore. the aims of this paper are o :

(1) echo with other renowned environmental educators
(SEEC. 1987: Shipstone and McCord, 1991: UNESCO.
1985) on what can be cxpc‘ctcd in schools with respect to
the goals and principles of teaching environmental

education;

(2) draw attention to teachers that we are able to train students
to become “small” environmentalists who love their own
“backyard” environment and cin acquire the appropriate
Skills to take relevant action to work for their "backyard”

environment;

3

reinforee the central idea of adopting an activity-based
and interdisciplinary approach to deat with local

environments and the refated issues: and .

4

provide an illustrative work-programme example using
activity-based and interdisciptinary approaches to design

a curriculum unit for primary students.

What are teachers expected to
achieve through the teaching of
environmental education?

Long before the term environmental education came
inte popular use. there were subjects like nature study and
rural science to deal with environmental issues and studies.
Nevertheless. the methodology of teaching these subjects was
mainly limited to the transmission of factual knowledge about
the environment. But then, worldwide interest in
environmental issues emerged in the lete 1960s leading into
19705 and the Belgrade Charter and the Thilisi Declaration
which gave a framework and a direction to what and how
environmental education should develop. It was a time referred
(UNESCO.
1985) . It was during this peried that countrics began to

to as the decade of environmental education

incorporate elements of environmental education into existing
education programmes which were dominated by treditional
subjects such as general science. biology and geography. At
the same time. the United Nations focused attention on
environmental education at an international level by hosting
the first United Nations conference on Human Environment
in Stockholm of Sweden in 1972, This conference highlighted
the need to develop a sound environmental education at an
international level. One of the recommendations of the
Stockholm conference led to the fortaation of the United
Nations Environmental Programme  (UNEP) . UNESCO-
UNEP organised the 1975 International Workshop-on
Environmental Education in Belgrade. The most notable
outcome of the Workshop was the Belgrade Charter, a
statement which provided guidelines and a framework for
global environmental education (UNESCO.1985) .

The UNESCO goals for environmental education,
drafted at the Belgrade conference (1975) were to:

1. developa world population that is aware of, and concerned

about the environment and its associated problems:

1

ensurce the opportunity that every person has the
knowledge, skills, attitudes. motivations and commitment
to work individually and collectively towards solutions

of current problems and the prevention of new ones: and
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3. create new patterns of behaviours of individuals, groups
and society as a whole towards environment.

With these goals in mind. five interrelated categories
of objectives were developed. These objectives (UNESCO-
UNEP, 1978 : 3) are to raise awareness, provide knowledge,
acquire attitudes. enhance skills and encourage full
participation from the learners in protecting the environment

from further deterioration.

An 1977, at the Integ-government Conference on
Environmental Education held in Tbilisi of US.S.R..
recommendations were made for action which may be
undertaken at i national. regional and intemational tevel. "The
declaration and recommendation of the Conference.
considered to be the most important single document on
~nvironmental education, outlined a substantive siructure.
policies and strategies tor environmental education.”
(UNESCO. 1985) . The Thilisi conterence (1977 produced
twelve guiding principles for teaching environmental
education. They are to:

vonsider the environment in its totality - natural and built,
technological and social (economic, political, cultural-
historical. moral. aesthetic);

be a continuous lifelong process. beginning at the pre-
school level and continuing through all formal and non-
formal stages: ) .
be interdisciplinary in its approach, drawing on the
specific content of cach discipline in making possible a
holistic and balanced perspective:

examine major environmental issues from local. national.
regional and intemational points of view so that students
receive insights into environmental conditions in different
geographical locations:

focus on current and potential environmental situations
while taking into account the historical perspective:
promote the value and necessity of local, national and
international cooperition in the prevention and solution
of environmental problems:

explicitly consider environmental aspects in plans for
development and growth:

enable learners to have a role in planning their learning
experiences and provide an opportunity for making
decisions and accepting their consequences:

relate environmental sensitivity, knowledge. problem-

Aruitoxt provided by Eic:
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solving skills and values clarification to every age but
with spe.ial emphasis on environmental sensitivity to the
learner's own commwnity in early years:

*  help learners discover the symptoms and real causes of
environmental problems;

* . emphasize the complexity of environmental problems and
thus the need to develop critical thinking and problem-
solving skills; and

utilize diverse learning environments and a broad array
of educational approaches to teaching/learning about and
from the environment with due stress on practical
activities and first-hand experience (UNESCO-UNEP,
1978:3).

This set of guidelines or principles exerted a prominent
influence upon the environmental educators to translate these
ideologies into the practical environmental education
curriculum hightighting the critical approach which
materializes the Belgrade and Tbilisi intentions.

“The Belgrade Charter on environmental education
stressed the need to consider the environment in its entirety
by looking at natural and man-made aspects of the
environment, along with political. economic, technological,
social, cultural, aesthetic and legislative dimensions of the
problems.” (Park. 1984 : 6) . Environmental education does
not seek to make life tidy but to study the interaction of a host
of functions and participation. Helism is best to achieve from
interdisciplinary and multi-disciplinary orientations in
environmental education. Environmental education has long
been confined to existing subject compartment for ease of
timetabling purpose. No one discipline, however. can possibly
embrace all the necessary concepts and techniques refevant
for effective environmental education. A range of allied
disciplines need to be fused for holism. Yet most disciplines
are reluctant to do this because they do not wish to jeopardise
their academic respectability and acceptance. Park  (1984)
proposed a coherent approach to environmental education
which reqquires teachers to provide a mixture of the established
disciplines and relies on the active participation by students
in the learning process to provide the necessary coherence of

holism.
To achieve such a holistic view. the philosophical

foundation for environmental education rests on problem

solving and decision making which involves students with
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regular hands-on experience throughout their learning process
in school. Students need to be presented with real problems.
issues, queries in their immediate localities in order to prepare
them to deal with broader environmental problems which
affect not only individual but the broader community at

" vational. regional and international level. The search for a

suitable environmental ethic has proven to be ditficult. Yet
such an ethic should embrace plants, animals and humans.
The long-term task of teachers in environmental education is
therefore to foster and reinforce students® attitudes apd
behaviours which are all compatible with such ethic which
truly enhanced the spirit of the Belgrade Charter and Thilisi
Declaration.

What are we after - ''big"’ or
"small' environmentalists?

If teacher educators and teachers were to take seriously
the goals. objectives and guiding principles set by the Belgrade
Charter and the Tbilisi Declaration. one should realize that
the target of offering an environmental education programme
is to provide the bést opportunity to each child to become a
sensible, well informed and responsible "small”
environmentalist or practitioner. Looking around to most of
the existing programmes, as indicated in the surveys done by
Eulefeld (1991) .Ramsey (1992) . Shipstone and McCord
(1991) . most of the environmental education programmes
were seen as taught conventionally in an academic factual
acquisition manner. The purpose of such progrummcs seemed
to have been geared toward the preparation of students to
become "big" environmentalists. That all will become
academic experts in a particular field in the environmental
science area, for example, ozone depletion. acid rain, wildlife
preservation etc. Yet, what about those who do not want to
become "big” names in the environnental education setting?
Does it mean that their chance of being environmental
educated will be taken away or that they don’t deserve the
opportunity to become a practitioner to work for their own
environment?

