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Foreward

CHARLES MIZZ|

In introducing this collection of readings meantp guide trainee teachers in their
reflections on secondary schools in Malta, | wolikk to draw on my own
professional knowledge and experience to providehéu stimulus for thought and
debate. Critical thought and debate is of the essém all things educational, for in
my view, one of the first and most important lessonwhoever takes up a career in
teaching is that in education, there is no peneatjht solution and possibly no
absolutely wrong proposal. It is important to kel in mind, as we attempt to
consider Malta’s secondary school in the lightte# tevelopment of the educational
system over the years.

The present structural and cultural makeup of tladtéde secondary education sector
cannot be fully understood if the analysis overkdke historical context which
moulded its development. Maltese secondary educatiml not develop in a
systematic and coherent manner. During particydacles, boundless enthusiasm was
evinced towards particular policies and modelsy dol be followed by strategies
leading to a different orientation.

Indeed, the development of Maltese secondary eiduces characterised by having

been for too long a bone of contention in Maltadvexsarial political controversies,

and, during the last quarter century, by beingestted to a panache for quick fixes by
implementers of policy.

It might be surprising to some to learn what a tpgbfile Maltese Education has had
in Maltese political history. Maltese political adty has its genesis in 1880 with the
foundation of the Reform Party and the Partito Afatimista. The major issue
between the two opposing factions was the choidbefanguage of instruction to be
used in Maltese schools. For sixty years (of theriening one hundred and nineteen
years), the controversy raged on — Should the kgewf instruction in Maltese
schools be English or Italian? Was there a placettie teaching of Maltese and
through Maltese in the curriculum?

During the other fifty nine years of this epocheoran discern two distinct phases.
During the fifties and sixties, endeavour conceatiaon the widening of educational
opportunities — which development was uncontroa¢rdn 1956, the number of

places available at the Lyceum (the only state regaxy school for boys) and the
Grammar Schools (the three state secondary schweaiable for girls) was doubled.

This measure was followed by the opening of a Sé&gnTechnical School for Boys
and for Girls, respectively, in custom-built newhsol plants. The precedent was set
of tracking secondary school intake in separatasts. Entry into both streams was
through a specific selective entry examinationseiof examination sessions for each
stream. In 1970 universal secondary education waeduced by the setting up of



Area Secondary Schools to cater for those elevan giels who had not managed to
obtain a place at the Lyceum, Grammar Schools aedr&lary Technical Schools.

Secondary school intake was now tracked into tstesams. Hardly had the system
had time to settle down, when policy orientatiomrm@ed and changed and changed
yet again. The development of Maltese Secondarg&ithn was not only buffeted by
a revolving door approach to policy making but disond itself in the frontline of
national polemics of a different nature from thee-prar controversy over the
language question: Should the state school seet@rganized on a comprehensive
model? Was the overnight implementation of the rhadenterproductive? Did the
abolition of examinations within the system createre problems than it tried to
solve? Was the setting up of trade schools withational tracking at an early age a
wise course? How did the unification of the trigarsystem into one comprehensive
system fit in with the concurrent establishment aoftrade school stream (both
developments dating to 1972)? In 1981, was thdrmelnction of a selective Junior
Lyceum stream in the state sector and the comedfaglkmmative examinations (with
a vengeance) right or wrong? Was the sudden potiditefor narrow band schools:
Junior Lyceums, Area Secondaries, Trade SchoolsjoduCraft Centres (now
defunct). Opportunity Centres, Church schools amdependent schools, right or
wrong? What should the status of Church schools be?

A lot of energy was spent in resolving these issueb the present day structure and
culture of Maltese secondary education is the tefuhese long drawn out political
polemics, with the concomitant oversimplificatioasid lack of objectivity. The
debates were carried out on a black-white perspedBroupthink set its own dictates
on the participants: ‘If you are on our side, yallyf subscribe to our point of view —
which point of view is perfectly right. On the othieand, if you belong to the other
side, you fully subscribe to the other point ofwie which point of view is absolutely
wrong.’

During the last five years or so, a new dawn set@mbe breaking. A bipartisan
approach to developments in education is startreyblve. The centre is aware of the
traumas that past switches in education policyrtakean unprepared manner, without
adequate consultation and consensus building, wea¢ induced at the time. The
centre is also aware that the lingering influentdhese traumas still preys on the
public at large. Thus it is careful on what chastrategy should be adopted and on
the manner in which such strategy should unfoldle€tive amnesia and a failure to
learn from past history would do educational depaient no good.

Furthermore, there has been maturation in the way term strategic planning is
taking place. In 1996, a novel concept was adopteslas accepted that a couple of
years to think through fundamental changes of mallnature was needed, followed
by a further year of evaluating the reactions t® dnaft proposals. This three year
design phase gave scope to concept clarificatiah amsensus building prior to
implementing the changes that will unite stakehadather than divide them.

Change management is still in its infancy, but Holbeit has come to stay. The new
approach has been around for too short a time &pansure that the new beginning
does not hold false promise. Our aspiration is thigt change paradigm will become
the norm — change that is convergent, pragmatc ffiot ideological), bite sized and
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well planned. Unfortunately, the predilection farick fixes is a very hardy survivor
in our culture. Time will tell whether the new biging will nourish or will succumb
to the impatience of the inexperienced and thepgasex

A caricature metaphor for the present secondaryesyswvould tend towards an
assembly line factory of subject teachers tryinguop a set syllabus into a class of
pupils... concentrating highly on examination coaghito the detriment of
educational mastery. To complicate matters, théemsyshas tried to redress this
perception by introducing an avalanche of actisigad initiatives to an extent that a
new grievance is emerging. Classroom teachersustéigbly starting to complain
that disruptions are so frequent, that programmemining and student-teacher
relationship building is becoming very difficult the limited time available.

In my opinion, making an inroad in changing thiatstof affairs is a tall order that
will require concentrated effort for the best pafta decade (provided we are wise
enough not to conduct diversionary and divisivigdition which saps our energy).

| hope to see the evolution of a Secondary schowlatilum that will introduce the

concept of imparting competencies and values amdogas solely on the acquisition
of knowledge. And, even in the limited field of ading knowledge, | hope to see
pedagogy shifting its emphasis from examinatiorchogy to real mastery of content.
These objectives should he reached through an iecrgahool programme that allows
scope for individual school/class preferences, sthiiot tolerating lackadaisical
random unfocussed toing and froing.

The curriculum will emerge as the core feature dwctv the education provision of a
school will be judged. It may be a surprise to saheur readers that this self evident
truth is not as yet the norm. - The secondary dSchlooriculum should expect the

pupil to more and more participate and take chafdeer/his learning.

* The secondary school curriculum should provide ghaime for schools and
pupils to process and cover content in an eductiomeaningful way, meet
the objectives of the learning programmes andfgatie individual needs of

pupils.

* The secondary school curriculum should pay speaitdntion to the age
characteristics of 11-16 year old children, throwginricular variation to the
age group being taught. One should keep in mirat. ¢lren within this age
bracket there are at least, two distinct phased:3lyear olds, and 13-16 year
olds.

* Whilst keeping in mind that the teaching-learniqgpm@aches and acquisition
of knowledge from the cultural domains necessdudlye to take consideration
of the common features of children in the samegagap, the developmental
rate of biological and psychological maturationfeti$ from individual 10
individual. Secondary school programmes will belyftdware of that self
evident statement.

The Maltese secondary school will be empowered aildbe given support to
develop three fundamental features within its etlacal provision:
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1. Whilst building on a common foundation, schoolslwNolve differentiated
learning and teaching opportunities. Such oppaditsihelp pupils fully
evolve their individual personality, commensuratéhwtheir abilities, age
characteristics, development and experiences ioo$emd out of school.

2. The school will seek to impart the acquisition oblvledge in various fields
as a means for students to develop their intelédtaculties and their ability
to act, learn and communicate independently. Irtldgpocessing of this
knowledge will contribute to the development ofdition and a well-balanced
world concept, helping young people find their waythe local environment
and in the world at large.

3. The school will seek to promote the developmentpefsonality through
education. This can be realised if education pmognas, methods and
teaching-learning processes ensure a colourfuladclife. Scope would be
given for pupils to develop their self-awareneseativity and ability to
collaborate and co-operate with others.

Is the proposed agenda a fundamental shift in elegryeality that will produce a
genuine quality secondary education provision?sQnheé proposed agenda a cosmetic
exercise that will fail to make meaningful changes?

On a different plane, will the initiatives be seall through resistance to change?
Through holding on to an ingrained mindset? Wile thoncerted effort that is
necessary to make any sort of difference be diddrt® debating even more radical
issues and changes?

The answers to these questions will unfold overcitraing years. Alternative futures
for Maltese education are beckoning and we shadidileboratively moulding one of
those alternatives. | will hazard one guess: Deguaknts will have made enough
headaway to ensure that the teachers of tomorrdivbeimore at home with the
proposed scenario than the teachers of today. dtfaathat reason that | was more
than glad to accept the Faculty’s invitation totevthis brief Foreword to the present
collection of readings, aimed at guiding studerfteducation as they start their field
placements in schools. Your individual commitmexatmpetence and flexibility will
be crucial factors in determining whether the psmab agenda is realised, or
otherwise.

Charles Mizzi, M.Sc.

Director General,
Education Division.
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School Structure

MALTESE EDUCATION SYSTEM

MARIO TESTA

Welcome the challenge and the future is yours.

Education in Malta has always been on everybodgenda as a result of the
importance to provide a holistic approach to edooatScholars have argued, time
and time again, for reforms to take place at oagesor another and for standards to
be achieved while putting the learner at the cefitnes would ensure that the country
is equipped with the required manpower and the rispeneeded in the different
fields. The call has always been for an educati@yatem which seeks to nurture
schools into learning communities where the emghsinot only on teaching and
learning for exams but for the optimum developnwthe individual. In line with a
holistic view of education, such a system wouldipagiudents with the necessary
skills to be able to move on from one field of stiidl another if desired.

Following the 1999 National Minimum Curriculum attte myriad of interpretations
to it by those in the field — teachers in partictaa new educational system which
provides for every learner to succeed began to také in the minds of policy
makers. An educational system which embraces filéyibfocuses in real terms on
child-centred approaches and above all empowersagahs to have all the necessary
skills and knowledge to provide each individualsing the right pedagogies- with the
kind of education which helps in the real developmef the students’ potential.
Discussions and ideas continued to flow and thel lasld important decision to
network state primary and secondary schools intdleGes came to fruition in
2008.As Bentley rightly put it: “Transformation Wibnly occur by shaping and
stimulating disciplined processes of innovationhivitthe school system, and building
an infrastructure capable of transferring ideasvkadge and new practices laterally
across it... The organisational form which can giepttd and scale to this process of
transformation is the network” (Bentley, 2005:3)

Ten Colleges were created pushing forward a systéim the sole aim to further
decentralisation, networking, sharing of good pcacand the raising of standards. A
system intended to move away from the isolatiosabfools and a competitive frame
of mind to a joint effort to perceive educationpastaining to all and not only to the
most able: “Networks are purposeful social entitbaracterised by a commitment to
quality, rigour, and a focus on standards and studkarning. They are also an
effective means of supporting innovation in timéleange. In education, networks
promote the dissemination development of teach&spport capacity building in
schools, mediate between centralised and decesstaltructures, and assist in the
process of re-structuring and re-culturing educetioorganisations and systems”.
(Hopkins, 2005:5)

Networking takes place on a number of differentlevand among various educators.
The aim is always to share ideas and learn frorh elier. Teachers from different
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schools within the College meet to build up pragetdgether, visit each others’
schools, exchange expertise and involve studentgoiiit activities to enhance
learning and further develop the College feel. ¥asi institutions give support and
express interest to work with the schools. Theetathn their part seek such
networking since it is always enriching for the @ols to experience the expertise that
these can offer. This is also in line with the pbdphy of lifelong learning and
holistic education which is very much advocatedalh schools. “In the field of
education, we now understand that organisatioo&tion inhibits learning Ministry

of Education (2005a:37)

The document For All Children to Succeed — A Newtvwek Organisation for
Quality Education in Malta, published in June 2@®%orth looking into, perhaps not
in isolation so that a wide view of the richnesghaught behind any reform will be
more understood and appreciated. One may alsoatdéek at some of the various
documents and policies published throughout thesysach as — to mention a few -
‘Strategic Plan — National Curriculum on its WayMarch 2001), ‘Guidelines for
Special Examination Arrangements for Candidatesh wpiarticular Requirements,
(Sept 2002), ‘Creating Inclusive Schools’ ( Septem®002), ‘Knowing Our School’
(May 2004), ‘Inclusive and Special Education Reviélune 2005), ‘For All Children
To Succeed — A Network Organisation for Quality Ealion in Malta’ (June 2005),
‘Career Guidance Policy for Schools’ ( October 200Transition from Primary to
Secondary Schools in Malta — A Review' (Septenf#i#8) and National Policy and
Strategy for the Attainment of Core Competence®iimary Education’ (January
2009), and others which one can have access omdbhernment website. These
policies and documents which were made availablalltgtate schools as well as
Church and Independent schools have all contributgatoviding quality education
and serve as a guiding tool towards the raisirgardards in all schools.

Each College embraces a number of primary and slecgrschools in a particular
geographical area. The primary schools are feetteads to the secondary schools.
Colleges have adopted a name for themselves, schmgan to acquire greater
autonomy, develop their own ethos and establism$leédves as quality schools where
research and professional development are key alsnte the raising of standards:
“An effective professional learning community hdse tcapacity to promote and
sustain the learning of all professionals in thirost community with the collective

purpose of enhancing pupil learning”. (Bolam et 2005)

One can openly say that this is a reform lookecsata socially friendly reform
emphasising the need to provide every opportunigilitchildren, irrespective of their
educational attainment, to partake to the full linearning opportunities. A reform
which embraces quality education for all, respedigersity and an inclusive
education, doing away with streaming and introducesed ability classes at all
levels.

For the first time Heads of School do no longerkniarisolation. A Council of Heads
which meets once a month has been established. dusicil is chaired by the
College Principal of the respective College. Thedamental function of this Council
is the empowerment of Heads of School through thy@udunity to share ideas and
good practice; understand the different structtimas work in primary and secondary
schools; facilitate the transition of students frgrimary to secondary; discuss
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strategies for the improvement of educational siathsl at the schools and for the
holistic educational development of the studentval as come up with strategies to
improve the professional development of staff. Heafl School together with their
respective assistant heads of school are the onessure that: “Successful school
improvement... depends on an understanding of ihieign of change at the level of
practice and the development of correspondingegjres$ for bringing about beneficial
reforms” Fullan, M (1992:27)

A huge investment has been undertaken to preparee#ichers for change. Therefore
training and support became key issues for a sgfidegform in education to take
root. Training has become an embedded featureeitifthof the teacher at school and
all effort has been made to sustain it. Teacheve hesponded very positively to this
and are asking for more. Indirectly, this has mtmeteacher to want to learn more
and be more equipped and professional in his cafes focus throughout this
training is to equip the teacher to be able to Istlpplents acquire the necessary skills
to learn in an enjoyable way while developing iatgf-directed learners who do not
necessarily need to rely on adults to continuerthearning process. This will
undoubtedly encourage students to keep on leaamdgtudying.

Of course this necessitates a commitment fromdaehers. The latter must work in a
structure and adhere to practices that motivatestindents. Yet they are encouraged
to be proactive and innovative in the differentattgies they need to adopt for
differentiated teaching to take place resultingantraying schools as “emancipatory,
democaratic and empowering social organisationgaiGe, Cooper P & Camilleri L
(2008).Teachers are expected to ensure that treyatr focused on teaching the
syllabus but teaching the student and thus encewali-directed learning from the
school. The whole class approach has now to giwetawanore active engagement by
the student according to his/her needs.

To further consolidate the idea of the College eaystand eliminate any sense of
undesired competition among the students, the mystiel away with the Junior
Lyceum examination and replaced it with the benaking examination. This
brought about a radical change in the way studargsassessed, eliminated tensions
and competitions and gave a much clearer profil¢hef students’ academic level.
Thus an important paradigm shift came to light. Aywforward towards a system
which no longer expected of the child to fit an eational system but on the contrary,
the system must fit the child. The purpose of exatndns is now to highlight the
achievement of each learner and not to stream lectspupils. The introduction of
oral-aural assessment in English and Maltese drassg¢ssments will be recorded as
levels of achievements.

With immediate effect and coupled with this refonra have witnessed the launching
of the National Policy and Strategy for the Attagmh of Core Competences in the
Primary Education aimed to: “ensure that by the ehdthe primary cycle of
compulsory educational experience in Malta, allress will have mastered the
required Core Competences in fulfilment of theitgmtial. To this end, develop a
National Policy and Strategy for the acquisitiontieése Core Competences by the
end of Year 3 and for the provision of interventimhen required, to enable all
learners to access the full curriculum and becofelhg learners”. (2009:11)
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Achievement leads to enjoyment, self-fulfilment @hd need to know more. It is the
aim of educational leaders to have an educatioryatesm which eliminates
absenteeism from school so that, as much as pessditdpouts — if any - will be few
and far between. The drive to upgrade schools tvoth a physical aspect as well as
on an academic level has long been going on bt thi# setting up of Colleges this
has been accentuated and we are seeing tangihikésreSoupled with this is the
careful choice of professional personnel for lealdgr positions since this plays a
major role in the proper management of the schools.

Research claims that pre-schooling education igrabst importance and besides the
great investment being made at kindergarten lavisl worth noting that in certain
schools_Child Centres for children under the ageéhofe have been opened where
mothers can leave their children in the hands df tnagned personnel. These are play
centres where these little ones can start socigliasind experiencing the world of
fantasy and fun in an educational environment.

Support Services

Each school within every College has the supportvarious Assistant Directors,
Service Managers and Educational Officers who vetokely with the schools. Other
support services include that of the College Adstrator, College Precincts Officer,
College Support Officer, Psycho-social Servicesni@éich includes the Counsellor,
College Prefect of Discipline, Social Workers, Tweese Career Advisors and Trainee
Counsellors who work hand in hand with other prsi@sals such as the guidance
teachers, SEBD specialists, psychotherapists dret professionals according to the
necessity of individual cases. Added to these ds® @omes across medical staff as
well as customer care services which also offenselling where needed. Colleges
have also seen the birth of Learning Support Zohearning Support Centres and
Nurture Groups which aim to give the best possimddp to students who have
undesirable behaviour. It is worth noting that SaleBchools have been transformed
into resource centres to serve as a:

» provision for training and courses for teachers @ther professionals;
» development and dissemination of materials and oasth
» support for mainstream schools and parents;
» short-time or part-time help for individual student
» support in entering the labour market.
SpitL et al (2005:28)

Various other support structures are in place tp loat in teaching and learning,
professional development and the assurance thatlalators are on board to provide
the best education to the students. For exampldaegeekly meetings are in place
among the Heads of School and the Assistant Headdhea School to monitor
continuously what is happening at school level richto raise standards, improve on
policies and give ideas and support at Collegel l&ige senior management team is
expected to be a point of reference to the teacdmisact as mentor where needs be.
A system is in place for the Senior Management Taamsit classes to support and
advise as necessary for academic achieverfieathers are encouraged to work as a
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team and various meetings are held in this regardleveloping and maintaining
channels of communication...assists the principdliarking with interest groups...
It is the responsibility of the principal to creatgportunities for educational
dialogue”. Bennett, J. (1999: 199)

It has become an integral part of the teacherdeprional development to meet for
one and a half hours each week in a team to disoubplan strategic ways as to how
teaching and learning can be more effective. Bssidech sessions are also used to
develop one’s knowledge as a teacher through tpetiof internal or external
professional personnel. Then there is the oncerra half day sessions for Staff
Development Sessions and the once a term two hmfed2ional Development
sessions. Besides, during the year the staff caat foea day to work and develop the
School Development Plan for the coming year. AdiPatearly states: “The ability to
arrive at group decisions has become a vital &kiltoday’s teachers, as increasingly
schools incorporate site-based management, codliberteams, and shared decision
making” Partin R. L. (1999:160)

It is also worth noting that in a bid tiveyall the support necessary to teaching staff,
all newly qualified teachers undertake an Inducpoocess that comprises mentoring,

and the use of the Performance Management andsBrof@al Development Process

(PMPDP) that replaces the old confirmation proced@ihey are also being assigned
a mentor in their initial stages in their careendsacher.