Similar to Eulefeld (1991) . Hogben and Wasley
(1989) also highlighted the practical importance of
environmental education in helping children develop into
adults who will be caring about people and the environment,
socially responsible, inventive and adaptable to stress and

change. Hence the common and long term goal of
environmental education should prepare every child to become
a “small” environmentalist in his/her own local setting so that
each of them would exercise his/her responsibility in caring
for the environment. Some of these “small” environmentalists,
if capable and motivated. could become "big”
environmentalists to take up special training in their selected
area.

So what are "small” environmentalists? This concept
has two meanings. "Small* means that children can be trained
from their young age to become responsible and informed
environmentalists who care for their environment. In terms
of functions, every body in the community can become a
practising environmentalist. Everybody in the community
plays a vital role in enhancing the day-to-day protection and
nurturing of the environment. Everybody functions like a piece
of small part of a big machine. We need to be caretul to make
sure that every small part in the machine. every small member
in the community. receives the best attention to enable each
to perform his/her role accordingly and appropriately. In
summary, "small" is fundamental. important and of utmost
relevance in preparing every youngster to perform histher
critical role in their own environmental setting.

Young children are inherently very practical and
curious about their own immediate surroundings and the'
resultant expetriences. Their "backyard" environment is
somewhere they visit every day. Virtually anything that goes
wrong in their backyard will immediately attract their attention
to query what has happencd, why it happened that way. what
can and should they do to bring the “backyard” back to a
normal and healthy condition. So essentially, the preparation
of young children to become “smail” environmentalists is
basically to motivate them to treasure, love and care for their
own "backyard" first. Their "backyard” is the immediate arca
where everybody can start practising their care and concern
for the environment. It is real to them and they can easily
appreciate their own etfort devoted to maintain, save and
protect their immediate “backyard” environment. By so doing,
all “small” environmentalists. be they young children or adults,
can see how their own valuable contribution can impact upon
nature in their own "backyard” to make it prettier. healthier.
and sustain it for a longer time,
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How do teachers prepare "small"
environmentalists in schools?

As mentioned earlier. young children are inherently
curious about their own surroundings and their experiences
in these areas. They like 1o ask lots of questions about their
environment. They can produce with incredible wonderful
imaginative solutions to problems that they encounter. Yet
these suggestions are often beyond the expectation of the
adults. Children can think constructively. imaginatively and
productively in many ways about the questions. challenges
and probleims concerning the environment that they identify.
create or encounter.

Environmental education is education about, in and
for the total environment. Environmental education is about
the involvement of head, hands and heart (after Tilbury.
1994) . Ramsey, Hungerford and Volk (1992 : 36) echothe
Thilisi Declaration and make a case for the environmeéntal
education be designed to prepare individuals to be responsive
to a rapidly changing technological world, to understand con-
temporary world probiems. and to provide the skills needed
to play an effective role in the improvement and maintenance
of the environment. They stress the significant needs to in-
corporate environmental education into the many aspects of
the environment such as natural and man-made. technologi-
cal. social. economice. political. cultural and aesthetic. They
see the environmental education curriculum must emphasize
and bridge from the personal, local and national to the global
in linking the actions of today with the consequences of to-
morrow. Preparation of such a curriculum programme on en-
vironment education should encourage young children to de-
velop the following attributes using the 3Hs as advocated by
Titbury :

*  Awareness:

Children acquire an awareness of and sensitivity to the total
environment.

*  Knowledge:

Children, through a variety of learning experiences, acquire a
basic understanding of the environment.

*  Attitudes and values:

Children acquire a set of values an feelings of concern for the
environment and the motivation for actively participating in
environmental improvement and protection.

*  Skills:

Children acquire the skills to identify and understand
environmental issues and to participate in environmental
improvement and protection.

*  Acton:

Chilu.en are provided with opportunities to be actively
involved at an appropriate level in environmental improvement
and protection, in particular, their own backyard environment.

To achieve these goals, Engelson (1986) asserts that
environmental education programs are seen to move towards
a number of orientations, namely action-oriented. continuous
articulatiori, experiential. future-oriented. globally-oriented,
holistic, imc(disciplinary. issue-oriented and neutral. With
these characteristics coming together, there is no one particular
subject that can claim to deal with the environment thoroughly
and provide adequate training to prepare children to become
"small” environmentalists.

Teachers. school administrators and curricula planners of
environmental education must face with the dilemma of
fulfilling all these needs. Ramsey. Hungerford and Volk
(1992 :37) raised four good questions for us to consider. They
are

1. How can environmental education curricula be reasonably
frames?

19

Can appropriate new courses be inserted into the existing
congested curriculum?
3. Can appropriate environmental education strategies be
infused into existing curricula?
4. Can cxisting curricula be appropriately modified to
become “environmentalized™?
The quick answers to the four questions is yes and
that interdisciplinary approaches through both integration,
insertion and infusion is the direction to go for a comprehensive




Tammy Kwan

and systematic curricular package. toward answering these questions;

the opportunity for children to imitate and engage in ac- E
tivities: and

the opportunity for children to be involved in the evalua-

An integrated interdisciplinary aprroach to environ-
mental education emphasizes the drawing of content from all ~ *
disciplines. To state simply. Ramsey, Hungerford and Volk

i

z tion of their own learning,

E: (1992 :40) refer to the integration of content and skills into o

‘ existing courses in a manner as to focus on that content and In everyday life, we do things in a holistic way. Ina ,-f;
skills without jeopardizing the integrity of the individual dis-  curriculum context. particularly in the early childhood ard (

E ciplines themselves. Such integrated interdisciplinary approach  primary setting. learning is an experience or set of experiences ‘ ‘

[ has the following advantages : that cuts across subject boundaries. Any starting point can

structure the learning experience. so long as it makes sense to
the learners themselves. Pike and Selby (1990 : 41-42) and
-‘Kick (1993 :29) suggest how environmental education is

the opportunity for children to be involved all the time
and at all stages of their schooling;

the opportunity for children to pose. raise and identify
questions themselves in all related subject areas and work

linked up with key learning areas across the curriculum to
enhance holistic realization (See Table 1) .
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How do teachers prepare for the
activity-based interdisciplinary
approach of teaching environmental
education?

To make an interdisciplinary and activity-based
approach work well in school to facilitate teachers to teach
environmental education successfully to children. Ramsey.
Hungerford and Volk (1992 :40) and Kick (1993 : 26-29)
suggests a number of features need to present to support such
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an active integrated based learning environment for the up-
bringing of "small" environmentalists. They are the good
cooperation and relationship, important element in the class,
the skills of inquiry. the play activities. and the balanced con-
tent.

Any comprehensive integration demands a great deal
of co-operation amongst teachers who are going to be
responsible for the programme. The school must be
sympathetic towards the integration across subjects and the
teachers must be willing to work cooperatively to construct
an integrated programme and try it out. A major ingredient of




such programme must be to respect the integrity of the scope
and sequence in a manner that guarantees the teaching/learn-
ing involved proceed logically across all disciplinary areas.
Often. this can be accomplished by teachers working inde-
pendently of others but often it necessitates “cooperated team
teaching” through out most part of the programme.

S There should be good relationship between the teacher
and the students in the classroom. Genuine care and
understanding influence positively the attitudes and feelings
for everyone involved in the classroom. The students should
b encouraged to talk about their opinions and they are likely
to feel valued if their articulation is well received. respected
and accepted by others. This is likely to foster a trustful
refationship between teacher and students, and amongst
students as well. The more they articulate their ideas and
feeling. the hetter it is for them to conceptuatize and draw

relationship between the environmental ideas.

If the opinion is valued by their peers and the teacher.
the child feels himself/herself to be an important element in
the class. The child is no longer a passive recipient. He/She is
an importaat part in the process of environmental contribution
and that gives a strong sense of achievement. Even if there is
a ‘mistake’ made in the decision. it will be taken positively by
the whole class that everyone virtually learn something usetul
from the "mistake’. Such a supportive atmosphere will certainly
encourage the children in the class to be willing to take up
more and better environmental responsibility for their learning
and subsequently even to participate in the planning of the
related environmental activities as well.

To enhance such responsibility and activities, the

children have to grasp fully the skills of inquiry which means

generating questions, researching for information. working
together, interpreting the information collected. predicting the
possible outcomes. drawing conclusions and muking decisions
ete. This will be achieved through group work instead of
individualised learning. The purpose is to make sure there is
true communication and discussion tor application of the
environmental knowledge to related environmental issues and

problems among the students and the teacher.

In a truly supportive learning environment, children
have the opportunity to experience. explore, experiment and
play freely with a variety of materials. equipment and

ARA FuiiText Provided by ERIC
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activities. Children need time to practise new skills in order
to achieve competence. But when play is integral to the
learning programme. they become so much involved and can
gradually master the various kinds of skills that we want them
to develop.

The environmental education curriculum has got to
offer comprehensive and balanced content and quality
interactions to children so that they can fully acquire the
necessary knowledge. skills and adtitudes to learn about, in
and for the environment. Through an inquiry-based learning
process and integrated units of work across all learning areas,
children become involved in inquiring. discovering and
questioning which prepare the all-round development of each
child in the class. Such programme. should offer stability but
also should accommodate tlexibility to allow spontaneous
opportunity or “spur of the moment’ for learning. Children are
expected to enjoy the programme in an enlightening way and
should be able to see the linkage between theory and practice.

All in all the teachers are encouraged to design an
interdiscipiinary activity-based programme of environmental
cducation that it stimulates curiosity and inquiry. The
supportive learning environment is in a safe, secure and warm
atmosphere that children truly cnjoy the programme of learning
to acquire the objectives of awareness. knowledge. skills,
attitudes and actions to enable them to become “small”
environmentalists in their own setting. It sounds a bit abstract
of just talking what should be done in the classroom using the
activity-based interdisciplinary approach to teach
environmental education. The following is an example of a
curriculum unit used to illustrate the ideas and intentions more

explicit to teachers.

A unit example of "TREES" using
the activity-based interdisciplinary
approach

There are different scales to plan for an environmental
education curriculum programime. One cah work out an annual
programme with all the environmental concerns and elements
infused into all subjects and learning areas throughout the
school. Or one can work on a special theme across the school

curricuium to enable students to see the links and development.
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Whatever the scale that the teachers choose to work on, it
certainly needs full support from the school authority and the
collaboration among all staff members of the different teaching
areas to facilitate and to enhance the inter-relatedness that we
want to advocate. Based on a thematic programme prepared
by one of my graduate diploma teachers doing environmental
education at Q.U.T., it is modified and strengthened to
illustrate the effectiveness of doing a common environmental
theme in lower primary which hopefully can demonstrate the
essential features of an activity-based interdisciplinary
approach in teaching environmental education.

The theme of this unit is - Have you hugged a tree
today? This unit is prepared for a period of one term (there
are two terms in a semester and two semesters in a year)  which
is approximately ten weeks in duration. The unit is designed
for a Grade three class  (age 7to8) withan average class size
of twenty-five students.

Tree destruction is always a current and r . ular
environmental issue for people of all ages. Trees pla, a vital
role in all of our society. Trees provide us with shelter. food.
fuel, tools, fibre, medicine and of course natural beauty. Nearly
all backyards of the Australian homes contain a few trees in
the landscaping around the houses. Trees also help to break
down the carbon dioxide in the atmosphere and protect the
soil from erosion and saltation. 1t is of vital importance that
every child in Australia should learn about trees and hence
commit him/herself to protecting them as far as possible.

The objectives of this unit programme are in line with
those advocated by UNESCO-UNEP and the Quecensland P-
12 Environmental Education Curriculum Guide (1993 : 15-
18) where skills, attitudes and values, knowledge. and
processes are emphasized, Opportunities for its inclusion with
current subject programmes are explored. The whole
programme has been designed in a way where “trees in
enviconmental education” is not treated as a separate subject
but intertwined into all the major curriculum areas of the
primary school. Each curriculum area will have a part to play
to help students to leamn about trees from different perspectives.
They include Mathematics, Language, Science, Social Studies,
Health, Cooking. Physical Education, Art, Music, Dance and
Drama. There is the strong belief that teaching environmental
education through a number of subjects allows the students to

understand the issue in greater depth and they are able to

107

appreciate the environment for its worth. The "TREES"
programme is designed in such a way that students can enjoy
all they learn about trees and they can realize that trees are
important to the earth’s ecosystems which people need to look
after them very carefully. Figure 2 shows the emphasis of
each curriculum area in dealing with the various topics of trees.
You will notice that students have to plant a seed and watch it
grow in Science and at the same time, they are learning about
the tree growth in Health. They sing a song about
"decomposition” in Music and at the same time, they make
up actions and movements to correspond with the words in
the song when they are doing Dance and Drama. The combined
effect of learning trees through different subject areas is to
reinforce what the teacher is teaching the students and that it
is a positive way of assisting them to learn about and care for
the environment with a variety of activities and techniques in
a variety of subjects.