Teaching aids have become the order of the daytlaeygl are continually being
introduced in schools. The system has to ensutesthadards at school depend on
“improvement that can be supported by available amhievable resources”
Hargreaves, A & Fink, D., (2003:438) Every teachas also been provided with a
laptop to be used as a tool in the classroom. fitteduction of computers in classes
and the use of interactive whiteboards in everg<lat Kindergarten, primary and
secondary level has certainly given a boost to watise ways of teaching and
learning and the active involvement of all studght®ughout their scholastic years.
Various courses are being organised from timente tio keep teachers abreast with
new teaching strategies and assist them to alwaysdative and make the classroom
a hub of learning through creative and innovatiaysvwhich captivate the students’
interests on an individual and collective level.

Project work through team work is not new in ouraals and in fact all schools seem
to make good use of the expertise that exists laiaddevel. Various meetings and
conferences are organised for teachers througheugdar in order to keep everyone
up to date and in touch with today’s realities. ™&ehour In-service courses take
place during the year where teachers from variaieges meet together to learn
from each other and share their good practice.

Important aspects of legal basis and rationale,
legal status of staff and heads

The Education Act (Cap 327)Act No. XIII of 2006 further set the scene for the
devolution of authority through the system of natkgo The Head of School is
regarded as the Head of the institution embracgallrights. Heads of School have
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authority given by law to be vision implementerscourse with the full cooperation
of the management team and staff. They are expéctedgage in open discussions
and take the necessary actions as deemed fit byAaltled to this Heads of School
have the faculty to handle school and public fumdsaccordance with standard
procedures and financial regulations while at #u@es time have full autonomy as to
how such funds may be spent. The school underitketidn of the Head of School
can also enter into contracts with outer agenesell as hire the school premises to
third parties wishing to make use of the schookesgly during afternoon or evening
time. Schools are adopting an open door policyine Wwith lifelong learning. The
Senior Management Team also has the right to sebagyds to recruit certain
personnel especially when it comes to part-timeksl@r part-time minor staff. The
School Council which is made up of teachers anémgaralso has legal rights and
thus authority to handle funds and organise a@#ias the Council deems fit to the
benefit of the school.

Student Councils and Parent Participation

The establishment of the Student Councils havengavevoice to the students and
ownership of their learning. The schools have bexanihub of activities of learning
also thanks to the ideas that emanate from StuQeuahcil meetings. As quoted in
Knowing Our School:*The dialogue between pupils and a teacher shdd
thoughtful, reflective, focused to evoke and explanderstanding, and conducted so
that all pupils have an opportunity to think andetqress their ideas” Ministry of
Education (2004:58)

Students are being actively involved in major petgeat schools from the inception of
projects to the actual implementation of the prbj&chools have witnessed many a
good idea being forwarded by the students themsetverder to better themselves or
the environment they live in. At school level thehallenge is to create the conditions
that give students an opportunity to know the etqt@ns, to practice them, and to
modify their actions based on feedback from a war@ sources” Bezzina, C
(2001:53)

Parents have also become very much part and pafrsehools. The School Council
which is formed of parents and teachers alike maryme sound the school with
needs from the wider public and local communityridias healthy discussions are
carried out among the interested parties and utadatimgs and expectations are
taken on board. Besides the School Council prditiad schools in Malta have some
kind of active parent group which helps out in diféerent activities that take place at
school level. What is more, others are called upgnthe schools to offer their
expertise where necessary. There are instanceswizents give talks to fellow
parents or even to school staff. It is left to theanagement of the school as to what
level parents are to be involved in the schoolifhtheir children. But all in all school-
home links are very good. The proposed Nation Culuim Framework has dedicated
thought and commitment to further involve the p&éen schools.

Tapping external institutions has also proved taahether beneficial source to the
school. Schools work closely with, for example, tteeal Council and NGOs. The
banking sector usually gives much needed suppdlhtet@schools not only financially
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but also through the donation of educational matekarious other agencies work
with the schools at all levels and according toekigencies of the particular schools.

Leadership at school level

School leaders and staff are autonomous yet acablento their superiors. They are
very responsive and attentive to directions giverihe Ministry of Education or by
the Directorates yet at the same time they knowttiey are given the empowerment
to be proactive and respond to the constant aridrelift demands that the national
and local community makes on the school in a biditther education: “Their style of
management and the school ethos they build comgridnestimably to the
development of positive attitudes and values”. istny of Education (2007:175)

Different schools adopt different methods of disited leadership. Heads of School
together with their senior management teams andttféare expected to keep up to
date with current educational issues as well asecomwith ideas and initiatives that
motivate and widen the students’ vistafractically all schools have teachers
involved in one team or another. At times teackeosip themselves through common
topics of interest and then come up with projectsictv they develop with their
students. At primary level teachers group themselisg year group while at
secondary level teachers team up by subject. Thggctucoordinator has a special
role in seeing that team work is in fact adopted working properly. When it comes
to school evaluation of teaching strategies anctiesl adopted, the teachers work in
different teams and tackle different issues. Thei@®@eManagement Team is always
involved in some way or another with the differégsams set up at school level and
they serve as reference points if not endorsentfethieovarious projects that crop up.
The School’s Development Plan plays a major roleeiping the Head of School give
direction as to what is expected of the school ftbmouter community. Documents
have been at hand re School Development Planninghwiresents a structure for
teachers to come together and plan the school’sfarayard: “Traditional definitions
focused on the administrative processes and furgtioeffective [head teachers], for
example, are responsible for planning, organisitegading, and controlling...
Gradually, lists of tasks and roles have given waylists of competencies and
proficiencies”. Sergiovanni, T. J. (2006: 24)

The Heads of School and the Assistant Heads of @ajften form part of a team
either within the school or across their particulallege schools. Focus groups are
also set up to deal with issues or activities teerghe standards and project the right
ethos of their school: “The key tmllaboration within a learning organisation is to
promote norms of both collaboration and continumagrovement while respecting
the individuality of pupils and teachers”. Stoll,& Fink, D. (2003: 151)

Teaching and learning is considered as the corknofvledge that takes place at
school. Empowerment and ownership through disteitdueadership is basic to all
educational success. Each school within a Collegdree to organise its own
educational programmes in the light of the granacatlonal standards in the country.
Heads of School are to see and make sure thatetesachderstand their role and the
importance of their input in whatever takes platechool level. Teachers are asked
to take a very proactive role in what goes on hbstand to share good practice and
ideas with the rest of the staff: “... innovationtie implementation of new ideas.



School Structure

Two important types of innovations are product waimn (new things) and process
innovation (new ways of doing things). Innovatisrthe key to survival, growth, and
performance”. Lussier, R.N. (2003: 210)

Schools also make it a point to adopt and introdsateool policies and procedures
after careful consideration and as wide a consoiteds possible with staff, students
and parents alike. Once the policies are adopteallpthen the values which are held
dear by the school will be on the road to succes=salise they would have been
owned by all

School evaluation, classroom evaluation and selftetion can be witnessed in

certain schools. External audits are also takiaggy a measure which has proved to
be an asset to the College schools’ educationaildatds: “Successful school

improvement is linked to systematically planned axkcuted monitoring and

evaluation of process and final outcomes. The todng of the change process is as
important as measurement of outcomes” Stoll & F{@R03:53)

Unfortunately there are still small pockets of tears who have not as yet seen the
great benefits of such evaluations and thus thetipeais still being slowly accepted.
Such teachers fear constructive criticism becausg think that exposing weaknesses
show that they are not professional. On the contittose who welcomed objective
criticism always felt that they had become be#achers and better administrators.

The Outside Community

The schools have various contacts with the locahroanity and organisations
especially the Local Council and various NGOs. Mariythe expectations of the
wider community find themselves entrenched in tikbd®l Development Plan and
will form part of the year’s plan of action. Thezrists a healthy relationship with the
local community, in that the latter is very suppatof the school and the various
educational and cultural activities that the sclarghnises. On the other hand schools
do their best to maintain this relationship sinothtare complementary to each other.
Schools are more often than not used by the looaintunity especially in the
evenings when there is no school, yet many schaftds their premises even in the
mornings as long as there are no disruptions todily. Sponsorships are also on
board to schools from the local community especialith regards to literacy
projects. Schools are also entering into partnpsshith the local community to
create working relationships which will ultimateelp their students acquire skills
which are difficult to develop at school especialligen it comes to industrial fields.
Supermarkets for instance are ready to offer hamdexperiences to students while
voluntary organisations are ready to give free stk students and parents alike.
Students at secondary level are also experiencingrét placement for a week to
expose their eventual involvement in the world ofkv

Conclusion

In this chapter we have seen how the establishofette Colleges have presented a
paradigm shift from the way one used to perceiveication and educational
standards. It can fairly be said that the systenpreviding a solid basis to the
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proposed aims of the new National Curriculum Fraordwvhich embraces lifelong
learning, active citizenship and employability lag basis for a solid education system
which above all addresses the needs of the students
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STUDENT SUPPORT

Introduction

The Student Services Department within the Diredtofor Educational Services offers a
variety of support and educational services fodeiiis. Student Services are aimed at
assisting all learners in achieving optimal edwsl, social, emotional, personal,
interpersonal, and career development.

Mission Statement

The mission of the Student Services Departmenb iassist learners in managing life
situations more effectively and acquiring the neaeg key competences, so as to attain
their curricular performance goals, while develgpolistically as a person.

Background

In the course of the negotiations leading to thee&gent between the Government and
the Malta Union of Teachers on the education refpratess signed on the 17 July, 2007,
the Government and the Union agreed that for thtebeerformance of the students’
learning outcomes and the Teachers’ duties, stadeay need to be supported by a range
of students’ support services in and outside clasduding the support of the students’
parents. The Government and the Union have disdussaletail a range of student
services. Whilst the Government gave full consitienato the Union’s points of view
and suggestions, the Government and the Union aéghet such support will be of great
benefit to the student and will also sustain ttaeher’'s role. The Education Authorities
intend to provide such services throughout thentile year and the Union agreed to fully
support and collaborate in the development and e@mphtation of such services
according to the job descriptions provided by thdudation Authorities for the
professionals working in these services. For thigppse the Education Authorities will
be engaging qualified personnel as may be necessanan the required positions in a
range of psychosocial services on a College baslsding Psychologists, Counsellors,
Career Advisors, Social Workers, Prefects of Disngy Youth Workers as well as
personnel and services in the inclusive and spemilication and the medical and
psychiatric sectors. Guidelines detailing the reatirthe student services the Education
Authorities intend to put in place are found irstdbcument. This document outlines the
new framework of student services the Educatiorhéxities intend to gradually put in
place in order to offer and improve student sewvioeschools.

1. Counsellor
The position of Counsellor shall be filled through open call for applications open to
persons in possession of: a) a first degree in adhug social work, youth work,

psychology or other related field, and a post-gaaellDiploma or a Masters Degree or a
higher academic qualification in counselling, omparable qualification, issued by an
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institution of higher education recognised by trau€&ation Authorities ; and b) at least
two calendar years supervised practice in counggll a setup working with children
and adolescents. Selected applicants shall undargoduction process in the College
and school environment and system organised bpEf®. A Counsellor shall be a full-
time officer without private practice and may benditioned to a maximum of six day
working week of an average weekly working timeaty hours averaged over a calendar
year on a time-table as established by the Dirgétemeral DES. A Counsellor shall be
accountable to the College Counsellor, with they doitoperate on a College basis at both
primary and secondary school level supporting sttgjeschool staff, and parents at both
levels thus ensuring better continuity in the ediooal development of students and
better professional practice. Counsellors will @perin a multi-disciplinary team
framework. Counsellors may be assigned specialsaoféaduties as required by the
Director General DES.

2. Trainee Counsellors

The position of Trainee Counsellor shall be fillddough an open call for applications
open to persons in possession of a first degresdircation, social work, youth work,
psychology or other related field, or comparablalifigation, issued by an institution of
higher education recognised by the Education Aitieer A Trainee Counsellor shall be
engaged on contract in a traineeship scheme ofitism&ubasis and may be conditioned
to a maximum of six day working week of an averagekly working time of forty hours
averaged over a calendar year on a timetable aklisbied by the Director General DES.
Trainee Counsellors shall be expected to follows¢éhimduction and training courses as
the Education Authorities may deem necessary fain®e Counsellors to become
eligible to apply for the post of Counsellor. Refuto follow such professional training
courses when provided by the Education Authorisieall imply the termination of the
traineeship.

3. College Counsellor

Each College shall have the position of a CollegeirGellor who shall operate on a
fulltime basis without private practice and maydeaditioned to a maximum of six day
working week of an average weekly working timeaty hours averaged over a calendar
year on a time-table as established by the Dire@eneral DES. The position of a
College Counsellor shall be filled through an ogeli for applications open to persons
qualified to be Counsellors and who have at le@st years experience as Counsellor in a
licensed school.

4. School Counsellor

School Counsellors in post shall retain their pnesmreer progression, conditions and
benefits attached to the post, and may apply tah# new positions of Counsellors and
College Counsellors as established under this Ageaeé Should School Counsellors in
post apply and are selected to fill any of thessitmms, they shall be subject to the
conditions of work of the new position but shalhetwise retain the right to apply to fill
vacancies in higher grades or positions for whinéytare eligible as a result of their
career progression in the teaching career streamelisas the right to revert to their
substantive post.

1 E.g.Anti-bullying service, Anti-substance abuse services, Child safety service, Unit Ghozza Customer care
services, Learning centre, Resource centres for students with special needs
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5. Education Psychologist

The DES shall engage qualified personnel in thetipasof Education Psychologist to
work in the College multi-disciplinary team. Eduocat Psychologists shall operate on a
full-time basis without private practice and maydoaditioned to a maximum of six day
working week of an average weekly working timeaty hours averaged over a calendar
year on a time-table as established by the DireGemeral DES. The Director General
DES may also opt for the procurement of psycholgervices for Colleges.

6. Trainee Education Psychologist

The position of Trainee Education Psychologist Ishalfilled through an open call for
applications open to persons in possession ofsadiggree in psychology, issued by an
institution of higher education recognised by thdu&tion Authorities. A Trainee
Education Psychologist shall be engaged in a teaing scheme on a fulltime basis and
may be conditioned to a maximum of six day workiwgek of an average weekly
working time of forty hours averaged over a calengar on a timetable as established
by the Director General DES. Trainee Education Rglggists shall be expected to
follow those induction and training courses as Hocation Authorities may deem
necessary for Trainee Education Psychologists ¢torbe eligible to apply for the post of
Education Psychologist. Refusal to follow such essfonal training courses when
provided by the Education Authorities shall imphgttermination of the traineeship.

7. Psychiatric, psychological and psychotherapeuticices

The Directorate for Educational Services may prodire services of psychiatrists,
psychologists and psychotherapists to cater fotiqudatr needs of individual students
who would benefit from such services. A contract #ervices will be formulated
according to the exigencies of the student’s/stiglereeds.

8. Career Advisor

The position of Career Advisor shall be a Collegsedul position with the duty to operate
at both primary and secondary school level in dggelto support students, school staff
and parents at both levels thus ensuring betteireoty in the educational development
of students and better professional practice. Cavkdvisors will operate in a
multidisciplinary team framework. The position o&t€er Advisor shall be filled through
a call for applications open to persons in poseessf first degree in education, social
work, youth work, psychology or other related fielahd a Diploma in career guidance,
or comparable qualifications, issued by an insttuof higher education recognised by
the Education Authorities Career Advisors shalldre a full-time basis and may be
conditioned to a maximum of six day working weelkaofaverage weekly working time
of forty hours averaged over a calendar year éme-table as established by the Director
General DES.
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9. Trainee Career Advisor

The position of Trainee Career Advisor shall bdedil through an open call for
applications open to persons in possession ofsa diegree in education, social work,
youth work, psychology or other related field, omparable qualification, issued by an
institution of higher education recognised by thii€tion Authorities. A Trainee Career
Advisor shall be engaged on contract in a trainipestheme on a fulltime basis and may
be conditioned to a maximum of six day working wexélan average weekly working
time of forty hours averaged over a calendar yeaadimetable as established by the
Director General DES. Trainee Career Advisors slhall expected to follow those
induction and training courses as the Educationhévities may deem necessary for
Trainees Career Advisors to become eligible toyapm the post of Career Advisor. A
Trainee Career Advisor shall have the traineeshiminated on refusal to follow the
required professional training courses when pravioethe Education Authorities.

10.College Career Advisor

Each College shall have the position of a Collegee€r Advisor who shall operate on a
full-time basis and may be conditioned to a maximofitsix day working week of an
average weekly working time of forty hours averagedr a calendar year on a timetable
as established by the Director General DES. Théiposof a College Career Advisor
shall be filled through a call for applications ap® Career Advisors with at least four
years experience in the post, or a teacher in psgseof a Diploma in career guidance
with at least four years experience in career gquidaand counselling in a licensed
school. In the absence of applicants with theseliségs guidance teachers shall be
eligible to apply for the post.

11.College Prefect of Discipline

The College Prefect of Discipline (CPD) shall bepansible for the coordination of
activities, policies and procedures related tophmmotion and encouragement of good
behaviour and discipline in the schools of the €gdl. The CPD is a resource person
offering professional advice support to the whatea®l community. The position of a
CPD shall be filled on a performance contract bdiswing a call for applications open
to teachers with eight years teaching experiencelioensed school and to persons with
relevant qualifications at degree level issued Iy iastitution of higher education
recognised by the Education Authorities. CPD magdmaitioned to a 8 maximum of six
day working week of an average weekly working tiofeforty hours averaged over a
calendar year on a time-table as established bRitteetor General DES. Selected CPDs
may be required to undergo the necessary induetimhtraining programme sponsored
by the DES.

12.Social Worker

The DES shall engage qualified personnel in thetipasof Social Workers to work in
the College multi-disciplinary team. The workingun® of Social Workers may be
conditioned to a maximum of six day working weelkaofaverage weekly working time
of forty hours averaged over a calendar year ome-table as established by the Director
General DES.
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13.Youth Worker

The DES shall engage qualified personnel in thetipasof Youth Workers to work in
the College multi-disciplinary team. The workingun® of Youth Workers may be
conditioned to a maximum of six day working weelkaofaverage weekly working time
of forty hours averaged over a calendar year ome-table as established by the Director
General DES.

14.College Librarian

The DES shall engage qualified personnel in thdtipasof College Librarian. The
selected applicant will be expected to providedlitan services in the schools of the
College. The selected applicant may be conditicilmed maximum of six day working
week of an average weekly working time of forty hoaveraged over a calendar year on
a time-table as established by the Director GerzES.

15.Health and Safety Officers

The DES shall engage qualified personnel in thdtipasof Health and Safety Officers.
The selected applicant will be expected to proddeupational health and safety services
in educational institutions falling under the resgibility of the DQSE or the DES. The
applicant may be conditioned to a maximum of siy eerking week of an average
weekly working time of forty hours averaged ovecaendar year on a time-table as
established by the Director General DES.

16.After School Programme Coordinator

The DES shall engage suitable personnel in thetiposof After School Programme
Coordinator with the aim of maximizing the use difigol facilities and premises that can
be used outside normal school hours as commuratyileg centres that offer a range of
lifelong learning programmes including those of gbementary and supplementary
educational support, sports, and cultural actigité arts, music and drama. The selected
applicant/s may be conditioned to a maximum ofday working week of an average
weekly working time of forty hours averaged overaendar year on a timetable as
established by the Director General DES.

17.Resource Worker in Inclusive and Special Education

The Education Authorities may engage on a contbasis Resource Workers to be
deployed on duties in schools, Resource Centresftiok national level to contribute to
the implementation of the individual educationabgnamme of students with special
needs. Resource Workers shall be engaged throogh far applications open to persons
in possession of the appropriate training and foations related to the education and
special needs of students as established by theaidn Authorities. Such training and
qualifications may be acquired through coursesnisgal or sponsored by the Education
Authorities or by an institution of higher educatiduly recognised by the Education
Authorities at Certificate, Diploma or Degree levBesource Workers shall perform
tasks and assignments as established by the EducAtithorities in the call for

applications and may be conditioned to a maximunsigfday working week of an
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average weekly working time of forty hours averageer a calendar year. The time-
table shall be established by the Director Gen&B8l$. Teachers in post who apply and
are selected to fill the position of Resource Worklkall retain the right to apply for
promotional posts provided for by their career pesgion in the teaching grades and
years of service in this position shall be reckdaas equivalent to years of service and
experience in the teaching grade.

18.Learning Support Zones and Learning Support Ceiteesonnel

Apart from teaching grades, who are governed byAireement signed on thewdJuly,
2007 between the Government and the Malta Uniofezchers, the Directorate for
Educational Services may procure or engage releadtcompetent professionals to
serve the learning support zones and learning stuppentres for students with
challenging behaviour. Such personnel may includmiaistrative or professional 10
persons who can offer services in addition to thalseady attached to these LSZs and
LSCs. Such personnel shall perform tasks and assigis as established by the
Education Authorities in the call for applicatioasd may be conditioned to a maximum
of six day working week of an average weekly wogkirme of forty hours averaged over
a calendar year. The time-table shall be estaldiblgehe Director General, DES.

19.Professional Support Services for Education Personn

Staff performing duties related to the educatiorhifdren in schools, Resource Centres,
Colleges or at the national level shall be entiteg@rofessional support services, namely,
counselling and legal services, free of charggnid when required in cases that arise
strictly in connection with the performance of theiities. Counselling and legal services
shall be availed of on application by the individobencerned and following the approval
by the relative superior or College Principal givienconsultation with the Head of
School. Such professional services shall be provided inomance with the policy
stipulated by the DES. These services shall mairttee highest level of confidentiality
according to the relevant professional ethics. DES may procure professional services
or engage professionals on a full time basis. Suofessionals shall perform tasks and
assignments as established by the Education Atigein the call for applications and
may be conditioned to a maximum of six day workiwgek of an average weekly
working time of forty hours averaged over a calengear. The time-table shall be
established by the Director General, DES.

20.Medical Staff

The DES may procure or engage additional mediaf ¢including doctors, nurses,
physiotherapists, occupational therapists, spdsatapists, etc). If such professionals are
engaged, they shall perform tasks and assignmentsstablished by the Education
Authorities in the call for applications and may dmnditioned to a maximum of six day
working week of an average weekly working timeaty hours averaged over a calendar
year. The time-table shall be established by theedddr General, DES. Selected
applicants will be expected to serve schools, @elle Resource Centres, centres and
other institutions as indicated by the DES.
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BECOMING A TEACHER

ANTOINETTE CAMILLERI GRIMA
and
MARIE JOSEPHINE MALLIA

Introduction

This chapter focuses on some elements that sha&peaiure of the teaching force:

firstly, the choice in favour of teaching and theiéfs of student teachers as influenced
by their previous educational experiences as pupilsl as individuals who have

sporadic experiences of teaching; secondly, théoifaoof gender and social class,
significant markers in the profession; and thirdihe process of professional

development which needs to be more widely acknogdddn the Maltese context.

A desire to teach

‘Minn meta kontzghira kont dhal ‘Since | was young | always aspired to
teacher...kont dejjjem nilgab tat- become a teacher... | always played
teacheril-pupi ...dejjem kelli dilhajra teacher with my dolls... | always

li nsir teacher kont nikkorei |-pitazzi wished to become a teacher, | used to
tieghi...kont nchallem lit-tfal tal-girien, correct my own copybooks... | used to
kienu jigu chandi biex nginhom fil- teach neighbours’ children, they used to
homework..dejjemhassejtha I-linja tat- | come to me for help with their

teaching minn dejjem kelli dik il- homework... | always felt inclined
gibda...minn mindu kongghira kont towards teaching... | always loved
inhobb ndhallem.’ teaching, since early childhood.’

Upon joining a teacher education course prospet¢gigehers bring along with them
more than their personality traits and their dergeach. Important aspects that come
to the fore at this point are aspirant teachemplicit institutional biographies — the
cumulative experience of their school life, whichturn, informs their knowledge of
the — students’ worlds and of the school curricul(Bnitzman, 1986, p.43).

This implies that aspiring teachers initiate th@wfessional teacher programmes with
set ideas about teaching, learning and schooldegs which very often fit into the
larger institutional order in which they are botdnlike other careers like law,
engineering and pharmacy, teaching is not an utiantérritory to those joining in.
On entering the course a student teacher would dla®ady been exposed to different
modes of teaching as a pupil. This exposure mataken as an apprenticeship into
the skills of learning how to teach. Such expergenia fact, contributes to well-worn
and common sense images of teachers’ work and senzeframe of reference for
their self-images as future teachers.
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It is, therefore, important to note that studerdcteers’ identities that have been
formed through the apprenticeship of observatian\ary much conceived from a
pupil’'s perspective (Sucrue, 1997). Thus whiles ilmmportant to treasure memories of
good teachers, it is vital to remember that evesitipe models of teaching would in

due time need to be reconsidered. This is becansaadel of teaching is absolute;
diversity of social settings and the evolution afueational theory continue to

challenge even the most exemplary of teachers.

Some research has been carried out locally inasiedecade regarding the choice of
teaching as a career. For instance Brincat & Kéll997) who administered a
guestionnaire to a representative sample of fivedhed and sixty practicing teachers
and three hundred and fifty B.Ed. (Hons.) and P.B.Gtudents found that the most
common reasons for choosing teaching as a professtoe: the desire to work with
young people (30%), the love of passing on knowde@$%), and the fact that it was
the best job available at the time (12%). Furtheerthey discovered that 82% of
teachers have no regrets about their career path6a% would choose the same
profession again. Lia & Mifsud (2000) administeeeduestionnaire to over a hundred
teachers who graduated between 1996 and 1998.yHigitcent of the respondents
said that they had joined the B.Ed. (Hons.) coas¢éhey had ‘an ambition to teach.’
Another 8% and 7% admitted that their choice wae wufamily influence and peer
pressure respectively.

Giorgio (2001), who administered a questionnairémo hundred education students
from two year groups (1999-2003 and 1997-2201)ndothat generally Maltese
student teachers give little importance to intgnsiotivating factors and put more
emphasis on extrinsic rewards. In his study thetnmluential factor in the choice of
course was the fact that academic entry requiresremet low in comparison to other
degree courses. Furthermore, in line with Lia & $id’s (2000) findings, his
respondents confessed that parents and relatideisithiaenced their choice.

While attempting to construct a profile of B.Ed.of$.) students, Mallia (1998) found
that the majority of student teachers trace théioice of career back to their
childhood (see quotation from interview above).tRermore, the impact of their
previous teachers also triggered many an aspir&titetke on teaching as a career.

‘Fis-sekondarja kien hemnhalliem ‘When | was at secondary school there
wiehed lihajjarni bil-mod i kien jimxi was one teacher who was an inspiration
madina. Kien jimxi magna tajjeb. when | came to choose my career. He
Iktar gisuhabib milli ghalliem. Hu kien was good to us kids. He was more of a
li hajjarni.’ friend than a teacher. Thanks to him |

felt attracted [to the teaching career].’

The above quote — typical of many student teachiesponses — highlights the effect
of previous ‘ideal’ teachers on the student tea&hewnstruction of their models of
what constitutes a good teacher. Previous expesters pupils and as teachers,
therefore, merit some further attention in our desgon.
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Happy memories of school

In her research, Mallia (1998) was interested mumber of questions related to the
present focus — among these were the following: \8hhe typical Maltese student
teacher? What are the preconceived ideas thabasp&achers enter the course with?
How does the identity location of aspirant teacladfact their beliefs about teaching
and learning? Which aspects of these beliefs nedzktchallenged and re-defined?
Semi-structured interviews were adopted as the nmaitnument for collecting data,
and a sample of student teachers reading for a. BHehs.) degree were interviewed
during the 1997/1998 academic year. Preliminaryultesemerging from the
interviews indicate that the majority of studentdikeers were educated in state
schools, and specifically in Junior Lyceums. Thiesntl was corroborated with
analysis of data emerging out of the global firsalystudent teacher population that
indicated that 65% of the student teachers freqeestate secondary schools —
namely Junior Lyceums — while only 30% of the shidefrequented secondary
private and church schools. Data regarding the irimp 5% of the students was
unavailable. This trend continues with respectdstysecondary education, with 62%
of the student teachers having attended statesgostadary schools. The emerging
pattern of student teachers’ school backgroundicas#fto throw light on how
educational background influences the formatiohadiefs with respect to schooling.

With almost the whole population of student teashatending selective schools like
Junior Lyceums, private and church schools, itassurprising that student teachers
in the initial year of the course feel positivelyoait the prevailing educational system.
Because student teachers have made it to univessity therefore have managed to
pass successfully through the system, the majaftyhem, especially first year
student teachers, express the belief that the &#doahsystem is a fair mechanism.
The following quote captures the effect of persanaderience on the shaping of such
attitudes:

‘L-iskola dejjemhabbejtha. Bala ‘| always loved school. As a student |

studenta dejjem kont nagnel dak li always used to abide by what the

tohidli t-teacher.L-iskola qatt maarist teacher used to instruct me to do. |

lejha b’mod negattiv.’ never perceived school from a negative
view point.’

This is a typical comment which points to how aspeal successful experience of
schooling tends to fulfil the assumption that ilgeince and effort bring about
success irrespective of social background. In tudnastically limits the potential of
student teachers to find fault with the educati@ystem and consequently to make a
critical evaluation of it.

By comparison, first hand experience of partialuf@ in schooling, though very
sparse among student teachers, was found to servanaillumination of how
schooling can selectively discriminate against ¢heto cannot make it. The account
of an ex-trade school student reading for a B.Ethné.), who in his own words
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‘struggled his way to university’, is testimony hamiliation, symbolic violence, and
systematic cooling down of aspirations. Problemaditte of schooling in his case was
not limited to personal experience but was exteridedcritique of a wider social and
educational nature, whereby it was forcefully adytieat it is not simply intelligence
and effort that counts for a person to be able &iemt successfully in the sphere of
education. He further argued that academic sucergsmuch depends upon whether
one’s aspirations are maintained high by educaoid by the system, and finally
upon the type of educational institution the pensducky to frequent.

If student teachers are expected to challengerrétthe fit smoothly into the system,
it becomes crucial to expose aspiring teachers dotiaal imagination of it, to give
value to diverse experiences of schooling andémpttocess put into question personal
experience. Opportunities for comparative obseowatiwith pupils of wide-ranging
attainment levels could indeed act as a window upendifferential treatment that
learners with diverse aptitudes receive. This cqutentially stimulate comparative
analysis and critical reflection alongside an awess that the experience of
schooling is not exactly similar and fair for atichsundry.

Some encouraging experience of teaching

Similar to Sucrue’s (1997) findings, accounts aflated and sporadic quasi-teaching
episodes are common among Maltese student teacmetsn the majority of cases

have contributed significantly to the student temsh career choice. Almost

invariably these experiences consist of one-tosituations where help by the learner
had been solicited — hence the willingness of trer to learn was assured.
Moreover, such teaching episodes lack the complexitclassroom teaching that

places heavy demands on pedagogical and orgamasaills as well as on expert

knowledge of subject matter. What is problematithiese accounts motivating entry
into teaching is their simplistic view of teachiagd learning which fails to consider
that in reality teaching is neither a one-to-orteiaion nor sporadic, and does not
necessarily imply the willingness of the learneaillite to view the constraints of

real-life teaching produces a false sense of sgctirat is normally put to the test

once students are placed in schools for their jpraotor as fully-fledged teachers.

At this point it is crucial to critically evaluatéhe assumptions underlying the
discourse of student teachers related to the reabmy bring up for their choice of
teaching as a career. As the findings of Brincakélly (1997), of Lia & Mifsud
(2000) as well as the preceding quotes indicatelesit teachers place emphasis on
the fact that they ‘always’ aspired to become teehThis emphasis is problematic
as it could be symptomatic of the assumption thakeeson is born a teacher, and
therefore that the teaching profession necessitati¢ain qualities which are assumed
to be inborn(‘kwalitajiet li jridu jkunu fik’). This mentality of ‘being born’ into the
profession is widely diffused (Sucrue, 1997). Briem (1991) is highly critical of this
mentality and argues that such an emphasis on atatalities underestimates
reflection on the process of learning how to becanteacher. Data emerging from
interviews confirm this assertion (Mallia, 1998).fact, ‘natural’ or ‘temperamental’
qualities such as being patient, caring, and desticlequently featured on the list of
attributes that student teachers consider necefsaaygood teacher. By comparison,
fewer students mentioned the importance of knowing to transmit knowledge,
while none of them even hinted at the importanceaediection in the process of
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teaching and learning. Unless such hidden notioedackled the teacher education
course might continue to be considered more asra @ certification entitling the
holder to teach rather than a process of learningto teach.

Whilst acknowledging that breaks from experienee @ucial in teacher education in
aspects where the ‘familiarity pitfall’ implies adgscence and paralysis (Feimen-
Nemser & Buchmann, 1985), at the same time ignaeieriential knowledge is not
only dangerous but also wasteful. Buchmann (198®)Xly suggests that not all that
is learned through experience is valueless, amplacement for experiential learning
is not necessarily available given the limited tiamal resources in teacher education.
The implications are quite clear: initial beliefs aspirant teachers with a first hand
experience of classroom teaching prior to entetitggcourse are not to be brushed
aside as if non-existent; some are worth consatigatwhilst others need to be
challenged and redefined.

The powerful effect of previous teachers on prospedeachers also highlights the
importance of awareness about such preconceptigntedcher educators, being
themselves potential role models. Prior notionstmauliscussed with student teachers
such that certain aspects are nurtured while othegschallenged. Dismissing the
existence of such models could unintentionally umertqualities that fall beyond the
vision of the true educator, as in issues of cérnal the over-emphasis on effective
teaching in lieu of the process of democratic leyntopics found to be high on the
agenda of the student teachers interviewed by M&1998).

Mallia (1998) looked in depth at other, possiblyretidden variables that play a
significant role in one’s decision to become a leadn Malta: gender and social
class.

Gender: is teaching a feminine profession?

Teaching is sometimes referred to as a ‘feminimefgssion because of the large ratio
of female teachers in respect to males (Apple, L9B&acher education is similarly

characterized by a consistent large female ratistwdient teachers in comparison to
males. Indeed data concerning the distribution exidgr among the population of
prospective teachers reveals that teaching istHeryears to come, to remain a
‘feminised’ profession. This pattern of a predonnithafemale population undergoing

pre-service teacher education is consistent wihds observed in other countries,
amongst which are England (Grant & Eiden, 1999) thedUnited States of America

(Apple, 1987).

Table 1 below shows the distribution of male anchdée student teachers per year
group, alongside the corresponding percentagesiuess to facilitate comparison.
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Table 1: Male and female students following the B.Ed. (Hposurse

Yr. Group Males Females Total % Males % Females
1997-2001 89 180 269 33.1 66.9
1996-2000 94 136 230 40.9 59.1
1995-1999 76 153 229 33.2 66.8
1994-1998 44 113 157 28.0 72.0
Total 303 582 885 33.7 66.4

As this table shows, the student teacher populatimer review is predominantly

female. There have been no steady changes in strébdtion of males to females in

the population of B.Ed. (Hons.) undergraduatesiéngeriod under review. In fact the
ratio of males to females — which currently staatiene is to two — tallies perfectly

with the findings of Buttigieg (1991). ‘Feminisatio of the teacher education

candidates further stands out when the ratio ofentalfemale student teachers is
compared to the ratio of the global population @aflento female university students,
which at the time of the study stood close to Gri® ione.

The predominance of females in the student teapbeulation is in many ways
influenced by the traditional gender roles attiibgitcaring professions to females.
This assumed ‘natural’ link between the female ffgand nurturing characteristics
is even more pronounced with respect to primarnchieq, as Mallia’s (1998)

guantitative and qualitative data have confirmed.

Student teachers interviewed were found to be vench aware of the high
proportion of females within the course, yet mastient teachers seemed to take the
situation in a matter of fact way, and generalfyai@ed from questioning thetatus
qguo. The following comments are typical, and illus¢rétis point:

Student: ‘Eighty per centtal-kors
tfajliet.’

Interviewer: ‘Ghaliex tésbu li t-
teachingjigbed daqgshekk tfajliet?’
Student ‘Minn dejjem hekk, minn
sena gall-ohra aktar ikun hemm
tfajliet. Nahseb jien ilguvintur aktar
migbudin fuqg il-computers
communicationsengineering It-tfajliet
gishom jizghu.’

Student: ‘Eighty per cent of the course
members are females.’

Interviewer: ‘Why do you think
teaching attracts so many females?’
St - ‘It has always been that way, year
in year out, there are always more
females. | believe that males are more
inclined towards computers,
communications and engineering. It is
as if females are scared.’

These overt hegemonic messages in terms of gengldight the stereotyped image
of the female as the care-giver, and the image aksnas the technically-minded
species. By comparison, only one student teachestmuned the link between
feminine identity and teaching, and related ite perceived low status of teaching.
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‘Dawk il-professjonijiet li messewhom ‘All those professions involving
in-nisa, fosthom iteachingkollha women, including teaching, are
ghandhomstatusbaxx.’ attributed a low status.’

The above assertion is crucial as it analyses #minfisation of the teaching
profession in terms of its socio-historical rootther than simply linking the
predominance of women in the profession to naferainine attributes.

For some student teachers, traditional genderatigres are still an underlying reason
for opting for the B.Ed. (Hons.) course. In facbmpatibility of teachers’ working
conditions with parenting responsibilities (givelmetlack of widespread flexible
conditions of work offered to parents in full-tineenployment in Malta) is perhaps
one of the main reasons why many females tend tofapteaching. Another
important issue is the engrained belief that fesaee more caring and therefore
qualify more readily than their male counterpactsifil the role of the teacher. The
following extract from an interview with a femaleudent teacher strongly supports
this view, and is typical of comments recorded migithe fieldwork:

‘Nahseb li -ahjar kors (hal tfajla B.Ed, ‘| think that the B.Ed course is be

ghax tigi tizzewwes ha jkollok aktar suited for a woman — if she marries she
hin liberu anke mar-ggel, tkun tista’ would have more free time to spend
tigi taghmel il-facendi u sajjarlu gabel with her spouse. She would be able to
jigi, biex isib kollox lest.’ do the housework and cook his dinner,

so that when he arrives home, he’ll find
everything ready.’