It is with this hope that the unit programme can help
the children in a little way to learn and be aware that trees are
important and need our duily hug to keep them healthy, which
in turn also hetps the ecosystem to maintain its health status
quo as well,

Concmsion

The activity-based interdisciplinary approach of
teaching environmental education across the school curriculum
certainly provides good effective learning opportunity to
students to realize the importance of being inter-connected
among all subject areas. This also enables them to adopt a
holistic view of environmental education. The activity-based
learning provides the opportunity for children to engage in
stewardship in caring and protecting the environment.
However, such an approich requires a strong supporting and
collaborating environment from school, teachers, students and
even parents to make it work. The conventional way of
teaching in subject compartment simply cannot help to fulfil
the goals as advocated by the Belgrade Charter and Thilisi
Declaration, Teachers in particular need to realize that their
role should be changed from an authoritative instructor to a
friendly facilitator if genuine outcome is to be observed,
Everybody is talking about “thinking global but acting local”.
1 believe the same should apply to educational school setting
that we hope to prepire as many “small” environmentalists as
possible so that cach of them play their small but vital part in
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enhancing, sustaining and preserving the environment which
is now very much at risk.

Though this paper was written with kindergarten and
primary curriculum in mind., it is also very much encouraged
to see teachers in the secondary school setting make an effort
to incorporate the hands and heart together in their subject
teaching. The modules in environmental studies in Liberal
Studies of the 6th form education in Hong Kong provide an
excellent opportunity to exercise the activity-based and
interdisciplinary approach, though obviously at a more
advanced and critical level of treatment™  « teachers involved
in the important mission of preparing 'sm.... environmentalists,
we need to find the best and most effective ways to enhance
such vision.
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Mathematics
* measuring leaf shapes
on graph peper.

* measuring heights ard

widths of species of trees.
* bar graphs of items & home
and school which are made of trees.
* the tree game (refer to *In Touch®)
»Topic 41 - shudows
(science sourcbook)

* maths sourcebook
unit being compieted at the time.

* our school grounds
* gchool excursion to
forestry and park
* tree booklet
* sourcebook unit 1.
(Australian Landscapes,
* sourcebook unit 2
Australian Communities)
* celebrate *Arbour Day’

refer to “in touch’) }.\
* create a tree

Language
* create an interest centre
» contract work based on text -
'when Dad cuts down.the chestnut trees?’

creative/process writing

ol C)
/[(v( listening
* model how to write .

'){" listen to reading sessions of »

' a story/poem (writing
rocess). uses.
o « The giving 1€ plus

e‘; books on trees. ]
Vi » videos - *Ferngully® an )
r *Where the forest meets the * create a story/poem on their
adopted tree.
* computer program.
* keep a diary of their tree ‘bOTTOW,
- ms.

3 experiences. poem neets
R * write a thank-you note to the » getivity §

Forestry Depariment.
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Common errors of using Chinese words among
junior secondary students

Itis important to Wdentify the problem of errors of using Chinese words  (in Chinese “cuobiczi”
G EY) 1t refevance with students’ lunguage competence is clear. In China, rescarches deal with simpli-
fied characters (in Chinese “jiantizi” (R #°) and the contributions aims for “standardisation of words".
This paper deals with errors of using original characters (in Chinese "fantizi™ (¥ £ of junior secondary
students. The multiple methods have been employed to investigate the relationship between the frequency of
crrors and the fanguage competence of students. The results showed that (1) the frequency of errors of using
Chinese words reflects the language competence of students ; and (2)  different reasons attribute 1o the errors
of Chinese words. This paper finally saggests that we should (1) change the "word count” method in mark-

ing Chinese compasitions ;

their vocabutary and to use more words in their composttions

*\#W?M%$*@ﬁ

APIRRIOE 242 TRELYN b3k Sl 0 MR & S i 1
'—}'i'im o ANHLGHERL » i HL 1 A REIEIR o (51
FAHESHN TR A T ERY ')l TEEEr &t
LIEMYINR o ST AT T80 f' S5 TRER - AL AT
TENINE SiRY e

ISRy (AT S S T o AR R g
MRTELENI T ¢ BN 08 TG WU RR TR o )
LOBTCACHES SR 7@ 3110y ~ [P UMM Sl it S Bso)) o
FTS RO o LAY PR AN LD » S50 4 SR
g ab s gl -

ik P WGP IS VR G e DR
") 94T 6 Lk o
RO MR, TR £
S IAREUE P IREATIN © 3 08 - At
TP ) PUSING o tep g
F5 ATt o AMMTETE R L (A 1) A<y Bt
KHEST o #BR ~ R (1993) IHIHF7E »
SRSy TR

gl

LTI
LR 0 1994) © UL » HUL
:.'y'f_.;u
%5 LEMESTTRUIGE ) + bt
A AT
T A

SERUES PRI R ]

21 collect the errors of using Chinese words ;

(3) encourage students to enlarge
) teach "ci” (i) instead of "7i” ('fY) .

WEHL 5~ TRl RS (R
AR E\’ﬁd WP TSR © 73l Rugi g SO e » S ”T

1o

AR SCRUTAIRRYT » (SR 5 A Sh ik I3 Rl AR o Firlod
BT RE RS R REANNIYL o R0 SR ) IRy 4 AT o
f? 1']3 fiifidd 1~.ul'”f‘l’(d¢  (HERECE NG e )« Y

LTI B i A, e
LESRETH IR Lo « il BT

P9 FUREE R 7 1) o

R AREN

=~ XRKEIRE

AR SISR) PR AE o [0 ARICESD o id Fithie]
PEITAELRRIY &40 (3 1990 ¢ Wk + 1992 48
PEZR « 19940 F R0 1994 5 B0+ 1994) Z$RI7 44 o
VIR TECIE) v IR (T S A 5 SR N
WOHF =i §- 3 ORI P BT 1A o St Tkt s ASGE
MUy -

HifE SR IN R |'lf'l':':'m (AN 43002 4 08 1 itk
ft SCRCPT YT o 170 A RE DAY I3 B 4
PR T f‘rr&”lﬂ’lu_!?fﬂﬂ 7o MTHI IS




e A s

WAL AKX HAR 28% Him

55 o EIIMLL R E MR FCR TR o HARSI$IR
S NUFTC R ERE G T AR R LISl
PN SR RS B0 (D10 1993 1 (T ~ TR
BE 0 1993 2 FRAEE S il » 1994) ek Sk LT3
FRI 1 o BB« MRS P RBIRE RS o fTLE T AYE
safdife A, g 3 0l d YRGS AGES
nf o § Ut R Sy RERT o

PRk TRl AS % bl o ST FIREIERS
BHE AN S~ BEI] LR 1~ > S NEET A1 o
Sl (1981) BRI RSB TRIGE ) » IR
£ 3 SI0AE LEO ST SRR AT JSERLINAE SR » ML
- QUM o JEEFIRFF S M RIS 5 RLIGH STHE JUny W £
Y] o i (1980) BFFCH A ST il » SETHCPRAHR
IECR SR VR L ST = (BRI L LR
AR FRI) «

AL FFHEA R B IR A % > TTLUGRIREZE
SRR o i b1 o B DU R Il IR T e
ARSI » TS KRR (0 A [l 4 CHES T Gl
o

Z R

ff A CPEERE G TR B0 PAVER
BT RBAEIN T » MPIEATET RIRTIRE » SR
S EIY SR T O o UM A B
AT - TR 0 M ROT R 2 LA T
(s SR SR SRS o

ABFRGT OB, N S © (0 SR W
e 12 SO PRSI 5 o AL AR o LUK X
BRGS0 (2) S MHT TR PR ARSI 5 o HESTEISI 5*
P R B o PR S o S P B -
ST o LIRS 5 o

W~ HRF &

AT EERH] BN R RE L o USRI SR »
HAHSON o MULSTHTHGLE » UHE f7iL08 © BRETIN
L o IRTSat S iy ARSI - (e N2
HLEFFYE (11 o TILA BB RIS 750l ~ B 1 LERK
GGl S B B UG SRR 0 o (IR B
o AR S RTIRCE

ABESE IEHRE 17410l AN o 1S IRIRREIIVE
IRHIBS ST Band 1 ~ 2) ISP (Band 3 ~ 4)
o JLARNE/CEE (Band 5) o JGEl T G (F1 ~ F2 ~ F3)

108

(IHEA » FERRAT400 A o RHHISHRA A kK o 15
FL e I SO o f 8 SRR ST HOTT L AT
M s TR o SCRTEEE LR AN o

PORHB YU Fifu i Ll SO BT L SO S
ST s M HE AL S E AR o iRHE R PD A

Q3T o RARES TSI TIGTN o adstalt SCEMiRd A0y

S o ST AEEL ISR o SO ik
tHFse Cike BURIREE | » Mol 2O CI AT iR

7o ASHERRTETTEED » dRTl e

ARG AR A » U AGEAC A st 15
't o
B~ M RER AW

FORMC T TREFR ~ 3 F R o BARELUI IR )
IR AR

(1) $ERIFAIF I HIR R

I A L I L

A RS A s | 521 | 816 | 800
Q5T PAIEFBO)
B. fli- 59 157 | 300 | 168
C. SR 332 | 398 ! 200
D. 3 1 480 -678 671
E. W KB 936 | 1049 | 843
F 8O v e (B+Dy | 637 | 978 | 839
G. 5 UKL (C+E) 1268 | 1447 | 1043
R BN ) R b e (RN

B AL Ly Wi BRERY Y I GE dR
AL B PP A 0 o THES s Ty

sREE PTETEFT R -l INBESI N e R B
P IR L %) BT A o o -E5S214 » B s
11 816 AL 8OO o LWIA R R YR aTEs Al
FIb o G 4 s W EEIRR AT« GLIGE SR 1o lHE
s 1 I R3O s BAEIREN EAR % 7 e by

U SIS R e IR A S A

‘7




A E LIRS T e
HEMES » JFIB -637 ~fr oot 2978 ~ 839 0 &d (3) SEBYRASHIMA
PDLTREES 5% ) o M TS ) AT R g s | gEas
FUERES) » AMIT-85 88Ul D ag i b L RARIBIE o (25 g | s
PESIEH BT 151268 o 1] EB 1447 0 p S (C/B) (E/D) (GIF)
| 1043 » BEMRENI - AOBUE N 1 o (HESI R
ARSI o I REAERZ IR D T o W /L 55 A - 2.11 1.95 1.99
HRIFTH TR BB NE TR LR o (o) AVELEY)
DRSO SURIGE S SRR » TE1F -BRIVIERT B (1T 1.32 1.54 1.47
SCA A BLCEE o o - HRRHIGE PR AIG o 17T hiESR G
Do (U O KBONEL ot RRENRE B 1 0 1 T 1.19 1.25 1.24
LI s (ENSEA R BN AR o
HINE JIRHEE S » MESRIT ¢ Rufn b =7 RS 1 o Pt o 1.48 1.54 1.53
MG A BT B o o BB KB s A K AR Y Sy
o

) R30S LA

REREEL | R SIS I A R R O BB K o B |

s s Kl ) B o SRS 4SS 2.0 4k - R

O EA)Y | KB (GIA) FRASHIN TR HETRIE 2 o () O FRERE

IS P B A KRIES 1S (OB 7 ~ 337 ~ S 1

gi-- 1.22 243 BEABOTTINIS 148 ~ 1.54 ~ 1.53) o (o) b EETE

. I~ SERTFAL KO 200 ~ 1.95 ~ 1.99 - 4l
' 119 177 B MR+ LIRS IR IR S © b IO ~ 15 ~ 48
ST 0SBRSBI 1y [ S

s o4 1.30 BRSSP I A gt 4000 TR A o (d) SIS 1R
HIB s IR (C/B ~ E/D ~ K GIF ) FHETRM »
ALNCE Lid 175 SEHUTREM LG ) ETUGG © (o) 35 IR E R BB

b D) LA 1 RS PR SR O o SO P

» , B itk ST o BRI S S S R K G
R2DHFRET I UL A 1) KBS JIHERS FA o
SRR B O '

BB 0 IR R 1 T FRIRRLA A D

(4) B ~ SEFEIHLIN

ALY R O B R A W A
(& ity G IR, A B < LR AL
(D/B) (E/IC)
(1 AenTbL 2 G WOV g I £ 1A
Too-43 LRGZIL B R P T e 303 281
Kby MR RSN LB S 1.2
Fe243 + LR BN o 4 5 (BB 1442175 e 2.26 263
o UIRS IS0 o 11 B RS LR _ .
B5 119 R 177 » FRGHEL P R P o StTsindt o5 e 399 421
D IS HR ] OIS © o) FIRIHEI Hegichps
PO 5 M I 5 AL #rle 292 304

Al )
K TRV R

e 112




Aruntoxt provided by Eic
L8

ERI

WAL AMEL HRAE S4% Hiw

IR B AT AT
R o Ll PRI O o AR ERGCELRAL T
AR AT RS R LR o (LB A S
Foo (EFRMELE N -H‘:i'i » EPRFA T mnhx
BRI » (Bl Ny s Ff’-Jude’iu‘--’: ;o EE
RIS e :"ﬁl ROV R A MR
W HOT -ﬁcflﬂ’u‘ J-Ll.éf CRMPIRAL
Mo WA SRR o P GERRRT SSGE J I AT LR b

S AR TRDE IO (A RE - S EY S I i
nf {5 G SRR T S ENEY 5 UL E

LD IR B ST #Y e
Fe v Y E RIERLLC ot -
RE S RG] F

R AL
Mo of LU B R R G EORY
IGE 1A SRR -

(E 1 fenbd Tyttt TIEA e f
BT ARLES » A200% 3,90 W21 v 5 G40 AR G I8
(b) b A P BY R AN
) 305 B BRI » WU 1~ 8y R A TS
2,63 o Hilrfr 281 OMEIR AW N - JR i
Heamigrh RO 0 /DB PR B f ey R R

'lefI&LuL”*'UL)mﬂ'.:?' HE ikt s 0 %%

AR R R s WEE R

BRiONE /S N

ANEE R 2
226 0 fhif

(5) WRBEAIF IS

i ML LR 1 L‘. PRI b ek

OE f“""l: B4 7 GLEEE - n_f-x"i'h &y -
RN AT VU o { WL BRI
ff"%‘f' RS R ARV SRT I N 'ﬁ‘(f' AR B %11”771"