Coupled with the above perception — widespread anampirant female teachers in
the initial year of the course — is the idea teather education can in fact function as
a form of preparation for the future role of theecgiver within the family. Initial
beliefs of student teachers about the professiensgmptomatic of a mentality that
assumes that teaching requires natural qualitibgschvmany a time are associated
with parenting. Book, Byers and Freedman (1983) aiade similar claims resulting
from research findings among aspirant teachershén United States of America.
These findings confirm the need for aspects ofcthese dealing with gender issues
to challenge taken for granted notions such asagsimed natural link between
teaching and femininity (see Sucrue, 1997; Von Wirid997). This is especially the
case in respect of teaching early and middle yesngre the association between
femininity and the early years of schooling seeonise more ingrained.

Social class and upward mobility

Local research into the social origins of universtudents suggests that university
students of higher class origins tend to opt fghbr status professions. This implies
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that the social extraction of prospective teacHeiwing a course in teaching
leading to a relatively newly established professgby comparison generally lower
(Schembri, 1990, p.126). Analysis of the parentalupational background of student
teachers interviewed by Mallia (1998) show thatjraSchembri’s data (1990), the
majority of student teachers came from parents mgog lower occupational
categories. Mallia’s (1998) data unravelled a @usf parents occupying manual jobs
such as welders, masons, dry docks workers, pdrpahlic workers, carpenters, port
workers and trades persons. Statistical data ipertsof first year student teachers
(data regarding other year groups was unavaila$®) indicated that at the time of
the study, 37% of the first year student teachaiteth from families where either one
or both parents only had a primary level of eduratBy comparison only 10% of the
student teachers originated from families wherédegitone or both parents had
undergone tertiary education, and the rest (53%gd&om families with either one
or both parents had up to secondary schooling. Mae none of the sample
population came from parents occupying traditignhlgh status professions such as
doctors, lawyers, lecturers and architects. Tmdifig is very similar to that about the
origins of American student teachers that were dotm be quite modest when
compared to the origins of student lawyers and atsct(National Education
Association, 1999). Claims that the majority of dgnot teachers originate from
parents with lower educational attainments thamgedves is highly significant as it
corroborates arguments made by some student tsasher perceive the course as a
route for moving up the social ladder.

Interviewer : ‘Ghaliex chalt B.Ed?’ Intervi ewer. ‘Why did you choose
Student ‘Ridt nilhaq xihaga.’ B.Ed?’

Student ‘Ghamilt erba’ snin niadem Student ‘I wanted to become
ta’ mastudaxxa. Kien hemimafna ma somebody.’

jemmnunix. Jgiduli idejk ma jidhrux, Student ‘I spent four years working as

kont nadmlek bnieden ta’ skola.| a carpenter. There were many people
Hemm din |-stereotypdi bniedem tas- | who wouldn’'t believe me. They would

snajja, bniedem selga...lktar milli tell me your hands do not show, | used
ghall-paga, dalt dhall-istatus dhar- to believe that you were a learned man.
rispett.’ There is this stereotype that a

craftsperson is a wild person... | joined

this course more for status and respect
than for the wage packet.’

The above quotes are typical of a diffused mentdiiat teaching offers a route for
upward social mobility. In this context it is cratithat student teachers realize that
teaching does not offer the same pay packet, stataks professional autonomy
afforded by the more established professions. Thotegaching is officially
recognized as a profession, it is still hamperethleybureaucratic top-down decision-
making styles that are normally attributed to lowategories of workers. In many
ways the teacher is still asked to perform whatémanded from a higher authority
both in terms of the selection and delivery of kiexige.

25



Becoming a Teacher

However, while the general community’s view of tees might be a very definite
one, i.e. that of instructors with specific duttesfulfil (see Borg & Mizzi, 1997), in
the literature on teacher professionalism theransincreasing emphasis on the
developmental nature of the activity. Berliner (499.107) for instance emphasizes
that in teaching, as in other areas of expertis® @nofessionalism, ‘despite their
apparent diversity... experts... seem to posses sirsdew of skills and attitudes and
to use common modes of perceiving and processhogmation’. It is to this that we
now turn our attention.

Professional development

Becoming a teacher is not a four-year plan of stlelrning to teach and becoming
effective at this very complex task is a lifelongtigity. Teachers’ professional

behaviour continues to develop during their caréerminating the teacher education
programme and qualifying does not mean the enchefttaining process and the
achievement of competence. Professional developreéars to the way the teachers’
evolution takes place during a career (Ducharme &Harme 1999; Kelchtermans
1993).

Various models of practicing teachers’ developnteate been put forward over the
years such as Fuller's (1970) developmental mddeherman’s (1989) phases and
Oja’'s (1989) stages. Fuller's (1970) three phasespise (1) an Early phase
characterised by teacher’'s concerns about self;a(2Yliddle phase where the
competent teacher's main concerns are related ipcumatter, class control, and
relationships with pupils; and (3) a Late phasea@tage of professionalism where
teachers are concerned with learning and their oamtribution to pupil change.
Huberman'’s (1989) three broad phases are (1) Langehcareer, initial commitment
with easy or painful beginnings; (2) a period o&l8lization with final commitment,
consolidation, emancipation, and integration irite peer group; and (3) again New
challenges, new concerns, experimentation, respdifsiand consternation. Oja’s
(1989) six stages of development (self-protectivegnformist, self-aware,
conscientious, individualistic, autonomous) aré&eith to age and other factors in an
adult teacher’s life such as getting married, legwne’s parents, settling down, mid-
life transition and re-stabilization.

Berliner (1994) discusses the issue of professidaaélopment in terms of a journey
that takes one from novice to expert teacher:

Stage 1 Novice — student teachers and first year teachersat a stage for learning
and gaining experience;

Stage 2 Advanced Beginner — second- and third-year tegchee at a time when
context begins to guide their behaviour rather thaimg by an established
rule under all conditions;

Stage 3 Competent — at about the fifth-year of teachihgyving gained more
experience, teachers start to make more consclmises, are better able to
set priorities, and to choose sensible means &mhiag ends;

Stage 4 Proficient — at this stage intuition and know-hbacome prominent and the
teacher is able to predict events, such as whigest is going to need more
help, more precisely;
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Stage 5 Expert — the last stage of development when &acherform effortlessly,
and are also likely to show more emotionality abth# successes and
failures of their work.

Furthermore, taking a school-wide perspective inltdaAstarita (1999) mentions

among other issues that newly graduated teachahginfirst placing at school feel

the need for a deeper understanding of the intemganisation of schools and of the
curriculum; to become familiar with systems of @&sseent and reporting; to learn
about school policies; and the need to establistakrelationships within the school,

especially to embark on co-operating systems witieroteachers, and also with
school administrators and parents.

Table 2below summarises the findings of Wragg & Wood @R8bout how novice
and expert teachers react to the experience o$tadsson with a new class. One can
notice differences both in terms of attitudes aelaviour.

Table 2 Characteristics of novice and experienced teacher

Novice teachers ... Experienced teachers ...

Feel anxious about their relative lack pfLike to find out for themselves what the
knowledge about children generally andoupils are like rather than listen to
the classes they will take in particular. | others’ opinions about them.

Are seltconscious about themselv | Are able to describe events in retrosg
being looked at. with  considerable  precision and
certainty.

Give a great deal of thought to lessprConsider the first lesson with a class as a
content and little to managerial aspects. management ritual, and feel the need to
establish some predominant image.

Often identify with pupils and rece| Are quite clear about which rules ¢
times when they behaved in a similaimportant and how to secure compliance.
way.

Think of relationships developing mainly Are more aware of contact with pupils
within the classroom. outside the classroom.

Teaching experience makes a difference not onle$&ablished teachers, but also in
the case of student teachers who had been empésyedsual teachers prior to their
studies. Mallia (1998) found a marked differencaititude between mature student-
teachers with teaching experience and their caliesgThe following quote is typical
and hints at what distinguishes this category ofidesbts from the rest.

27



‘Li kont casual it's considered as an
asset gax niftakar metgejna hawn,
hafna minn &abi li ma kellhomx
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Becoming a Teacher

‘The fact that | was previously a casual
teacher is considered as an asset. |
remember when we first came over
here (at university), most of my peers
who had no teaching experience, the
first thing that they were seeing was
theory, whereas | and a few others like
me, we could see the theory applied in

not work.’ practice, but sometimes even the theory

does not work.’

While considering previous teaching experience gmsitive aspect these student
teachers claimed that because of their previouseirsion in teaching they could see
the continuities and discontinuities between wihsattaught at university and its
application in the classroom situation. This resdlen normally comes either during
the students’ practicum or during the inductionggh@/\Vragg &Wood, 1994), and so
mature student teachers seem to have an advantégs sense.

Buchmann (1989) and Johnston (1992) urge teachmaéats to look for experiences
that lend themselves as foundations for bridgesesd understandings. Confirming
the validity of this argument are interview respemsvith mature students with prior
teaching experience that generally revealed a neooitecal outlook towards the
educational system in general (Mallia, 1998). Asirthoutlook is very much in
contrast to that of the rest of the student teachempecially those in the initial years
of the course, such experiences could be fruitfulifised as a shared resource in
initial teacher education programmes.

The reality faced by Maltese beginning teachersthair path of professional
development has been documented recently (Bez20@l; Bezzina & Camilleri,
2001). Astarita (1999, p.75) for instance found thaMalta ‘newly qualified teachers
are expected to function in the same way and wighseme degree of competence and
expertise as teachers who have many years of expefiand this makes them feel
they need to work harder and harder, and then tdube amount of pressure they
cannot really enjoy their job’ (p.58). Similarly,in; Galea & Xerri (2001) in their
study of problems faced by beginning teachers ittdtzonclude that the need for an
induction phase must be recognised. This shouldisbof a support system to help
beginning teachers bridge the gap between the gmublarising during their initial
teaching experience in their classroom reality #radr theoretical knowledge base
acquired during their studies.

The professional holds knowledge, not only of howthe capacity for skilled

performance — but of what and why. The teacheoinly a master of procedure but
also of content and rationale, and capable of @xplg why something is done. The
teacher is capable of reflection leading to seliwiedge (Shulman, 1994).
Furthermore, teaching is the process of ‘becomiligs a process of growing up in
terms of teaching skills, classroom managementigoks and organizational skills.
The growth process involved in becoming a teachemticues to be relevant
throughout one’s career. This is especially trueckssroom life is becoming
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increasingly challenging and demanding and wheee tdacher has to perform
additional roles like that of organizer, communicatdecision-maker, motivator,
manager, innovator, counsellor, ethicist, and judgelntyre & O’Hair, 1996).

Conclusion

This chapter has attempted to identify the locatibetudent teachers in view of their
decision to join the teaching profession. Issuegeoider and social prestige permeate
throughout revealing that the student teacher @ajoul is a product of a rigidly
stereotyped society and a meritocratic educatieypstem. Notwithstanding this, one
must highlight the transformative potential of icuites of prevailing hegemonies,
which were consistently — if somewhat sporadicallgrticulated. It is ultimately the
role of teacher education programmes not simphetiect the structural features and
processes inherent in society and the educatigséds, but to act as agents engaged
in potentially modifying social relations, practiceand norms. Self-reflection and
reflection on practice is probably the primary stefthis direction. The presentation
of aspirant teachers’ typical beliefs and sociadjios as a reflective exercise upon
‘lay theories’ of teaching and their shaping influes on teaching identities can
therefore lead to revisiting personal beliefs aadisions related to teaching.

References

Apple, M. (1987) ‘Gendered teaching, gendered labdno T.S. Popkewitz (ed.)
Critical Studies in Teacher EducatioBussex: Falmer Press.

Astarita, S. (1999) ‘The first year of teaching.Hél. (Hons.) dissertation, University
of Malta.

Berliner, D. (1994) ‘Teacher expertise.’ In B. Moand A.S. Mayes (edsT)eaching
and Learning in the Secondary Schdaindon: Routledge.

Bezzina, C. (2001(pn Becoming an Effective Teachbhalta: Indigo Books.

Bezzina, C. & Camilleri, A. (2001) ‘The professidbrdevelopment of teachers in
Malta.” European Journal of Teacher Educatjdfol. 24(2), 157-170.

Book, C., Byers, J., & Freedman, D. (1983) ‘Studempectations and teacher
education traditions with which we can and canne¢.| Journal of teacher
education Vol.34(1), 9-13.

Borg, D. & Mizzi, B. (1997) ‘The Maltese communisyperception of the teaching
profession.’ B.Ed. (Hons.) dissertation, UniversifyMalta.

Brincat, M. & Kelly, M. (1997) ‘Teachers’ motivatis for joining the profession.’
B.Ed. (Hons.) dissertation, University of Malta.

Britzman, D. (1986) ‘Cultural myths in the makinfateacher: biography and social

structure in teacher identityJournal of Curriculum and Teachiny/ol.9(3), 23-
46.

29



Becoming a Teacher

Britzman, D. (1991Practice Makes Practice: A Critical Study in LeargiHow to
Teach Albany USA: State University of New York Press.

Buchmann, M. (1989) ‘Breaking from experience iadeer education: when is it
possible? How is it possible@xford Review of EducatipiWol.15(2), 181-200.

Buttigieg, S. (1991) ‘A profile of student teachér8.Ed. (Hons) dissertation,
University of Malta.

Cini, K., Galea, D.A. & Xerri, J. (2001) ‘Is it abey expect it? Problems faced by
beginning teachers during their induction phase.EdB (Hons.) dissertation,
University of Malta.

Ducharme E. R. & Ducharme M. K. (1999) ‘Teacher cadars and teachers: the
needs for excellence and spunk.” In A.R. Roth (@l Role of The University in
the Preparation of Teachersondon: Falmer Press.

Feimen-Nemser, S. & Buchmann, M. (1987) ‘When isdsht teaching, teacher
education?Teaching and Teacher Educatjorol.3, 255-273.

Fuller, F. (1970Personalised Education for Teachers: An Introductior Teacher
Educators Austin: R&D Center for Teacher Education, Universif Texas.

Giorgio, F. (2001) ‘Factors that influence Maltessedents to become teachers.’ B.Ed.
(Hons.) dissertation, University of Malta.

Grant, W. & Eiden, L. (1999Digest of Education StatisticaNashington; US
Department of education, National Center for Edocabtatistics.

Huberman, M. (1989) ‘The professional life cycle teichers. Teachers’ College
Record Vol.91(1), Fall.

Johnston, S. (1992) ‘Images: a way of understandmagtical knowledge of student
teachers.Teaching and Teacher Educatjorol.8(2), 123-136.

Kelchtermans, G. (1993) ‘Teachers and their castmwy: a biographical perspective
on professional development.” In C. Day, J. Caldath & P. Denicolo (eds)
Research on Teacher Thinking. Understanding Prajeas Development
London: Falmer Press.

Lia, V. & Mifsud, S. (2000) ‘Exploring the expediats of newly-qualified teachers.’
B.Ed. (Hons.) dissertation, University of Malta.

Mallia, M.J. (1998) ‘Training for the other side thfe bench: the experience of B.Ed
(Hons.) undergraduates in Malta.” Unpublished Mdisisertation, University of
Malta.

Mcintyre, J.D. & O’Hair, M.J. (1996]he Reflective Roles of the Classroom Teacher
California: Wadsworth.

30



Becoming a Teacher

National Education Association (1998%atus of the American Public School Teacher
Washington: National Education Association.

Oja, S.N. (1989) ‘Teachers: ages and stages of dduklopment.’ In M.L. Holly &
C.S. McLoughlin (eds)Perspectives on Teacher Professional Development
London: Falmer Press.

Schembri, C. (1990) ‘Students at the universityMafita — origins and orientation.’
Unpublished M.Ed. dissertation, University of Malta

Shulman, L.S. (1994) ‘Those who understand. Knogdegrowth in teaching.’ In B.
Moon & A.S. Mayes (eds)eaching and Learning in the Secondary School
London: Routledge.

Sucrue, C. (1997) ‘Student teachers’ lay theorfeteaching and teaching identities;
implications for professional developmentEuropean Journal of teacher
education Vol.20(3), 213 -216.

Von Wright, M. (1997) ‘Student teachers’ beliefsdaa changing teacher role.’
European Journal of Teacher Educatjafol.20(3), 257-265.

Wragg, E.C. & Wood, E.K. (1994) ‘Teachers’ firsto®unters with their classes.’ In

B. Moon & A.S. Mayes (edsJeaching and Learning in the Secondary School
London: Routledge.

31



School Cultures

SCHOOL CULTURES

JOSEPH FENECH

Introduction

All of us have had experience of the process obslihg because we have all spent
the best years of our childhood and adolescenceducational institutions. That
experience, undoubtedly, has left memories and @sad specific places, characters
and situations many of which, perhaps with a liéffort, can be easily recalled and
talked about.

Personally, | can vividly recall a number of these:

1. My first days in the infant classroom when we clednin chorus the rhyme
of the matchbox and the matchsticks as an intrégudio number work
during the

2. Arithmetic lesson;

3. The row formation and the Head of School’'s whistl@lraw our attention to
the start of the morning assembly and the prayerswie were made to say;

4. The misbehaving classmate who was called to that fiad made to kneel
down facing the wall as a punishment;

5. The small gang in the secondary school meetinghiow-of-the-way comer
of the school for an early morning smoke beforesdsy; and

6. The child who used to get all his Language and Namamrk wrong and sent
the round of classes with the copybook full of cedsses pinned to his back.

All of these can be seen as manifestations of aitutional culture which
cumulatively constitute the complex pattern of lifiea school. The assumption, of
course, is that it is important for teachers to tgeknow about and understand this
culture. And, this is for a number of reasons.tFofsall, a knowledge of the school's
culture helps them gain insights into and developiaderstanding of the context of
practice. Secondly, it will become easier for thersocialize themselves into the
culture of the school and thereby their integratmithin the school will be
facilitated. Thirdly, it will enhance their identitand, as a consequence, help them
acquire more confidence, as professional pracgten Fourthly, their professional
competencies will be developed more effectivelydAimally, through a reflective
exercise, they will be able to understand the mea# educational change at the
institutional level.
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Meanings of School Culture

Although one may or may not agree with Prosse@®9]l claim that there is no

general agreement on what culture should be tafiendan, in order to establish
more focus and avoid the problem of looseness agdeaness, the anthropological
definition of culture.is being adopted in this ctep In this sense, as Reid (1986,
p.58) succinctly points out, school cultures rdtethose ‘characteristic patterns of
behaviour, beliefs and values and physical enviemswhich are to some degree
different from those of other institutions in sdgie The study of school culture

from an anthropological perspective, thereforeadsthe observation of:

» Institutional norms, values and beliefs;

* Ceremonies and rituals;

* Rules and regulations;

» School atmosphere and climate; and

» The social behaviour of staff and students.

Some cultural analysts point out that this is naiwgh because one must go beyond
these to ‘the deeper level of basic assumptions laaigkfs that are shared by
members of an organization, that operate unconslgioand that define in a basic
taken-for-granted fashion an organization's viewiteélf and its environment’
(Schein, 1985, p.6). Schein's stipulation drawgngitbn to the complexity and
importance of the concept of culture within an oigation and the meticulousness
that is required to study it appropriately.

A discussion of what school culture should be tai@mean raises a number of
questions. For instance, is culture a single, natiegl entity within a school or are
there other co-existing cultures? Is there cultwngformity within the system of
schools or does a school develop its own charatitedulture? Is the cultural reality
of the school static or dynamic? Let us explore sqossible answers to these three
guestions.

One or many?

There are conflicting views about whether therenlky one culture in a school — the
holistic view — or whether there is an assemblage of varuwb-cultures — the
pluralistic view. The holistic perspective is ofteeld by organisational sociologists
who developed the concept of organisational cultateen they investigated,
frequently through survey methods (Halpin & Crdf§63; Stem,1963), what they
preferred to call ‘the school climate’. The undarty assumption is that the culture
serves as ‘the social glue’ (Seill, 1985) whichp®éhe organization together. In the
late 1970s, 1980s and 1990s, the idea was reifdhzeugh the work of the school
effectiveness/improvement movement (Reynolds, 18&§nolds, Hopkins & Stall,
1993; Mortimore, 1988; Rutter, 1979) that explaitieel performance of a school in
terms of the culture that prevailed within it. Swchiew is not without its critics and
Meek's categorical statement is shared by manyagidualists. ‘The problem with
some studies of organizational culture,” Meek (198853) points out, ‘is that they
appear to presume that there exists in a real andillle sense a collective
organizational culture that can be created, medsarel manipulated in order to
enhance organizational effectiveness’.
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Parallel to this position, and sometimes in contnath it, much interesting research
which indirectly challenged the holistic concept s&¢hool culture, was being

generated. This was largely conducted by ethnogramgsearchers whose studies
showed that somany divergent cultures co-existeda ischool acting on and

interacting with each other. Examples abound blyt arfew can be mentioned here.
Smith & Keith (1971) studied the culture of innaeat at Kensington Elementary

School in Washington; Wolcott (1973) produced atnadlr of headship; Hargreaves
et.al. (1975) narrated the culture of school dexeanWillis (1977) observed the

culture generated by anti-school values; Neasal(1989) observed the culture of
teacher collegiality in five primary schools in Eagd and Acker (1990) focused on
teacher culture in a British primary school.

My view is that, in such a situation, it is not @egtion of accepting one perspective
and dismissing the other, but of acknowledging,tidthin and sometimes because
of, the mainstream or dominant culture in a schtt@re emerge a number of sub-
cultures, which may either reinforce or be in caflvith it. Both will be discussed
later in the chapter.

Uniform or diverse?

Perhaps the assumption is that, an educationaérayBke ours, characterised by
centralized decision-making, will generate cultutatiformity right across the
schools. This is mistaken for a number of reasBitrst of all, each school develops
its own identity and character, partly as the cqonsace of the legacy of its past
(Stoll, 1999). Secondly, the school culture takespe as a result of the idiosyncratic
management styles of its leaders (Fenech, 19924)19%hirdly, other factors like
the quality of student intake and the professitmadraphies of the teachers channel
the culture of the school in particular directidhtargreaves, 1986). Lastly, because
the culture of the school is always in a symbigttationship with that of the
particular community in which it is embedded (Sméhal, 1987).

Of course, this does not mean that there isn't Whasser (1999) calls a ‘generic’
school culture. This derives from the fact that¢h@re mechanisms like the National
Minimum Curriculum, textbooks and examinations whiin important ways
determine what is taught in schools. There may Ibe a shared philosophy of
teaching which shapes the norms and values accbs®ls. A case in point is the
philosophy of child-centredness so impressivelytwaga in Plowden's (CACE,
1967) account of primary schools in England in th&l-1960s and which has
generated a culture of care (Nias, 1999). Schod&wgalso regulated by educational
legislation, prescribing, for example, age of enaigd Education Division circulars
establishing particular procedures to be follow€hderefore, while each school is
culturally different from all the other schools dte its uniqueness (Hargreaves,
1999), there are also many similar features, eafgdn what has been called earlier
the mainstream culture of schools.

Static or dynamic?

The cultural continuity of schools has been theu$oof many studies especially by
researchers who have been interested in the probferchange (Fullan, 1991;
Sarason, 1982). The assumption always is that $chave by their very nature
conservative
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institutions trying to stick to the status quo. And many ways, considering the
difficulty with which change is taken up, therensich truth in this assumption.
‘That is the way we have always done things aroueict’ is the attitude of many
teachers as well as many school administrators.

However, although there is much stability in thétune of schools, there is also, as
Rossmanet al(1988) point out, a lot of change as well. Thisesgident in
ethnographic accounts of school culture. For irstam a fascinating ethnographic
study of Kensington Elementary School in Washingt®mithet al, (1987, p.168)
develop a detailed narrative account of how, ovéfteen year period, a primary
school changed ‘from the culture of intellectualcieament to the culture of
poverty’. Acker (1990), in the work referred to lkear;, discovered much that was
changing within a context of stability.

The point that can be made on this issue is thatsthble features of a school's
culture do not necessarily lead to inertia and mabsef innovation but can serve as
context for change and development. Paradoxictilrefore, the process of school
change always occurs within and through a degrésstifutional stability.

Mainstream culture

Functions

Reid (1986) identifies a number of functions whittte mainstream culture of

schools fulfils. First of all, there is the instrantal function whereby a school's
culture serves as a means of reaching the objsdineeschool sets itself, that is the
promotion of the students' learning and achievem®atondly, the culture has a
regulative function in that it defines the actiegi of teaching and learning and
specifies how they should be carried out. It ndeatslly reminding that the school's
curriculum is a selection from the culture of stgi¢Lawton, 1986) and itself

generates its own culture. The third function i®dive in the sense that the culture
serves as an interpretive framework of life andlgeaticulated by those who work
there.

Typologies of school culture

A number of researchers developed different type®dor the analysis of school
culture (Hargreaves, D., 1999; Stall, 1999; Hargesa 1994; Handy & Aitken,
1986). The typology which serves the purposes isfa¢hapter and is relevant to the
situation in our schools, is Handy & Aitken's (198@he authors argue that
organizations develop their own culture which carclassified as follows:

e The club culture
* The role culture
e The task culture
» The person culture
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They claim that these explanatory models of cultuithin organizations are also
observable in educational institutions but admat tihese may not exist in pure form
as a mix of these categories may be observed im@a@pchool. Only two of the four
component elements, namely, ‘role culture’ andkteslture’ will be discussed here
as tools for the analysis of the culture in Maltsskeools.

Role Culture

A role culture is more likely to be found in thasghools which, like ours, form part

of a bureaucratised system of education adminteentrally and is based on a
number of assumptions. Organisationally, the schmekents itself as a set of
coordinated roles or job-boxes. Teachers are roteqmants with job-descriptions

defining what they have to do. Change is effeckedugh a re-arrangement of roles
according to new priorities. There is a constanpleasis on procedures and acting
according to rules. Teachers' work becomes roeiihésd the outcomes predictable.
The characteristic features of such a school a&semted schematically in Table 1.

Table 1 Characteristics of a school marked by a roletcalt

1.Bureaucratic administration

2.Role ascription

3.Hierarchical control over teacher's work
4.Teacher isolation

5.Influence deriving from position one occupies

6.Stability as a characteristic of the culturaliemvment

Of course, it can be argued that, from a managempenspective, there are
advantages inhering in such a cultural environménist of all, formalized
procedures make it more administratively convenienun a school. Secondly, the
routinization of operations creates a sense ofrggcamongst staff. Thirdly, the
attachment of a set of behaviour expectations¢b eale (be that of Head of School,
Assistant Head of School, teacher, ancillary stafflarantees predictability of
interactions of staff within the school. Howevehether all this will lead to a better
guality in educational provision is very much detide.

Task Culture

Conversely, schools in less centralized educatisystems, with more possibilities,
therefore, for local decision-making, are moreliike develop a task culture. In this
case, the assumptions are that, as an organiziasetrap, the school brings together
a group of dedicated professionals, whatever tla@ik within the organization who,

with the help of resources, will apply their knodde and skills to a project, task or
problem. There is a sharing of skills and respalisé#s which promote collegial

relationships. Emphasis is on plans and their &isaton rather than procedures and
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rule-following, reviews of progress rather thantgaerformance. It is a questioning
culture which does not rely on routines but proraatesative responses to the tasks
to be done or the problems to be tackled. The chexiatics of a school with a task
culture are presented in Table 2.

Table 2 Characteristics of a school marked by a taskuosilt

1. Professional administration

2. Role achievement

3. Teacher discretion

4. Teacher collegiality

5. Influence deriving from the expertise one has

6. Change as a characteristic of the cultural enwirent

This kind of school culture allows for the exercidepersonal initiatives, promoting,
therefore, the professional development of staffvigles opportunities for more
creative approaches to professional practice ankes¢he school a more lively
institution. It becomes, in a word, ‘a learning esoh. Educational change will not
create insecurity amongst staff but a challenge amdopportunity for creative
activity.

Sub-cultures

As has already been pointed out, besides the maamstculture there exist in every
school a number of sub-cultures either generatéumit or imported into it. In this
chapter only teacher and student cultures will fefllp considered.

Teacher cultures

For many decades now, the occupational cultureasftters has been the subject of a
number of studies from different perspectives astha different interpretative
paradigms. These perspectives included the hisfofidtenbaugh, 1992; Warren,
1989; Lawn & Grace, 1987), the sociological (Smih,al 1987; Ozga & Lawn,
1981; Hargreaves.D., 1980; Johnson, 1979; Lat@y0; Jackson, 1968; Smith &
Keith, 1968), or a combination of both (Fenech, Z,98ultana, 1991; Darmanin,
1989; Hargreaves, 1986; Lortie, 1975). The intenti@re is not to review these
studies but to highlight some important aspectthefculture of teachers to help us
make sense of their work context and develop aebethderstanding of their
professional practice.

In this context, it is considered important to |latkiteacher culture as an expression
by the teaching community of the tensions and eaittions within the school
culture, the professional culture of teaching ane tulture of the wider society
(Cohn & Kottkamp, 1993). It is in response to tts#cialization into this culture that
teachers develop particular strategies which utgebecome important features of
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the occupational culture of teaching (Pollard, 198%oods, 1980; Hargreaves,
1978).

The occupational culture of teachers is the rasithe impact of a number of factors
which include: (i) their social class background;tbeir education and professional
training; (iii) the nature and status of their eayshent; and (iv) their educational
perspectives.

(i) The social class backgroundlthough in the sociological literature the class
provenance of teachers is very often indicatedhasrtiddle class (Reid, 1986), it is

clearly not always the case. Since the introductibmass schooling in the middle

of the nineteenth century, Malta's teachers, eafigdn the elementary schools,

came mainly from the working class. In this case tultural gap between the

teachers and their students was not as wide aftan assumed to be. Eventually,
of course, on entry into teaching, Maltese teachH®rgan to internalise those

attitudes, norms and values which were charadteosthe middle class. In this way

they were able gradually to assimilate the culbfrthe school, with its middle class

characteristics, and shed their working class celtWithin the schools, the upshot
has been the frequent clashes between studen¢acitket cultures.

(i) Education and professional traininfhe amount and type of education teachers
have had, as well as their professional trainitegp axert a determining influence on
their professional culture (Hargreaves, 1986). Rwany-years, it has been the
characteristic feature of many educational systemduding ours, for primary
school teachers, on the one hand, to have a sagdedal of education followed by

a course at one of the training colleges. On therohand, traditionally, secondary
school teachers came straight from tertiary edaoatvithout any professional
training at all because it was assumed that tobe ta teach in secondary schools
all the teacher needed to have was knowledge gésuimatter. How to teach was
assumed to be learned on the job.

(i) The nature and status of their employmenhe mechanisms of selection in our
educational system serve to bestow differentiduistan the different categories of
teachers. For instance, the status of teachetwitotver streams is perceived to be
inferior to that of teachers in the higher streambere is also a higher status
attached to teaching in the grammar rather thaanimrea secondary school. In an
area school there is often less emphasis on sudjpertise, more student-centred
pedagogies, less detached relations with studedtsdooser interpretation of rules
and regulations. Furthermore, teaching academicaignted students is considered
to carry, in our educational culture, more presti)an teaching vocationally
oriented ones (Burgess, 1983; Ball, 1981; LaceyL9he curriculum subjects they
teach also place teachers in a status hierarchy redtpect to their other colleagues
(Ball & Lacey, 1980). English and Mathematics, fostance, occupy a higher
position of prestige in the secondary school cutam than Home Economics or
Physical Education. It must be pointed out thisterth however, that the teachers'
status in a school depends also to a large degreldair classroom management
skills, their leadership qualities, the dedicataond assiduousness in their approach
to their work and the student outcomes.

(iv) The teachers' educational perspectiveBhe influence of the teachers'
educational perspectives on their professionaltipatas been amply documented
in Hargreaves' ethnographic study of two middleosth in Britain (Hargreaves,
1986). Adopting
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Woods' (1983, p.7) definition that perspectives drameworks through which
people make sense of the world’, Hargreaves (1€86)onstrates how the teachers
in his study defined and responded to the situationschools and classrooms in
terms of the perspectives they held. For example Mttlejohn, a teacher with a
secondary perspective, was very sensitive to tligerevel inside her classroom as
this sent messages to her colleagues about hexsgiohal competence:

I'm very nervous of letting the classes make afatoise so that other
people think I'm having discipline difficulties. Anthat stems from
my first school, actually, because at first | didnind when children
made a noise until people started coming in toiséavas alright.
And that worried me, so that in the end | got aobitomplex about it.
(Hargreaves, 1986, p.159)

In a professional culture marked by teacher clasarasolation like ours this
framework for the evaluation of practice is shaogdnany teachers, both in primary
and secondary schools.

All these factors are brought to bear on the teathastitutional relationships
through which they develop a sense of common perpmshared understanding of
pedagogical strategies, and a common approactotidgons of educational practice
(Lacey, 1977), in other words, an occupationaluralof teaching.

Student Cultures

Like teacher cultures, student cultures have comdeuscrutiny in a number of
sociological studies (Burgess, 1983; Ball, 1981]li8yi1977; Hargreavesgt al,
1975; Lacey, 1970; Hargreaves, 1967). In broad ggn the basis of studies like
these three categories of student cultures cadebtified. These can be called (i) a
pro-school culture; (ii) a parallel culture; anil) @n alternative culture to that of the
school. Many students, perhaps the majority, matagessimilate successfully both
the school's formal culture and the adolescenumilbf their peers (Ball, 1981).
Others find the culture of the school alien to thend, consequently, develop an
alternative culture, sometimes directly opposet (@illis, 1977). The sociological
literature, therefore, places students along au@lltcontinuum with conformity at
one end and deviancy at the other. What one hasmember, however, is that
student cultures do not emerge in a vacuum buwlation to and in interaction with
all the cultures in both the school and the surdinmcommunity.

(i) The pro-school cultuteThe family milieu of many students equips thenthwi

those attitudes, norms and values which make tramsition to the environment of

the school a continuous one (Bernstein, 1975)his way, it becomes rather easy
for them to conform to the norms, beliefs and valteld in high regard by the

school they attend. The students with a pro-scloodture are more likely to be

found in the top streams and in selective gramrobhoals. They are the ones who
share the teacher's definition of the situatiomdmslassrooms, show motivation in
their schoolwork, do not present any behaviour lemols and achieve highly at the
end.

(i) The parallel cultureBesides the home and the school, however, studigats
and interact in other environments. This bringsrthieto intimate contact with the
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adolescent culture of their peers. In their accaintouth culture based on a study
of a working class secondary modern school and ddlmiclass grammar school,
Murdock & Phelps (1972) distinguish between theedtrculture of working class

youths and the pop media culture of their middiesslcounterparts. The first is
characterized by mucking about in streets, spentling in bars and showing much
group solidarity. The characteristics of the secard imitating role models,

demanding immediate gratification and giving venemotional and physical needs.
Whether we agree with this fine distinction or nthe fact that adolescents
internalise other norms, beliefs and values bestdese which characterize the
formal school culture, cannot be gainsaid. Manydsetis are able to handle this
culture together with the formal culture of the @aoh moving out of one and into the
other with relative ease. In this way, they aresabl navigate successfully both in
the milieu of the school and in that of their peers

(i) Alternative cultureslt is perhaps inevitable that schooling worldwideth its
particular organizational tructures and curriculyomocesses, generates a culture
which evokes resistance from hose who become adidrend disaffected. It is as a
reaction to their sense of elplessness and faihatestudents construct a culture in
opposition to the formal culture of the school. T$@&hooling experience of these
students subject of a pioneering study by Willi971Z) who argued that the anti-
school culture of these ‘lads’ emerged from a needeal with a situation into
which they were unable to fit and from which theyld not escape. It is because of
this that they developed strategies to be ablepe evith the boredom and alienation
which schooling inflicted on them and, at the same, enable them to bridge the
gap between the world of school and the world ofikiwo

It is a culture which clashes at many points whté mainstream culture of the school
and lands the students in trouble with the teackiadf and administration all the
time. This clash of cultures was present in Malteseondary schools in the early
1970s when grammar schools were changed to comsihs. The underachievers,
coming from the dismantled area secondary schawisiersed themselves in an
anti-school culture which manifested itself in roeeaking, acts of bullying,

ganging up against fellow students, defying adulharity and damaging school

property.

Over the past few years, local studies of disaff@dtudents were conducted by B
Ed (Hons) and PGCE students in the Faculty of Eitwtausing ethnographic
methodologies (Ghigo, 1999; Milovanovic, 1999; Gasd997; Azzopardi, 1992;
Fenech, 1992; Mifsud, 1992). By and large, theyficanthe findings of studies
published elsewhere. In their accounts the studsmtstted that they were attending
school in order ‘to meet friends and have fun’ aefiised to obey the school rules
because these were considered too restrictive. Enggpged in deviant acts like
playing truant and absconding and drinking alcohotl smoking on the school
premises. Thus, through acts like these, and tbheeps of labelling by teachers,
without their knowing it, the students were consting a deviant career with all the
consequences that this entailed.

Chircop's (1994) ethnographic account of resistat@gegies adopted by a group of
fifteen female students in a Trade School is ithtste enough. This excerpt from a
conversation with two of the students captures allsstice of their life at school:
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Cyntia We either didn't write or we used to chat, dejpes on the mood.

Veronica For I think that this school is useless. Theg'tlearn.
Everybody goes for a laugh. When | used to atteaffidri't even know
the Time-Table. No copybooks, that is .....

It is evident from Chircop's account that the shideengaged in this kind of

behaviour only during certain lessons and withaiarteachers. They were adopting
what can be called ‘selective resistance’. Foraimsg, on one occasion Chircop
(1994, p.395) describes how the anti-school grdwanged their attitude completely
during the Personal Care lesson:

Here students who had, during other lessons, betmed as deviant
and unruly, co-operated with their teacher, paienditon, and invested
a lot of energy into what they were asked to do.

This raises the question as to whether the antedchulture of many students
engulfs their whole school career or whether tlagecareas of school life, as appears
to be the case, where they comply with institutial@mands like paying attention,
behaving well, and doing one's work, in other wofdBulling the student role.