FAGADEEN AR R R
IRV E S ]
{7p 13 -

fl“V{ﬁ{(ﬂ,” ll . n
L0 L‘YJ'/?‘ ‘fon; “ lul 4 “Jn Hl‘h

3o MU0 SRR s Qﬁ”’.’l\t"é““ SRR AU L

S PUIRE RSN 1 GAREER Y A s X
HIUH RIS o Y U‘ktr“‘ux_fhfi AR SRS
U Tt A R T AP S R 1017
R Bk

REUANY S A T ARG IS 1 i
(hy B wHLEs )y i e AN D Y %N

%o LSS P T Bk SEGT tum\f"'f ol
1) GENGMETLGE DS AR R
WL SRR A L D b B RN
W) s RN LT RIGE 1L L

2y SRS IR % - WA BT . J

R
«mm&uwm¢wwmnuLuﬁnﬁmhw’

IR 5 | BT 1 R R AR B Y o

SRR TR f5, FAREISRAE » HIAPTIE

iy A5 2L = 9T :-f{'J.f‘i-:'F.‘fl' i GRPRIILA A

ix.i el 1 - SANTE R ACR AL (A S T
© RFHR

TR o (HUARERAR AR

SEGS e A o AR R NIBR

() COREIESN TG AL o W ER B RE L)
WA L A R S LR F LI
f'. S b S RGA G 4TRE - LRREEoiL EA

"I ROE S ASES S % A0 - SUEENHK > R
i HPETERMIE ey o SERCEHUT AR Y &

iLé A LRI LS R s TR
REST I %ﬂ" WEAC RIGTA TTREL RIS
e

() WU ET o MEG B e B HR o (A1
s O BSOS TR - R
PR R > ad FrRORR BRI T (U o

() BRGSO L s SO I R AR
G o BT - APV EIT U RS K
AU R AR ) o R TR PR
e B RLE 1R s BhifioR Rl
,"' J ’ 'Lr_'. PLLOJHL EGE = B o IS

i SERFO T Ak o IAIB LR s

'/ . ‘A‘?iﬂﬂ(‘m’{ ')ﬂﬂﬁﬁfm"\'ﬂ’}miﬂﬁii:i"&’fflr'r.:'i"}‘fﬂl M

- B ATMIREHEDS EMIR T B T

e BRIV H e R PO

By TECFROR A A s RO
RNV i g U DU R SR R B e £

GURLERSI o B BLAT

flr g oty 5

% # Rk

FilLal {B L0 » 584780

BN 199347 H 16 ! bt
BEHTE AL 99y G CRET OB I

F EF RS R

NI I S S LA Tt
' l‘v{": L‘h

S R N 13 O R S [ R T
o WRELERT (Vol 3lssue 1)

P (1990)  LHEERFEIHIAE 5 iR G -

|m113

K.




W
EURRE:51I

HEfiE ¢
ik <

guiy - o
Wik -

, L~
' [FRIY

fit

—‘L’h{ . u

RHRY B

Fi
Hine

AR Rk L

s
R
ZI . «

AnFlIn
A

qy FH g

(fle (1993

(1992) - Y

S PURRL L -
ik A RE,

A EHEPM 0y 4R

0994y SGREY SR - Jhyt o ali L

(1994 - 0 iy b F o gt R

1994y PP R HIE dE g0 o TR

(1993) - sk i LR

FIRTMHRY - U]

S IUREE Y VERYHIR

Um.‘”ll

MUS”"‘ s (1994
l l(’{"il

ISR LIRS

fUpA T - (1981 - R R R s B
BT T LRI I LR ) s -

980y = FAAEDIVEALL Ol &b

LRI Y -

4

lrl‘(&' ’\r:lu“LF i e f}“f'l
N RNEPY LRI iy

"L“il'l 'l' l;lr thll

A R

GO SR BV e

108

114

bR AR KR TR A AR




#HE AEX HRE £8% HiM

Mig—  MREBIFTR
h—$ B

(e

RCEE K
oy
25
¥ ¢
15
o
W

WL HEE
HEL i)

Re
R
AR
VK3

o &
K

et
3z s

LU
Figg

bR
Rk
(R
et |
Feint
FRAE
133
g
iy
K#
K%

WA

ﬁ"‘)"l' ”

e
=
i
AR K
HLEN
A
WF
fryy
59
o
&%
ENGE
N
REZN )
Aty
Hi%
A4S B2
2%
i
ik
®H
1
o
1T
it
1
ok
T3
[
4118
$iEk
HE
RN
K&
ULt
gt
#1
Ly
Tl
ihdiz
SN
Hilfs
5HY
* K
i K

o

Bl

W

it
ek
M

PR Eer)
,l;\nL’.

i,
B
AR
%
AT

RS
Wi
TS
k]
AFMK

35214
s

P
% 1"

oy

Bl
RIS
fidit
AT
Ty
ik

WA
% 3
R
Fii3
ik S
KR
I B
ko {14
&
i
TEK
AN

I A
. 3
HU
ADYE
i
mit
il
id
{EW,
wh
R
e
e
1S
AT
A
af MK
8l
e
ek
32ed
51
R
1% 5

Al
s
kY
b 41l
23 19

Ll
£ 10
B ¥
Wy

g
e
Wit

o
R
G371
hA4

i)
(i
pidlyl
-~
Bk
%L
ha
o
B
it
PN~
R
fic
N
A

Yyt
1§
Lt
ks
gy
ot f’t
1%

109

IQ

ik

£

#ik

#

11

Finoe
A A
HHiL
L
1%
I
E 223
fosd
iz
1R
et 1t}
3 Y
Rifil
i
A%
w4
XL
ok ]
40T
e
#1
Wy oM
" g
wh i
£
k¥t
wit
=
it
-
e
HiRBLE
&
wHE
REF
LT
A9t
A HIRE ]
AW
;|
) IN
7N

o
M A
Higk
241
gipy
4

,lé'll -i’&

s

i
AR

Litig
i
RN
Rt
iy
P
ik

Fh%

A Ut
i

[ il
bixyiid
&
pAst s
37 4
HRTEY
A

HEIER

Jib
HPEIT
&
e
ifii b1

-y
p2ts
AW
M
L]
Wi

L%

PR
it
filgx
Fanti
ety
s
HF
[R:
A
R
A
Ay
+%
Tt
ik
i ol
#F
g%
e
Ay
B H
i
A
FANTETTN
fEe
{11
K3
[N
A
A
A
£
af i
- ltt
EN 3
ey
LR
il
FibE
i34
A
fRafe]
wox




o P=t 5 3111

WG
EM
(] 80
b

W

A
{ifif%
ral
1% 2
ity
SRR
shEs
#ik

HA

9.
Hif
HifkIS
A
et
Yol

i1
AU
#k
UM
LR
i

s
A
s
YR
Rl#
B
PR |
Bl
g i
53
e
2 FH
fgh
M
AN
ME
My
A
LA
A
1320
b3 e
kT
Je¥iR
re
ol
et
B
i
1231
B
IS
Jo\ Bk
K

i

pHM
oy
AL

k7

il

gkl

ids)

Qi
mi‘}l"

Wk
HR

il
i

feifii

B

sl

HifeAd

o> 2
I

2“2“]’ e
It
CUN
Adt
AdE
AR
%
5%
ik
oE
ik

fteyy

[ R]
1 2

L8

1o
b 33

8its
Y

)

Hi

=

§2oth
B

{ K

AN

g
M

Btk

.....

04
TERR
gLy

RIS

111

KR

1t
7y

IR
E N

ke

A
M

i

110 116

gy
£
41
o
B
]
4
B M
Hi
£ 440
e
2
R
£
Fial
[k
[
RE:
W
Tk
i
A
e
{7k

B

IR

3 H
SERERS
154
Nl
AR
¢S]
it
KR
Mg
¥k

t (RN
“wr
Yl

PN RS
E N
Wit
sl
jul B
K
MiE
R )

R

b

$:4

iR
fEL £ 4%

i1
KB

it
W
it

g

LAt&

LAgPE

Wil
JLg
Pt
e
4827 AYE
EANE Y
LLdE
HErb
A
fidd KH
v
W
¥
T
HIE
biiliry

Mtk
ikl

utdk

L2

LB E L VRS R PL I E S]]

FILIEE
£
B
Wi
bk
K i
1 %
-2
HhiR
Sk
s

| 41
&
i
e
ol
Ui
L1y
L1
4%

L
Hhiy
it
WL

AR
EEAE S
8
HEVS I
L v
PRAH
rap
#fr &R
At
A
R
FAE
AR
MR
g
Ui
VAL
Wt
gisH
WL




AL AAX FRRE A% Hie

i N )
My O

fith
AT
HURY
e
RN
g, g
£
il

st
5%

f bt

U
[ERNS

IN:i]
Ml
Joit

o
Hidth

L

AR &

t E~

fiaft
g

. FRIC

PR Full Text Provided by ERIC

5

iy
L
e
R

PR
hié't
SEUD
YN
e I8
IRAEN
pai
A
re o,
[ .
ERIE
fue st
IR
g 3t
{'rall
A
Hy:
AR
T
P
T
K
IR
ot

iy

&
it
IS
iR
iR )
B

5 ¢
F8e
BNy}

2 B3
™k
:I K wii'
ikt
N
NIl
4%
i
ta it
ke 58
i
| ¥
b
AW
L&
o

Jiss
ﬂ{ ("’l:
P
Rl
fik. 5

S

vijtke

Rl

il
CMEN

Pl
[1lH

e
i

&y
g

o
RUZ
A

Fus

4,
finni'

{I.{1.

it

Hi g
* oy
g 3
1983,
M
-~

E 1y
i

n'l‘"
o 14
£
b
53844
VR
B,
|m""{
fixtk
ik
i
. 414
{iiL
i
e
et
It
FEIER
B
¥
ey
| 401
| 4
R
M
43 % .
3.
4
Frie
Fras (]
&t
iy
A
Y
S
VIR
1)
. 43
HE
HE J
HE ]
1N
N
fl.fe.
it
fifit

JRE
o

f0F =3¢
etk

a1
g

g
RN

Wit

{# iy

117

sl v
{5
i
it
[R1138
Jud
#inlll
i

g

fig

o5 ke
ey
gisd!
Tty
'yl
NN
A
LEpd

fefi

S

i
I
1} A

W

i

e

jtan
HABN

i
Wy

Bt
it
wihy

N}

N

A

I 1
A
Vil

%
ik
R E
B
LA

44t
INEIN
Wiy

-

Sl =
e
e
ke
IRES
. !

i Y
it 4
5L 25
iy 5
nan
i
e
itk
R
A
i A
s
E(E
b i
FHY
{71
fIgi &
152
{1,
St
Wil
fefar
vkl
INTR
qFng
ey )
i
e
Y
¥ 3
b
-
LR
Ly
% h
Ehk
Sl
R
A0
oL
e

STYIN
Tt

|H] '}i
Uiy
IR\




Ee S L TR ST AToNE 12

Bisg— : HEEFTR

ﬁﬁl’ll L g - EL I L

oy e

L fi] ki o i i
ftj;mﬁ ‘fxl_ ‘.;‘ Ehegy FA | % ﬁm{;&
iLhs IS L yig #it ik
B {51 L 1t

3 A7 {2 S ] i |-l'

» At i AHE 1%

. i &l . H M Bl i

it el Nt N Y i

it b & o it Gy
. B ik s i 8 £ 1
] thid

, Hat e e Liit Ltk
- i T A HETS i #ii

SRR 5] 1]

.
:
|
:
-4

WK HiER G pend
5 it o & £ % i 1 1
LLeij A it 2 sy %
i 2 ;'L: ik . ek ik L
s Bl il i £
S T it R o My
GOt R aClCk @5 m it P it
Akl L P iy 42 gm0
.:L'f"é_:i Wi e (P W e
itk The MR i
4k R s -ﬂt
o= i A i s
!"“.?‘q AN YN AR 2 e)
(,’"M WEM By i fr
Vioh A 15 A il At
i i Ry oy

ik E3214

RIS (1-5)

-3 MR WA.5M MER EHR NHEUHEX

iooooooooooooooo Y—E2VYE5 AN eo0000e

« (hEEs 1) WIS
RABIBSEMPIBRIE
HOREEINEWI) -

BEVBTGEATE ~ SMOVFH - METAHER « TR R
T B - BMHEX - BB RUBER 19805
PHE LRV TR M LIRS




AEDRE - ABER—R
mEERONZA

NEBHEM=MENSO%R L
RIMMBES7,100

 mM81,500IK

 EEREEMBNI2,7201K

MR200M WA RIROY K
RAZRMNA

2NME1,820M

RENXKEMERER

FRABEERY
| : 2516 3222




with the Compliments g |

of

A A A A A PP PP

Everyman's. Book Co., Ltd. :

e alata e atatata e e e et ot at,

Good Earth Publishing Co. Ltd.

A AN Ao

EBEAAERERAF
K 3 B R 4 A

I
B E
10

watk m&memmmx B . 3-386103-5  3-381921




of

Mt £ mWﬁﬁmﬂj

ARISTO EDUCATIONAL PRESS LTD.