Manifestations of culture

An understanding of the culture of a school candéeloped by examining the ways
in which it manifests itself. As Prosser & Warlmmt(1999, p.82) argue, culture has
a visual dimension and can be adequately captimedigh the methods of visual
sociology which “enables us to identify visual cgiges, patterns and meanings and
is an important aid in understanding what con&#w#n institution's culture” because
“culture is displayed in ceremonies, rituals, até$, non-verbal communication and
constructed environments. In school these takdaime of assemblies, speech days,
trophies and classroom layout, for example”. Tablpresents a list of the visual
manifestations of culture in our schools, some loickv are discussed in turn.

41



School Cultures

Table 3 Visual Manifestations of School Culture

1. Constructed environments
2. Ceremonies

3. Rituals

4. Artefacts

5. Significant objects

6. Dress codes

7. Corridor and classroom displays

Constructed environments

One of the determinants of school culture is thestoicted environment in which
teaching and learning take place (Reid, 1986). @ahitectural features of the
school tell us a lot about the organizational pdaces of what goes on within its
walls, an aspect which is often neglected in disicus of school culture. School
buildings are themselves, as Reid (1986, p.64) tpowut “cultural products
embodying ideas and images which affect sociavities taking place there”. For
instance, the school boundaries convey the idet thea school is cut off from
society and what is taught there is different fraat is taken to be knowledge
outside of it (Reid, 1986) . The egg-crate desifjclassrooms (Lortie, 1975), for
example, carries the message that the learningpgrust be of a certain size and the
activity of teaching is of a certain sort. It prilss the activity of teaching and turns
the classroom into teacher's territory, allowing thacher a certain discretion over
what happens behind the classroom door. Subjectsare indicative of the status
ascribed to curriculum subjects and the resoureegiired to teach them. The
staffroom is another important space in a scho@relparticular cultures emerge,
develop and eventually become an integral parhefschool. It serves as a space
where teachers can find relief from the stressehetlassroom (Woods, 1984) and
offers the teachers an opportunity to talk, in aformal atmosphere, about the
different aspects of their professional practicachtserves as “a kind of collective
stocktaking in which teachers compare notes amjlihemselves up todate about
the pupils whom they all face in the classroom” itt@ersley, 1984, p.212). The
playground is by and large student territory whaley activities are taken up freely
and organized on the students' own terms but nibowi the supervision of adults.
In the architecture of schools, playgrounds as rsiged spaces have always been
assumed to play an important role in the moral kigreent of the students.

Ceremonies and rituals
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Rituals and ceremonies are part of the everydaydif schools. One of the most
conspicuous is the assembly. The most culturaipiicant is the one held every
morning either in the school yard or the hall. fitecs an occasion for the whole
school — students, staff and the administration -€dme together to start the school
day. During this ceremony messages are communicgteyers said and the
national anthem sung. There is an affirmation ¢hauty in such a gathering and its
acceptance by all concerned as well as the impiiaitsmission of political and
religious values and beliefs which enable the sitgléo socialize themselves into
the culture of the community. Mifsud's (1994) imsting study of St David's
College, a private church school, demonstrates ¢ceremonies, rituals and symbols
serve to communicate the hierarchical set-up, #regived status of the school in
the community and the authority relationship betwte teachers and the students.
Finally, an important ceremony which has embedtififirmly in our educational
culture is the school Prize Day. Through the ackedgement and rewarding of
students' achievement in public the high value gdaon competitive individualism
(Hargreaves, 1982) is communicated not only tostiuielents and their parents but
also to the community as a whole.

Significant objects, artefacts and wall displays

As a workplace, the school has developed its owistm be able to carry out the
task of teaching students. In the early days theeee long or dual benches,
blackboards, chalk, pointers, maps, books, teactieasts, copybooks, ink-wells and
writing materials. As a result of technological dBpments, the film projector and
the tape-recorder were later added. More receitly, products of information
technology have been introduced. One must pointtaitit is not only the existence
of these objects and artefacts in the school kaat tle way they are organized and
used that demonstrates the occupational cultuteaghing. For instance, the rows of
tables with the teacher's desk and the whiteboatteafront convey an image of
teaching underpinned by particular pedagogicalggles. The use of the teacher's
chart, film-projector and the tape-recorder indisahew ideas about the teaching
and learning process and how it can be promotee fbectively.

The visual dimension of the culture of the scheolliso made evident through the
displays on the walls either of classrooms or doms. These normally consist of
students' work, teachers' charts, pictures and &thds of visual information. Many
of these mediate implicit messages about schooWwleuge and the pedagogical
theories which underpin it (Daniels, 1989). Theamigational format of secondary
schooling in our case has not encouraged the dgisglatudents' work. It is quite
common, in fact, for classroom walls to be keptebalthough wooden strips and
boards are made available to teachers inside olasst

Conclusion

In this chapter, an attempt was made, firstly, laoity the meaning of the concept
‘culture’ as an important pre-requisite for undamgting life in schools and
classrooms. Admittedly, cultural analysis raises\plex issues, however the task is
worth pursuing because we can make more senseaifwéhsee and hear in schools
and consequently gain insights into the culturattert of professional practice.
Secondly, it argued that, besides the formal schatilre which is generated by a
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complex set of factors, other sub-cultures emeadewhich two — teacher and
student cultures — were examined. Finally, drawarg the ideas from visual
sociology, the point was made that the culture e school manifests itself in
different ways and through a variety of processes.
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CLASSROOM INTERACTION IN
MALTESE SECONDARY SCHOOLS

MARY DARMANIN

Introduction

Many of the important questions about teaching leadning, such as how best to
teach, what to teach and to whom, when and wherejell as considerations about
the particularities of teachers and learners, lifrfadd some type of resolution when
teaching and learning are considered in contexs Thntext includes not only the
global, national, regional and school context as tbeen demonstrated in studies of
cultures of schooling (Fenech, this voluntéargreaveset al, 1996a) but more
centrally, the classroom context.

As pupils, we recall how different classroom sefinwhich could include the

teacher and his or her strategies and biograpbysubject, the group of peers in that
class, the physical or ecological classroom armareges and others, gave each
classroom encounter a different and particular dsi@. Whilst there are many

commonalties in secondary school classrooms therelao differences that have
considerable impact on the learning encounter.

Early classroom research

With some notable exceptions during the 1930s #vall932) when the impact of
cultural anthropology on American sociology of eahien was strong, Anglo-
American classroom research until the late 1970dee to follow the model of large
scale, context -free research provided by the ip@gitand functionalist models of
psychology. In this type of research data was ctdb across classrooms in a vast
range of schools on issues such as classroom sagtoeducational attainment
(Roseshine, 1971) and teacher expectancy effeopt§r& Good, 1970), to give but
two examples. Whilst a number of context factorsenmonsidered, such as the type
of teacher questions or teacher expectations ofil muyzcess, these were not
disaggregated to provide an in-depth account chréiqular learning situation, but
rather aggregated into a large data set about dnicglar topic. Useful findings
about the effect of teacher expectations were nyatiehese left larger questions,
such as what this meant for individuals or grouppupils, unanswered. Moreover,
difficult questions that moved fromhatteacher expectancy was amalv it worked,

as towhy this phenomenon could be found in certain contextse unlikely to be
answered with this type of research.
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A new generation of British researchers in the B®&0s began to find that the
collection of pen and pencil data within the sysaém observation school was
unable to answer many of the pressing questiotiseofime. Delamont (1975) gives
a first person account of the critiques of the pfzradigm and the development of a
new one in classroom research. These includednipaat of differentiation and
polarisation in secondary school on pupils’ ideetitand careers (Lacey, 1984), the
effects of pupil labelling on pupils’ deviant bel@aw (Hargreaves, 1984), and the
education of elites (Delamont, 1984) amongst others

Other researchers within the symbolic interactioeibinographic paradigm started
to look at teacher strategies in context. Questisage raised as to whether these
facilitated or replaced teaching (Woods, 1979, #)8Within one secondary school

Ball (1981) was to find that teachers of differgmipils and different subjects

differed considerably in their pedagogy, their edtpgons of pupil success, and their
own role and commitment to teaching. More work aipifs and their strategies in

context was developed (Woods, 1980b).

Soon it was recognised that teaching and learamnegfundamentallygituationally
embeddedEven the temporal factors such as initial encosntBall, 1980; Beynon
& Atkinson, 1984) or the experience of transfer didt days in a new school
(Delamont & Galton, 1986) were shown to have cartig effect on classroom
interaction. Key theories regarding thegotiation of a working consens(Rollard,
1980) and the relationship of this to teaching l@adning were developed. The work
on teacher and pupil strategies in classroom iotiera gave classroom researchers
the opportunity to examine the impact of constmioh strategies (Hargreaves,
1980). By looking for the provenance of specificnstwaints on teaching and
learning it became possible to further contexteatitassrooms. From the micro-
level of classrooms, questions could be raised talbloer meso-level of school
cultures or ‘institutional bias’, as well the ma@touctures of regional, national and
global systems. New findings about the centralitpupil and teacher biography and
career in the learning encounter gave educatorpipertunity to use classroom
research to critique their own work and to develtiprnate pedagogies.

Understanding interaction in the classroom

The renewed interest imteraction arose from an appreciation of tlsgmbolic
interactionismof G.H. Mead (1934/1970) whose philosophy and $qusschology
were seen by classroom researchers as to closgtgxamate how human subjects,
also known as ‘actors’, acted in the real world.dd® (1979) identifies three basic
premises of this theory

(1) Human beings act towards things on the basis ofnieanings they have for
them.For example, a student who appears ‘bored’ in solesve would consider
interesting needs to have this boredom taken sdyiosince if this is the
meaning she has attached to this lesson, then dleaviour in it will be
determined by her ‘interpretation of the situatiofAs interactionists we would
be interested in finding out what these processi@ining-making mean to the
‘actors’ involved.
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(2) this attribution of meaning to objects through swishis a continuous process
Objects include all sorts of things such as th@astof others, the content of
lessons, the ecological aspects of the classrdmmaltocation to a stream, such
as Form 4 A or Form 4 F. Symbols include the uséanfuage (calling the
course ‘Systems of Knowledge’ ‘kanna’) and othembylic systems such as
clothing and body piercing, graffiti, or the sticken a pencil-case or ‘pocket’.
The emphasis oprocessreminds us that the attribution of meaning is state
of flux and changes as situations and actors chalfygs, a student may find a
particular subject ‘boring’ in one term and ‘cowi’another.

(3) Finally, and in keeping with the interest in theisbembeddedness of teaching
and learningthis process takes place in a social cont&ttudents and teachers
interpret the actions of others, construct meanangtstake lines of action on the
basis of this ascription of meaning. Particulanaibns will be given particular
definitions, which are social and subjective ad aglbeing social and objective
(that is, shared, not neutral). ‘Actors’ will thant according to these definitions.

We also need to consider how some actors (studehteachers) have thmwerto
impose their definition of the situation on othexjlst others have less or no power
in the construction of meanings and identitiesnteriaction. Since we are interested
in the construction of meaning through definitiafsthe situation, the concept of
power in the establishment of these communities mianing is of central
importance.

In Maltese schools

One of the first ethnographies of Maltese schod@srihanin, 1990) used an
interactionist framework to understand how teacheéesinitions of the system, in

this case of centralised curriculum planning angeashing, lead to particular
interpretations and pedagogies. Within the samearel, Darmanin (1995) was able
to compare the classroom interaction and pedagoditsachers in Year 6 state and
Church school classrooms. Again the social contdkered different teachers
different situations to interpret. Moreover, teach&d pupil biography produced
very particular interactions.

One very important study of the Maltese secondeinpal sector is Sultana’s (1992)
multi-site ethnographic study of a number of trasighools. Under Sultana’s
leadership, the project involved a number of redesns spending many hours in
trade schools and classrooms and workshops. Sothes# studies have shown how
students attribute particular meanings to theissri@om situation which leads them
to various forms of absenteeism (Chircop, 1997he@ (Mallia & Mallia, 1997)
found that teachers both overtly and in a more dndadvay such as through
comments on ability and aptitude, through orientawisits to places of work and
others, were ‘warming up’ some students and ‘cgoliown’ others. Within these
context students made their own interpretationsvioat their future would be and
behaved accordingly. A study of an elite boys’ sel@oy school (Mifsud, 1997)
found that both within the school and within thasdroom, hierarchies of authority
and prestige provided the situational context fiodents to construct a particular
social ethos and learn their own route to privilagd rank.
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In this chapter | will be referring to two main soes of ethnographic data on
classroom interaction in Maltese secondary schddis. first is from a four month
period (February-May, 1999) of full-time fieldwotkcarried out in a Girls’ School
(an ex-opportunity centre) a school were studetis @btained less than 15% of the
global mark in their 11+ or Junior Lyceum entraes@amination were sent, instead
of attending either a Junior Lyceum or Area Secon&ehool. ‘Tama®’, had a very
caring school ethos which tended to put the sosilfare of the students before
other educational considerations. It was a conssamiggle to keep students in
school and the rate of absenteeism, though cohstamiproving, was still
worrisome to staff. A second major objective waprovide a type of second-chance
education, given the poor record of schooling thgsks had had in the feeder
primary schools. My observations were made in therFl classes of this school,
though | did sometimes sit in some other classese® whether the pedagogy
changed from year to year. At the time of the fieddk there were 35 students in the
Form | intake who were divided into three classésmgproximately 12 students
each. The school had started the scholastic year280 students but by February
only 200 were on its rolls. Many students took finst opportunity they could to
leave school, despite the school’s valiant attengpkeep them in. Very few of these
students would leave school with a Sec certificdtee school was trying to find
other forms of certification, such as NVQs for #tedents. During this period | also
carried out two weeks of fieldwork in a boys’ ArSacondary School. The intention
was to have some compare and contrast data. My f@as on the opportunities to
learn different pupils had in similar or differimgnditions.

The second study that provides most of the ethpbigalata for this chapter is from
the undergraduate education dissertation of Sali#®9). This is an excellent
account of organisational practices in the casdysgirls’ Junior Lyceum given the
pseudonym ‘Southbrook’. Unlike ‘Tama’ school, ‘Sbhbitook’ has a student
population of around 1100, all of whom were suctgs® the five compulsory
subjects sat at 11+ for the Junior Lyceum entragcamination. Saliba (1999)
focused on the experiences of Form 4 students, evbBee observed lessons and
interviewed students in 3 of the twelve Form 4 stss The school had adopted a
system of ‘partial streaming’, where an attempt weagle to keep some measure of
‘mixed ability’ by creating classes with an intaestudents within a broad band of
marks as well as grouped according to subject ehdforeover, students perceived
as difficult were spread across the twelve Fornd some friendship groups were
also dispersed. Some students felt they had beemréactly allocated to a class on
the basis of behavioural rather than academic nsag@ter in the chapter, it will be
possible to see how their attitudes to this aliocatffected their attitudes to the
classroom situation.

Initial encounters

Every year thousands of young people move from gmynschool to secondary
school. The transfer may be relatively straightfamvsuch as when a pupil is simply
promoted from the junior school of his or her sdhtodhe senior school of the same
school. In other cases it may be more problemdigpils have a period of
uncertainty when they do not know whether they hpassed the Junior Lyceum
entrance examination or not. They may face theiww rsehool career with the
disappointment of failure. They may have heardr\sstories’ (Delamont & Galton,

1986) about the new school, the teachers, thecdifficurriculum (Morales &
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Sciberras, 2000). From dealing with one classroeactier in the primary school,
students now have to learn to deal with arounddiéfierent subject teachers. Each
one has a particular biography and attendant palsom teaching style. The subject
matter may also have an effect on the classroomatdi. Within certain subject

cultures, English language and literature for examptudents are expected to
contribute to the discussion, including with personomments. In other subject
cultures, such as mathematics, there may be mogghasis on universals and
conformity. Whatever the subject culture, in thstfencounters, known as the initial
encounters (Ball, 1980; Beynon & Atkinson, 1984jdeints will be looking for signs

that tell them what this particular teacher expdicisn them and how they should
work. There is a ‘testing out’ period when studenggo ‘suss out’ how far they can

go. Can they have more time for their work? Lesséwork? More laughs?

In this second period following the initial ‘honegon’ there sometime is a
pessimistic environment since both teacher andestiscare somewhat suspicious of
each other and are testing each other out. Irétisbunters may go on beyond the
first week, and can only be said to have been ceteglwhen a successfubrking
consensusas been achieved. Pollard (1994, p.24) descriess ‘the social rules
and understandings which tend to become establishady particular setting as a
result of interaction’. These rules aiatérsubjectively understobdPollard, 1980,
p.44) which means that all the participants initlteraction must share some basic
understanding of the situation. If a teacher hasioterpretation and pupils another,
for example, that the homework assigned is toaatiltf to do, then it is unlikely that
a working consensus will be achieved. Since morgodpnities for interaction
provide more opportunity for the establishmenthad tvorking consensus, we often
find that in the initial encounter both teachersd gupils are trying to reach a
common understanding of the situation, whilst asetigoes on they find that many
assumptions about the classroom situation becokea-fr-granted and routine.

The following extract from my field diary describeg first classroom observation
in ‘Tama’ school. The 22 February 1999 was my first day in class but thgilpu
had been in school since the preceding Septembes. I&sson was a Form |
needlework class which was very informal, thougthviis own rule structure. This
is an abridged account of part of the double peleedon.

‘Tama’ School Monday, 2%' February
Fieldnotes
Needlework lesson, 11 am

The headmistress, Miss Demicoli takes me into #edlework room and introduces
me to Form | A. Nine girls are present out of 12é&rm Ill girl is with them, ‘Gax
ghandha bzonn tbiddel il-karattru’. | do not know tteacher’'s name. The room is
lovely and large with sewing machines on the sie,iron and another three
‘Singer’ type machines. Teacher takes the regisittrout looking at the girls. Then
gives them back their work which they put in a.fi&x girls are sitting around a
large oval table near her, the other three neaRuosa, the Form Il pupil is near her
to see what to do. They have a handout to worktloa directions are more like a
conversation. It doesn’'t seem like a normal stmgztdesson.
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The girls shout a lot -however room is really laeged with high ceiling. Everyone
talks at the same time. A lot of comments are apoutedure.

The pupils are sticking a cut-out of a needle dmead onto file paper. A pupil near
the teacher is measuring something. Some are apfyom the handout -they write

in blue when it is English and red for Maltese. TMaltese is a translation of the
formal English text but it is not clear whetherythenderstand the English they copy.
The language of instruction is Maltese.

Teacher refers to 'mhux hekk is-soltu’ both for t@our used for each respective
language and also in instructing them where talpaihandout.

One pupil has some difficulty.
T: Ghax inti xellugija. Dejjem nibdew fl-istess post.

Teacher demonstrates using her own right hand laking it clear what they are
doing.

T: Dan nguidulu ‘Even tacking’

She then switches to Maltese and explains whatdreppith ‘even tacking’. Eva is

trying to thread a needle but has cut the threaeé. [Esson is about threading first,
whilst cotton is still on the reel. Eva tries agaifi. has not stopped talking
encouragingly to those by her (11.20am). Danietarttav started her tacking.

T: Ma rridux......oqgod dhax jehlu fil-magna.

(Girls repeatedly ask for help, especially with writen work).

..Teacher does not go around, they go up to hahidsa follow-up of a previous

lesson or an introduction to tacking? The girls laaging difficulty getting stitches

an even size and the teacher is still demonstratrgewing some herself. They then
have to iron the ready tacked pieces. Four arke(%tl30 am) writing notes they

missed.

T: Nixtieq naralkom ifaolga f'idejkom.

At 11.40 Rosa (Form 1ll) is called up.

T: Rosa, ejjdha naghtik xihaga x’'tagimel.

Rosa looks very fed up and has been constantipgirma her hair and looking in the

mirror. T. is now at another table with R. Measgrsomething. Two pupils are

copying from a long text. One of them has readst.f

.. 11.55 am T. and 2 others around Rosa tryinchtwsher what to do. Some are

patiently doing their stitching and others stillitmg. T. has been standing for the
whole lesson.
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We are all having difficulty threading tacking awit | try but cannot manage. | ask
a girl near me if she uses saliva. She says theyat allowed to do so. With her
back to the teacher she then puts some spit ozothen and tries again.

There are many aspects of this lesson which shaivahworking consensus has
already been established and this is not an iretibunter. The teacher and pupils
started work without much formal introduction te@ttasks. Pupils took their places
also without being told where to sit and asked fiefp in a way which was
acceptable to the teacher. This included standynigelo waiting their turn or calling
out a short question. The teacher did not use wtlaks teaching in the usual way of
most school subjects, yet as she demonstratedtithbirsy to one pupil she also
made sure the others could follow. Her standingttierwhole of the double period
demonstrates this. Sometimes pupils have to bendediabout procedure ‘mhux is-
soltu’, but there is no need for negotiation sititie has been achieved in an earlier
period. As a novice ‘pupil’, | want to use saliva wet the cotton | am trying to
thread, and | inadvertently tempt a pupil to breawell-known class rule. This is
done with her back to the teacher. She does not teamlirectly challenge the
teacher, and the teacher too ignores the backntyiini favour of more important
matters such as making sure there are no knokeistitching which would damage
the machines. These rules are non-negotiable, winieans pupils cannot change
them.

Pupil identity and teacher attitudes

The Anglo-American classroom interaction researcthe 1970s and 1980s found
that there was a very clear link between schooamisgtional cultures including
streaming, setting or tracking cultures and pugehiity. For example, Lacey (1984,
p.11) suggested a model for the processliffiérentiation and polarisatiorwhich
describes the passage of pupils through seleotiwvenslary school®ifferentiation
being ‘the separation and ranking of students altogrto a multiple set of criteria,
which makes up the normative, academically oriectatvalue system of the
grammar school.’ Polarisation Lacey (1984, p.11) finds, ‘takes place within the
student body, partly as a result of differentiatibat influenced by external factors
and with an autonomy of its own’. The work of Laqé®84) has been taken up buy
a number of scholars including Saliba(1999) whosugieto explain what is
happening to the pupils in Southbrook.

Saliba (1999, p.44) finds that in Southbrook scheathers systematically covered
topics differently depending on the class-streaay taught. One clear statement in
this regard was Mr Long’s comment on the work hesdwith Form 4.6, the middle
stream of the twelve Form 4 classes.

Mr Long: Ghidt, ha rhalli xi affarjiet barra, gjar jitghallmu dil-bicca
u jitghallmuha sew. It will still help in their exam. Miok nipprova
minn kollox u assar it-topic kollu bakament. Ajar dik il-bicca u
haduha at least.

Although the process of differentiation and polatisn often lead to different pupil
attitude to teaching and learning, we must alscerabrer that across the whole range
of pupil achievement, adolescents are looking éewance and interest (Hargreaves
et al, 1996). They will share a variety of interestsenfrelated to their own youth
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culture but also to other areas such as the envieony health and beauty, work and
family (Fornais & Bolin, 1995). Saliba (1999, p.5@ives examples from pupil

response to lesson content and form. She conditirén the higher streams pupils
were soon bored with lesson content that was naitesiging. In the lower streams,
relevance was interpreted to mean less interasieithallenge of the task but more
in the relevance of the content. We would needsto lsow different these pupil

interpretations actually are? In both cases areimgo for challenge and for

relevance, that is, they have used the same formhef cultural response. Not
surprisingly, however, within their cultural repare, they are finding different

contents relevant or irrelevant.

Fieldnotes (8/5/98) - 4.01 (English)

In the introductory set up, the discussion abofiedint types of mail
was not very stimulating. Pupils kept talking tocleaother and
murmuring never ended. Then just as the teacherenthe least
reference to the book’s poem, all students reveitted attention to
what she was saying.

Fieldnotes (23/4/98) - 4.11 (Maltese)

My Lyden spent 15 minutes giving hints and guidediron how to
write the essays. The girls only showed interestthia last title,

namely ‘Fejn tmur il-qalb jimxu r-glejn’ , asking when they could
narrate a personal experience.

Pupils in Southbrook, as in other schools in Maltal internationally, were very
sensitive to the informal messages teachers gawvet d@heir expectations for pupll
achievement and success. In a pupil interviewpb&g1999, p.45) found that in the
German language Form 4 class where pupils had ‘beeommonly’ mixed due to

the small number taking up this subject, pupilsnbahat interaction favoured the
perceived higher ability pupils.

Frida: Per ezempju fil-German dejjem tal-4.01 tgabfagraw gishom
huma biss j&stu. Jien xorta nuri nteress imma ma tikkalkulanix
Inkunu mhalltin mill-4.01, 4.06 u xi klassiloa. Il-maggoranza tal-
4.01 u iktar dandha preferenza miadgom, dejjem tgabbad I-istess
nies. Huma veru juru iktar interess, imma anke jigoprova nuri
nteress perot@lxejn.

Saliba (1999) uses Frida’s case to demonstrate thewpupil’s definition of the
situation had some impact on her self-identity gueer group alliances. Frida
(Saliba, 1999, p.75 ) felt she had been incorreatlgcated to her stream. She
noticed how the English Literature text selectedtf® top streams (Shakespeare’s
Romeo and Juligtwas different to the text chosen for her Form64alass. She
feared that the following year she would not bdloeated to a higher stream since
she would have followed a different syllabus. S&Bb(1999, p.71) sociogram of
friendship choices within Frida’s class, shows thadla chose only one other girl as
a friend and only this girl chose Frida. She wagfifiect practically an isolate, not
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forming part of any of the four ‘cliques’. Teacheesognised that Frida stood out
amongst her peers and she too felt this.

Frida: Hafna minnhom mhux it-tip tidg, m’humiex interessati li
jitghallmu iktar jew llli jgibu marki tajbin. Jikkuntentaw hinom

b’marki baxxi, u dejjem itellfu, fifieri. Jien irrid ingib marka dolja

biex inkun kuntentat..Jiena nara l-iktar li humdipt tiechi fil-4.03

giechdin. Hafna minnhom kienu f'tiely s-sena I-ara. It-tip tiedi, i

jixtiequ jitghallmu, fhimt, u li jikkuntentaw rihom b’xi 75 ‘il fuq,

hekk u mhux ingas.

Despite being called a ‘nerd’ by classmates, Fmd@naged to hold on to her
objective of achieving high standards. She was ptethto Form 5 the following
year. Not many pupils in this situation do maintdie self-esteem and resilience that
Frida showed. They often take on the label and fdecpolarised along the lines of
the school organisational culture (differentiatioir) Frida’'s class, Francesca, a
complete isolate with no choices toward her in ¢tess sociometric test, was one
such case. Saliba (1999, p.71) uses interview tlatahow how the status of
‘repeater’ (repeating the year) lead Francesca deeldp a recalcitrant attitude
toward schooling. Missing her friends now in Form Me classroom became
increasingly less attractive. Francesca regularseated herself from school, using
the three days monthly ‘allowance’ for which shewdonot need to produce a
doctor’s certificate for non-attendance.

Saliba (1999) shows that the presence or absendgeafls (and therefore of a
shared cultural repertoire) in the secondary oteser can have a considerable
impact on the pupils’ definition of the situatioRor example, another Form 4.06
pupil, Fabienne, who like Francesca had repeated/¢lar, had a far more positive
attitude to her situation and behaved accordinghtially she cried and cried,
finding the new classmates ‘nerds’. She was gangdyop out from school when she
made new friends ‘kollha lagghawni’ and changed dhefinition of the situation.
Saliba (1999) also found that many From IV yearugs had made friendship
choices from pupils in other classes. Whilst the streams were more conservative
and closed in their choices, the other classekdryéar group showed considerable
openness.

Interestingly, Furlong (1984) finds that the eamysearch on formal and informal
groups in the classroom was rather too rigid depgndither on an unchanging
external (the allocation to a particular Form) oternal (individual personality)

context to explain the grouping. Furlong (1984) gegis that pupils are far more
fluid in their interaction with each other, contally adjusting their behaviour and
without very consistent norms. They develop diffeér@atterns of interaction in
different contexts, such as different subject lassa@roupings (a German mixed
ability class compared to the English ‘set/homogeshaclass) and others. For
Furlong (1984, p.148) this interaction leads to teenporary formation of an

‘interaction set’ which ‘at any one time will be those pupils whergeive what is

happening in a similar way, communicate this toheather, and define appropriate
action together’. Moreover pupils build up respeetlines of conduct as they go
along. The same pupil may have a different integhi@n of the classroom in one
context (for example, in history) to another (shiylogy). One may be defined as
‘boring and irrelevant’, the other ‘challenging azabl’.
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These interaction sets can offer a pupil the dppdy to develop one identity in a
particular subject, say as an attentive and ditigepil and another in a different
class, say, recalcitrant and low-achieving. Therimial communication channels in
the school may mean, however, that teachers malgenable to see beyond already
established labels. Furthermore, if pupils arecalled to Form classes on the basis
of global marks rather than being set for eachestbijthe opportunity to display
their multiple intelligences may well be lost.

Teacher strategies in the secondary school

In Woods’ (1980a, p.10) introduction to the volurtided Teacher Strategies:
Explorations in the Sociology of the Schboth the micro-work in classrooms based
on the interactionist framework and the more ‘s’ work of Marxist scholars
have to consider strategies. Strategies are wayxhikving goals. They link the
action of individuals to the social structure byking us ask questions about what it
is teachers or pupils want to achieve in a padicabntext. Hargreaves (1978) calls
these teaching strategieeping strategiessince for him strategies areonstructed
responses to institutionally mediated constrainBgspite the importance attached to
the situational embeddedness of the strategy {thisslimposed on action by the
context) Hargreaves (1978) considers that theyaataptive’. Woods (1980a p.24)
defines them thus:

‘Strategies are thus individually motivated, cudiily oriented and
interpersonally adapted. They are also situatignadidjusted.
Teachers’ methods are heavily conditioned by theuaistances in
which they work.’

Because the contexts in which many teachers vea@hing included very difficult
aspects such as large classes, recalcitrant papdslow level resources, many
teacherswere observed to be using strategies to ‘survivédods’ (1979) classic
study of a London secondary modern found that amstotite survival strategies
being used weralomination, absence or removal, occupational thgrégwhere
pupils were given low cognitive skill work simplg keep them ‘busy’) anthorale
boosting(with teachers assigning easy work so as to reaseamselves that pupils
were coping). Woods (1979) also foumelgotiation(for example, of the demands of
schoolwork),fraternisation,andritual and routineto be commonly employed in a
range of teaching situations. Other scholars callkese strategies ‘coping
strategies’. Of late no distinction is made betweching or coping strategies and
survival strategies. It is simply recognised thiaéré exist a range of teaching
strategies, some of whidhcilitate teaching (for example, choosing a topic that will
ensure interest, but then using it to move to nugmanding and even abstract
work) whilst other strategiegplaceit (by allowing a low level of engagement with
curriculum work).

These extracts from my fieldnotes for ‘Tama’ schBorm IA show how teachers
who have interpreted their situation to be a ‘stalVione can combine facilitating
strategies with replacement ones. On tHB R&bruary 1999, Form | A returned from
the Lenten sermons in the parish at 11 a.m. Tlsir lesson was English and for
this they had a replacement teacher. Their owrhegadrs Cortis then took the class
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at noon. The replacement teacher had had a venyséoclesson on sentence
structure in English.

Fieldnotes (25.2.99) Maltese Lesson, 12 noon

Mrs Cortis comes in and the atmosphere changegedliter -
resistance, shouting and rudeness.

Bridget: Break issa.
Teacher: Malti.
Gulia: Malti xi dwejjaq, uh, uh.

A number of girls are out of place, there is mshbuting, T. shouts
too but does not get control easily.

T; Ahna lesti?Ha naraw. (Waits till they are all sitting down)

Initially insisting on compliance before startinfpard work’ appeared like a
commonly successful facilitation strategy. As tleisson progressed and after more
observation in this class it became clear thahatdightest hint of resistance the
teacher simply withdrew and stopped teaching. Titeame was reduced ‘time on
task’ and reduced opportunity to teach and to leBine lesson continued thus:

T: Ha naraw min se jaqrali dak li hemm f’ic-chart.

In chorus they read the days of the week from atchatten in
English!

It is well-known that teachers use a variety of gmgmhjical strategies to interest
pupils, to enhance thinking and memory skills, xtead practice. Often visual aids
or resources, even textbooks are used for thisogerpA further goal is to minimise
fatigue, especially in a contexts where a teach@rggling a number of interests-at-
hand, one of which is health. Sometimes howevéchibsen teaching aids may
actually be replacing teaching. Mrs Cortis haddbed intention of introducing the
grammar lesson with a quick introduction to the day the week. The use of
English in a Maltese language could however be idensd inappropriate. When
pupils are asked to read from the text book asmssdalbeit of 9 pupils since three
are absent) it is apparent that a number havedit§i even with this basic level. Yet
hearing the text read, even if by a small groupsseres the teacher that all is well
and she may proceed. This is a typical examplaarfle boostingThe teacher has
heard ‘reading’ and considers that all is well ahé may proceed. But there are a
number of costs to pay. Some pupils simply mime rdeeding. Others resist the
‘choral’ reading by reading in a very sing-song Yiaab fashion, repeating some of
the patterns of the early years classes they heee in.

T: Il-granet talgimgha kollha xorta galikhom.

After a number of pupils give different reasons fmeferring a
particular day of the week, Amalia calls out.
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Amalia: Miss, stagsi lil kiladd.
T: Melaha nstagsi lilek -il-mama tiégk kollha I-istess?

Here the question about whether all days of thekveze the same to one’s mother
has been allocated to Amalia, since from her conintemas clear that she wanted
an opportunity to participate. The teachehappy to content her especially since
this seems to fit in with the general trend of diecussion. Soon, she asks the pupils
to take out their textbook (a number then get up gmto their lockers) and to turn
to the appropriate page. They are told to readtlguiest ‘tagraw f'galbkom gabel
ma nibdew! It is now 12.10 p.m. and it is not clear whettigs is again a form of
‘occupational therapy’ (occupying pupils with undemding tasks to kill time) or a
clearly planned pedagogical strategy. | note thas Kortis asks one girl to start
reading, whilst another is standing up, one clegqive board of the words of the
previous lesson and Gulia has left the room toagythé bathroom. Since the pupil
asked to read has difficulty, the teacher takes awe starts describing the pictures
of the oral comprehension. She is doing most oftiaed’ work which again can be
seen to be a form of ‘morale boosting’ since they ymor understanding of her class
is not immediately obvious. This means that MrstiSdras interpreted the situation
in such a way as to not to have to change her pegag face the real difficulties of
her class. Whilst it is true to say that many mupidve considerable difficulty with
basic literacy, at the same time many of thesdegfies are replacing rather than
facilitating teaching.

Here there is not the space to give full examplesome of the effective coping

strategies of many excellent secondary school trachSome of these include
spending long hours of preparation of handouts orkwon the computer so that

pupils can maximise their work on task and evere tdkhome to extend their

learning time. Teachers find examples from a vamétdifferent sources, increasing
interest, ensuring relevance and introducing pupilthe topic through a variety of

media that replicate their application of the lesso the real world outside the

classroom. Many have files full of resources whigbuld have taken hours of

research, but then minimise fatigue in the clasaro8ome purchase whole sets of
an innovative textbooks or CD-Roms to add to thogpils are already allocated.

Others use their personal repertoire of artistittssguch as art and drawing, music,
acting or humour to add interest and variety, tongot recall and for a number of
other valid pedagogical reasons. All of these fiatéd teaching and increase
opportunity to learn. Teachers also share resousitbsother teachers, as well as
incorporating many suggestions from their pupilghigir planning.

Pupil strategies

In secondary schools most classroom interactioalu@s pupil activity. Even with a
conventional two-thirds rule (where teachers tal& thirds of the time) we find that
pupil compliance is fundamental. Without the neagidin of this working consensus,
the lesson cannot happen. Such is the (relativelepof pupils to make a lesson
successful or a failure that they have been catletical reality definers’. Often at
their cost, teachers have found lessons disruptéghored by small or large groups
of pupils. When pupils use strategic compliance aearstable situation is present.
Just as teachers have to cope with certain contrgpupils too face particular
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circumstances such as ‘getting through the daymamtaining self-image, which
require strategical action.

Based on his work in London schools in the 19708pl¢ (1983, p.117) presented a
first typology of pupil strategies. He consider&dtconformistmodes of adaptation
to the classroom situation would lead to a stratgysponse and receptivity to the
teacher and the curricular demands. A second tystrategy wascolonisationor
ritualism, where pupils apparently go through the motionsatis/ing the teacher
or curricular demands, but by cheating, guessihgnging the date on work and
other such strategies. There is simply an appearahbard work and commitment.
Strong self-interest prevails and pupils get bywieer, this strategy often leads to
poor academic achievement, and these pupils maghbeting themselves in the
foot. The final strategic adaptationrsbellion or retreatism Pupils openly contest
the teacher’s authority, challenge the demands madéem or withdraw their co-
operation, even their person from the classroonuagdn. These strategies
correspond to beingupportive, detachear oppositional

Woods (1983) looks at a number of pupil strategidbe classroom such as ‘having
a laugh’, and finds that in different context thetegy may be supportive, detached
or oppositional. A joke may be shared in a suppentvay. A teacher’'s humour and
attempts to fraternise may be met with a detacliedce. Finally, an open act of
rebellion may be found in some types of laughteemnghthe teacher and his or her
action and person are the butt of the joke. In soages, ‘silliness’ can also divide
pupils. Different groups of pupils will behave segically toward one another. In
mixed sex secondary schools girls often deal with'silliness’ of boys by ignoring
them in the ‘detached’ strategy.

Different pupils interpret the same situation difietly, and from their own
perspective. Now that they have moved from the @rynsocialisation of the family
during which period they would have had little av ohoice but to take on the
perspective of the ‘significant others’ of theirldhood, adolescence and secondary
socialisation provide new demands and opportunitiessecondary socialisation
there is the ‘internalisation of institutional onstitutional-based sub-worlds’
(Woods, 1983, p.12). Here pupils need to understhadnstitution and its values
and take them on for their own. Rejecting them g anternalisation, since this
cannot happen unless one first fully comprehendsui embodied way) what these
worlds are. For example, pupils who hand in anyesgach is far shorter than the
desired length will only do so because they firdeinalise the demand for length
andthenreject it. The same applies to infringements ofriles regarding noise in
the class, time-keeping, and dress codes.

In this period of secondary socialisation, pupilso have to develomle specific
knowledgeincludingvocabulariesandtacit knowledgeFor example, the pupil must
learn deference to the teacher even if at homeupé has an adult role as the carer
of younger children. A pupil will learn that someHaviour, such as repeated
guestioning about how to pace their work, is acgptin a Form | class but is not
acceptable in a Form Il class. They will learntttiee vocabulary used to describe a
biology experiment on plants is not same as thetl is describe a flower in poetry.
Other roles give pupils different opportunitiesiriteract differently. For example, a
football captain role gives a low stream pupil @adj@pportunity to ‘conform’ and to
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be supportive of the teacher and curricular objesti something that may not be as
easy to achieve in the same pupil’s physics class.