R

B A-LhKiE 204K THAN M Wi 28112908 WA 2565 6626
14/F., LOK'S INDUSTRIAL BUILDING, 204 TSAT TSZ MUI ROAD, NORTH POINT,);-‘/

HONG KONG.  TEL:28112908 FAX: 2565 6626




Bik. F, 21/F., Derrick Industrial Building, 49 - 51 Wong Chuk Hang Read,
Aberdeen, Hong Kong.  Tel: 554 1247  Fax: (852) 873 2412

FEEFBFIRIINEA9-51 RBHIT KRN 21 =F /&
Wi : 554 1247 (KX : (852) 873 2412

@

| I W OB i 0
| TJine Kune EpucaTionaL PRESS

|

|

|

116 122




: FOFTIOR A A8 A0S < MOTUBE ~ A4t B LY BT IR & BT BABHTE AL LR o S R A b e RS e i AR
e o BRI TSRS o QESERID » WAL L T RIRR e

E KA ¢ UGN 2 4 2 AT AEA
; AR BIMFT ATITR T LAY

Feafoy
1 - BOPEol LA 2 I E (304014150 Word » Amipro ) B4 ML FAR MNIGUREES SO (7 MR HEZBEREIN © XM (L
$G ~ 8 G A CHR Y T 0) o DAACRTEE - BHS AR AR TR o MERRSL LTI Bk 4 Aol 446G o
< FI S SOOI~ TRHREY ~ BT ~ Mk - BREEHARTS o
- B O 2000-5000 TLAIN o QUREE & DAHTRFRETTY (8 2091 < 16 D23 F 2 400 1) o SRUMULL 250 F I3
-SRI o ARSI CIRL P R i S REUIH IR T (198371994 4130k <
R AR g VARVATLE
U BE A A S SRRl IR S T IR AT AR o
PSRRI S o (8 SRR U S T A A AL (B 77 KA -
< 3P L SRR INE A PR S -
TN BT o U KREeE o ik KB e
CLPHEETI  (THIBIEG A A AR T 8 -
el HolE TR GHEY ) e

U d= W

—
_— T 2 e~ 3N

Papers Are Invited

New Horizons receive papers and have them reviewed throughout the year. Teachers. school administrators, student counsellors. educationists
and researchers are invited to submit papers about discoveries and new insights from their systematic inquiries and professional practices. For
submissions received before June. if accepted will normally be published in November of the same year.

Please send papers to : Thw Editor.New Horizons, Hong Kong Teachers™ Association.
242 Nathan Road. National Court 7/F. Kowloon. Hong Kong

Notes for Contributors:

1 - Paper submitted should be on a virus-free floppy disk in standard ASCH(text) format and in the format of a current software(such as
Word. Amipro), accompanied by three hard copies showing printing styles such as boldface. italics and tables(if any). The disk should
be labelled with the name of author and the kind of software used.

2+ Paper should be 2000-5000 words in length and should include an abstract of no more than 250 words. Those written in English should
also include a Chinese version of the abstract together with a Chinese title. Tables and illustrations are counted as word-equivalents
(As a general guide, a R cm x16 cm table is counted as 400 words).

3« The author's name. position, affiliation, contact telephone number(s) and address(es) should be given in both English and Chinese.

4+ Submissions should be presented in accordance with APA style. Please consult The Publication Manual of the American Psychologi-
cal Association(1983-1994) if necessary.

5 + All tables and illustrations should be camera-ready.

6 - Papers previousty published or under consideration for publication elsewhere will not be accepted.

7 - All submissions will be reviewed anonymously. Authors are advised to include not more than two of their own publications in the
reference section of the manuscript.

8 -+ Contributors will be contacted if substantial revision is recommended.

9 - The journal reserves the copyright of all published papers.

1 0 + The views expressed in the publication are those of the authors and do not necessarily reflect the position of the Journal.
I 1 - Please enclose 3 self-addressed envelopes with enough stamps.
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HONG KONG TEACHERS' ASSOCIATION

Patron: Mr. W. K. Lam, J.P.(Director of Education)
1994-96 Honorary Presidents

Rt. Rev. Bishop Kwong
Dr. Danielt C. W. Tse
Prof. Poos Chung Kwong

Rev. Woo Chun Chung
Rev. Yung Kok Kwong
Dr. Chen Tso Shun

Rev. Kwok Kwong
Prof. Wang Gungwu
Prof. Cheng Yiu Chung

Chainnan K. W. Tong
Prof. Charies K. Kao
Dr. Chuing Chi Yung

)

Prof. Kwan Yiu Chen
1994-96 Honorary Advisers
Mr. Lee Hoi Chow Mr. Li Shi Yi Mr. Ku Mou Kin Mr. Ku Shiu Kwun
Mr. Ng Yuen Hing Mr. Chow Kwong Che Mr. Ko Gar Yee
The Cou
President: Post-Sccondary & University Group-S: y:
Teng Chong Tai(Lingnan Secondary Schoot) Kwok Hong Kin(Lingnan College Dep of Sacial 5
" Vice-Presidents: * ) Subsidized Secondary Schools Group-Chairp
Tam Kam Ming(H.K. Wai Chow Public School) Wong Chun Chung(Pui Yiag Middie School}
Vice-Presidents: Subidized Secondary Schools Group-S: y:
Leung Shiu Chun(The Salvation Army San Shing Chuen Lau Ng Ying School) Tang Vinh Sanl(Ming Yuen Middie School)
Secretary Oeneral: Subsidized Primary Schools Group-Chairperson:
Los See Yuen(Pui Ching Primary School) Sally Les(Touen Wan Lutheran School)
Deputy Secretary General: Subsidized Primacy Schools Group-Secretary:
Au Young Chi(H K. Baptist University S.C.E) Seto Chak(Ho Shun Primery School)
Treasurer General: Subsidized Primary Schools Group-Council Member:
Lee Ting Tung(Bishop Paschang Memorial School ) Lee Yuk Kuen(Tsing Yi Trade Assocation Primary Schoot)
Oeputy Tressurer General: Subsidized Primary Schools Group-Council Member:
Tang Cho Pang(Hong Kong Taoist Assn. School) Chan Kam Tong(Man Kiu Assocation Primary Schoot No.2)
Welfare Officer: Private Schools Group-Chai
Seid Sun Ng(Lingnan Secondary School) Ching Ping Yan(Lingnan Pdmary Schoot)

Co-ordinmtor, Professional & Academic Activities:
Lau Ohi Fai(3.K H. Taang Shiu Tim Secondary School)
Co-ordinator, Social & Recrestional Activities:
Lal Wong Fei(Buddhist Chung Wah Komhifl Primary School)
Linison Officer:
-Lam Man Ho{Ko Lui Secondary School)
Service Officer:
Kung Hing Wing(Lok Sing Tong Young Ko Hsiao Lin Secondary Schaol)
Post-Secondary & University Growp-Chairperson:
Peter T.K. Tam(The Univenity Of Hong Kong)

Private Schools Group-Secretacy:

Fung Chou Ming{Sing Jean Kindergarien)
Govemment Schools Group-Chairperson:

Ho Kwok Suen(North Poist Governmemt Primary School)
Gavemment Schools Group-Secretary:

Lau Lai Han(Tong Mei Road Government Primary School)
Kindergarten Schools Group-Chairperson:

Beme S.M. Pang(Suen Mei Kindergarten)
Ki Schoots Group-Secretary:

Kwok Chor KiC. & M.A.C. Tai Wo Kindergarten)
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