One excellent example of pupil strategies in a dadtsecondary school is Mifsud’s
(1997) account of the boys in an elite Church sdaon school. Mifsud (1997,
p.342) shows how teachers used different pedagegieslifferent control strategies
in the different streams. Whilst the A stream wemcouraged to use higher
cognitive order thinking and to develop an numbkealternative explanations and
reasonings, the E stream were given very limitedess to a narrow range of
classroom ‘knowledges’. The E stream found thay tbeuld not identify with the
dominant academic school ethos. They developed rabeu of classroom and
school-wide pupil strategies as a way of maintgriheir self-image, for enjoyment
and to reduce stress. They developed a particelar group culture, as this passage
clearly describes (Mifsud, p.348):

‘Favourite modes of resistance on the part of theldss included
making fun of teachers, passing satirical commestdecting a
teacher’s particular habits or characteristics amahicking them or
commenting on them, copying homework exercisestingrilove
letters during religion classes, making funny fadashind the
teacher’'s back, and so on. The boys engaged invpasssistance
when the teacher was particularly strict. They tethrout of the
windows, and sometimes even dozed off. One stualerstys had the
latest issue ofAmateur Photographyopen under his desk. Other
resistant acts had a symbolic value. Nikos bitiéxsbooks as soon as
his teachers looked in a different direction, fustance.’

Different situations put different demands on psipdnd can lead to different
interaction and strategic action. The effects dfedentiation and polarisation have
been turned into a type of possibility for this I&ss, enabling them to cope with the
constraints imposed on them. Strategies are noewemthe copyright of one type of
student group as might be presumed from these dgamil pupils, regardless (and
perhaps because of) of class background, ethnigégder, dis-ability and sexual
orientation or any other form of social differenbaye their own interests to achieve
in the immediacy of the classroom. Pollard (19844p) calls these ‘interests at
hand’. The primary (because they are fundamenttidin personal and social well-
being) interests-at-hand and the enabling or seagn(because they can only be
achieved after and if the primary interests ardeagltl) are presented in table form
below.
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Table I Pollard (1984) - Pupils’ Interests-at-Hand

Primary Interests-at-hand Enabling Interests-at-hand
* maintenance of self-image * peer group membership
e enjoyment * learning

* control of stress
* retention of dignity

Conclusion

In this chapter we have looked at how teacherspaipds interpret their context and
give meaning to it. Their interpretation of theustion is personal or subjective but
mediated through social structures and systems.ekample, it is likely that the
common experience of being allocated to a low giresill partly produce a
common interpretation from the pupils so affectgdtliie allocation. At the same
time, biographical factors will give individual pig access to different strategic
resources depending on their particular interesteaad. We therefore find much
variety in pupil strategies too. Teachers’ biogiaphand careers also mediate their
interpretations of the classroom context and mad&ssooom interaction personal as
well as social or structured. In the classroomuelmer of factors are seen to be
relevant to the quality of the interaction and tiyge of teaching and learning that
takes place. Constraints remind us of social sirest such as the national and
school educational systems, whilst teacher andl @i@itegies reassert the unique
dimension of each interactive moment. Teaching braining are situationally
embedded.

Notes

1. ‘Tama’ is the pseudonym | have given to thisoethbecause of the strong aura of hope that the
Headteacher and teachers established for theierstsid
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CLASSROOM MANAGEMENT

CHRISTOPHER BEZZINA AND JOSEPH FENECH

Introduction

Whilst successful teachers operate in many difteveays, they have one thing in
common — an ability to manage their classroomsctffely. As Wragg (2001)
points out, without this basic skill, the most imBg and knowledgeable teacher
will fail. As you go through your first School Exgpence you are gaining first hand
experience as to what teachers are doing to addinessaried challenges of the
National Minimum Curriculum. You are also realizirthat secondary school
teaching implies more than just teaching a pawmicglubject. You need to know
about formative and summative forms of assessmgmtfolios and profiling,
learning styles, motivation theory, differentiatearning, identification of learning
difficulties, gender issues, parent participatiod a host of other things.

Whilst teachers have to think of content (i.e. kiemlge of a particular subject), of
lesson planning and preparation, of activities,doans, ICT, etc., we also realise
‘that we are employed so as to take a group ofestisdand turn them into interested
and productive learners’ (Bezzina, 2001, p.13).ré&fwee, the first thing teachers
need to know is how to manage a class full of sitgleThis is what this chapter
aims to address.

This chapter focuses on what we consider to be safniee most important issues
when discussing the area of classroom managembaseTare treated in a number
of sections. In the first section we discuss a mictusive definition of classroom
management which goes beyond mere discipline antrato This takes us to a
consideration of the requirements at the psycho#ddevel of the teacher to manage
the class effectively. From there we move on tewlsing the characteristics of the
classroom as a learning environment which we censid be another important
requisite in the process of learning to teach. Wraldy, this process also involves
the acquisition of basic skills which we descritesame length in the concluding
section.

What is Classroom Management?

Traditionally, the teacher’s task was conceivedcassisting of two separate and
separable commitments. First he/she was expectdée tkilful in the keeping of

order and discipline and, secondly, to be abledmrounicate knowledge to the
students. In the nineteenth century, the first gigen far more importance than the
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second. In fact, being able to discipline and adrdlasses, even in the absence of a
satisfactory knowledge of subject matter and pegdiagb skills, qualified a
candidate for teaching (Grace, 1985). It is thissgsive assumption that is captured
in Delamont’s (1976, p.99) observation:

Much teacher behaviour is in accordance with tHe expectations
held for them by their pupils and society at larGaey attempt to
control their classes and then to teach them songeth

The management task of teaching was not only n&roanceived as consisting of
the ability to control students in the classroomt bt was assumed that control
preceded instruction.

Decades later, educators, especially those invatvéshcher training programmes,
while accepting the distinction between the twe@spredefined the first one to
include, besides discipline and control, the folloyvskills:

Establishing rules and procedures;
» Developing a rapport with students;
¢ Managing time;

» Using resources; and,

» Organizing the classroom space.

However, it became increasingly apparent thateamrling to teach, the twin tasks of
management and instruction flow and feed into estbler. This is evidenced even
by everyday experience. The advice in the pedagbdulkiore to beginning
teacherdirst to establish order artienbegin to teach may not be that logical after
all because the way the teacher selects and omgansubject matter and
communicates it to the students with the supporgmbropriate resources, is an
enabling factor in the successful management otlgesroom. A forceful argument
for the integration of the twin tasks of managensend instruction has been made by
Boostrom (1991), Richardson & Fallona (2001) andvitek (1998).

Therefore, classroom management includes manyreliffeskills, including the way
a teacher arranges the classroom, establishesradassrules, responds to
misbehaviour, monitors student activity, selectsamels and reinforcement, and uses
daily routines to maintain a caring, supportiveficednt and productive learning
climate.

If you ask a number of teachers how they handlégpderr classroom management
issues, you are likely to receive several differemd perhaps even contradictory,
responses. As Davis (1983) has pointed out, difteteacher personalities, teaching
styles and management practices will create vdfgrdnt classroom atmospheres.
We go on to add, that, as a result, they will enage different forms of feedback
from students. Depending upon their own experieacespersonal views, teachers
approach classroom management from a number aréift philosophies. For our
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purposes, these approaches to dealing with classbebaviour can be grouped into
three general traditions.

One tradition emphasizes the critical role of comioation and shared problem
solving between teachers and students. This appreacalled thehumanistic
tradition and is represented by the writings of d&in(1972) and Glasser (1986,
1990). The second tradition comes from the fieldmblied behaviour analysiand
is best represented by the writings of Madsen & $4a0(1970), O’Leary & O’Leary
(1977), Alberto & Troutman (1986), Jones (1987) dahter (1976,1989), who
apply behaviouristic principles, such as behavimadification, to the classroom.
The third approach, which is the most recent, emigha skills involved in
organizing and managing the classroom. This apprasccalled theclassroom
managementradition, and its major principles can be foumdthe writings of
Kounin (1970), Doyle (1986), Good & Brophy (199&mnmer, Evertson, Clements
& Worsham (1997) and Wragg (1994, 2001).

Our discussion in this chapter will emphasise tlassroom management tradition.
We have chosen to highlight this approach becatssprinciples are derived from
research in the classroom and the central role téwthers play in the learning
process.

The research indicates that the amount of timeghatents spend actively engaged
in learning activities is directly linked to theacademic achievement. It also shows
that teachers who are good classroom managers bdget@ maximize student
engaged time or academic learning time.

Various research studies of teacher effectivenesg. (Wragg, 2001; Emmer,

Evertson and Anderson, 1980; Brophy & Evertson,6)92port that classroom

management skills are of primary importance in wheit@ing teaching success,

whether it is measured by student learning or biynga. Given this, management
skills are crucial and fundamental. A teacher whgrossly inadequate in classroom
management skills is probably not going to accoshpiuch (Bezzina, 2001).

As MacDonald & Healy (1999, p.205) state, competdassroom management is
essentially a human relations skill. It reflectdeacher’s ability to purposefully
organize individual and group learning activitiegthm a supportive classroom
climate. Teachers need to possess the leadershgptekdraw students into orderly
encounters with activities/tasks which they matiatly be indifferent or resistant to.
This usually requires a firm presence and a stsmige of purpose, qualities that
need to be balanced with considerable patienceyaod humour.

Two important concerns of classroom management (gréhe strategies teachers
adopt to bring about effective discipline and cohaénd, (ii) the students’ attitude to
the teachers’ management style. Insights are gaimiedhese from Saliba’s (1999)
interesting ethnographic account of a school’'s wmiggional practices on the
students’ cognitive development and social relatjos.

The organization of learning groups, based onati@inment of students in the
different subjects of the curriculum, was highlyfluential in the management
strategies teachers adopted with their classess@am observation data in Saliba’s
(1999) study reveal the following facts:

67



Classroom Management

Students in the higher streams were rarely repri@dnfor misbehaviour;

Teachers adopted defensive (Clandinin, 1986) iostmial strategies according
to the class they happened to be teaching. Inldiwe ability classes they
simplified the subject matter in order to make ldssnands on the students;

It was highly stressful to teach the low-attaintigsses and the teachers’ time
and energy were largely taken up with efforts tegkelass control. As one of the
teachers put it ‘to deliver a lesson you have toobelly, constantly, on your toes
to keep the low ability students quiet, to keeprtheective’ (Saliba, 1999, p.51);

Misbehaviour, especially in the top streams, whiwhteacher anticipated would
remain circumscribed and not spread to the entimesc was nearly always
ignored;

Sometimes teachers resorted to what Saliba cafie-frunitive exile’ which
entailed sending the misbehaving student to th& bathe classroom, at least
for a period of time.

The sociological literature (Denscombe, 1985; Heages, 1982; Furlong,1976;
Nash, 1976; Woods, 1976) reveals that studentdaewteeir own notions of ‘good’

or ‘bad’ teachers. Students expect the good teachbe firm but fair, respectful,

friendly, able to explain things well and gets wakne. Largely consistent with the
findings of the published research, the girls itild&s (1999) study expected their
teachers to:

Deliver interesting and original lessons, althodubl author does not provide
descriptions of these;

Give ‘good’ notes and a reasonable amount of homkewo

Use discussion as a pedagogical strategy and iealdents;
Exercise discipline as well as reward studentsiregfto motivate them;
Give enough opportunities for self-expression; and,

Be cheerful, caring and understanding.

There are no simple formulas for nurturing and r@aiming an appropriate learning

environment in a classroom. You need to avoid fihiglof classroom management
as a set of prescriptions to be applied when bebayroblems arise. That is, as
synonymous with ‘discipline’. Instead, your ability keep students constructively
involved in learning will be the result of an eronment you manage to create, a
group climate you have a major role in establishmge which hopefully supports

and facilitates the learning you are seeking toghabout.

To become a skilful leader of the learning (or othse!) that will take place in your
classroom (or any other environment for that maty@u will need to learn and
accept the fact that yoshould notdissociate the act of lesson preparation and
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planning activities from planning class managem#émaf is collecting ideas and
methods for setting up appropriate procedures grganized ways of doing things)
as an integral part of your teaching. Thereforassioom management includes all
of the things that a teacher does towards two ends:

1. To foster student involvement and cooperation ims&loom activities.
2. To establish a productive working environment.

To foster student involvement and cooperation,effiective teacher plans a variety
of activities that are appropriate for learning.e$é activities may include reading,
taking notes, participating in pair/group work, itak part in discussions, games,
producing materials, art work and mobiles. An dffexteacher has every student
involved and cooperating in various activities —atviKounin (1977) describes as
having a sense of ‘withithess’ and ‘smoothness’cwtshows students that teachers
care, are interested in what learning is takingekand want the students to achieve.

This leads to the important point raised by MacDdréa Healy (1999, p.206) who
state that effective classroom management depemdsthcee main factors:
commitmentperceptual sensitivitandmanagement strategieket us explore each
in turn.

CommitmentClass control is made easier if you do your utnostevelop learning
experiences that are meaningful, important, andvatfth for the students you are
teaching. Secondly, you need to develop a detetinim#&o develop and maintain a
supportive environment in which they can learn.

Perceptual sensitivityEffective management of students — whether inldizily or

in groups — involves an ability to recognize whdre tclassroom climate is
appropriate to a particular activity and to senkemvadjustments are called for. This
‘sensitivity’ implies that the teacher is very muavare of the human dynamics that
are evolving in the class.

Management strategie$o maintain a productive and learning class aphese you
will need to have at your disposal a repertoiré&haviour management tactics that
you can skillfully apply to a variety of classromituations (e.g. Cummings, 2000;
Borich, 1999).

The Psychology of Classroom Management

Teachers who manage effectively create and maiwctamditions in which students
can learn efficiently. They organize the classroomsuch ways that promote
learning, and set a positive classroom climatey #&ablish productive classroom
and group norms, routines and procedures, whilehteg lessons, organizing and
monitoring learning, maintaining good student betsar and evaluating classroom
management and student achievement (Cohen, Manidfo&ison, 2000; Thody,
Gray & Bowden, 2000).

Effective classroom management requires that theresomething personally and
educationally important that you want to achievéhvthe class. When you come to
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the class feeling confident because you have peeptie lesson to the utmost of
your abilities, you will be more mentally preparedinsist on a favourable learning
climate than when your primary concern is merelygéb through the period. The
management task will not loom in your mind as sdrmet extraneous to the act of
teaching, as something you do out of self-defemdeeoause it is expected of you.

Conversely, when you allow yourself to approacHas< with little or no personal
commitment to a clear and worthwhile learning ggal) lack a strong motive for
promoting student involvement. You are less ablgeperate the essential teaching
momentum that will, at its best, allow classroonnagement to become an integral
part of the lesson itself. In other words, you puaurself at a psychological
disadvantage when you fail to think of the confumiction as simply a means to help
students accomplish a goal to which you are edurmalty committed. Unless you
see it in this light, your endeavours to keep tiuglents on task and possibly quiet
and orderly are bound to appear artificial. In ghedents’ minds, your attempts to
control them will tend to be perceived as a coerav manipulative game. Students
have become used to teachers insisting on theingattention and co-operating
without getting any significant learning out of tieal, and they can be expected to
respond with anything from apathy to overt comg@nto outright resistance, thus
creating the potential for control problems of awt or another (Weber & Roff,
1983).

Of course, this is no easy task and it will takgang hard work, and in particular
hard thinking to keep coming up with lessons thdl lelp to have ‘management’
arise out of the nature of the task itself, so that what the students are doing, and
their interest in doing it that, in a sense, manihgé behaviour. Yet, teachers who
are constantly good class managers do by and fargeeed in keeping themselves
mentally prepared to meet their students mainlyabse their teaching also emerges
out of what they are concerned about, in their ¢hedearning and personal/social
development of their students. Although at timeytmay feel weighed down by the
long hours they spend with student groups, andhéeevy pressures involved in
working within a system, they nonetheless find wagsmaintain, and when
necessary to renew their enthusiasm and to avombnbieg stale. Your own
endeavours to stay vital as a teacher will headégend on whether you really want
students to learn, for purposes that you haveyfaldar in mind.

Sensitivity to the Learning Environment

Whether we take a traditional view of classroom agament or not, it is important

for the teacher to develop an insight and undedgtanof the classroom as a site of
professional practice. One of the most promineritievg on classroom management
to place emphasis on the context of practice isl®(}986). In his extensive review

of the literature on classroom organization and agement, he identifies six

properties which distinguish the classroom as mnieg environment.

The first characteristic of the classroom whickvi&ent even to the casual observer
is its multidimensionality.The student group, coming from different family and
cultural backgrounds, is marked by different needterests and abilities, making
therefore competing demands on the teacher. |h aucrowded place (Jackson,
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1968) with the teacher having to achieve pre-seisgwith limited resources, the
demands on the teacher’s skills are always congoteipressing.

A consideration of the events (planned or unplapnieat happen as the classroom
process unfolds, surprises the observer with th&multaneity, a second
characteristic feature of the classroom. During rdivg task, for instance, the
teacher may be required to provide help to an iddad student, monitor the
behaviour of the class and deal with the requesinother student, all at the same
time.

What is also clearly noticeable in the classrooocess, is the rapidity with which
classroom events happdmmediacytherefore, is another feature of classroom life.
This is evident in the immediacy with which thedieer has to provide feedback to
students, respond to their difficulties, deal wdikruptions, maintain a brisk lesson
pace and so on.

Furthermore, research into classroom processesaitedi that, although the teacher
goes with plans about what to do, once he or shefient of the students, events do
not always develop in the manner predicted. Téislie to a number of factors.

Students may not be as cooperative as the teadserahticipated; unforeseen
interruptions may stem the lesson flow; and theaagjpis or technology may fail to

function as expected. Hencenpredictabilityis another feature of classroom life.

It is also highly noticeable how, inside the classn whatever one does, whether the
teacher or the students, has the others for armaceli If the teacher heaps praise on
a student for work well done, then the whole clgests to know about it; a student’s
displayed work on the classroom walls attractsattention of the other classmates;
the teacher’s reprimand for some misdemeanour tiseased by the whole class.
The teacher’s skills or lack of them are publicisetl only to the class but also to the
whole school. The implications for classroom mamagnt of this feature of
publicnesof the classroom process, therefore, are obvious.

Finally, it has to be pointed out that life in desoms is of a fairly long duration,
normally the whole scholastic year. As a consegeettwrough the application of
norms of behaviour and styles of management, areuis generated which provides
both constraints and opportunities for the develepmof learning activities.
Everybody gets a feeling of how things are donethat particular place. This
constitutes what Doyle (1986) has called history of each classroom. And, it must
be remembered that it is in thigstory that a student’s, as well as the teacher’s,
biography as a learner and practitioner is inserted

Such an awareness leads to greater sensitivityhdoldarning environment. To

become an effective class manager the teacher teedsognize when students are
in sync with him/her and with one another. Thigndarge part a perceptual and
observational skill. It entails an ability to sengben environmental conditions are
right for the kind of learning activity you want pgomote. As Kounin (1977) points

out, teachers who are aware of the situation aiekgiw notice when students’

attention is elsewhere, when they are fidgetingtatking to one another. They

immediately sense when a group is slow to settlendor when they just are not

ready or willing to work.
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One major impediment to classroom communicatiorunsestrained chatter, the
inclination of some students to talk compulsivelien to no one in particular. This
sort of talking has become an increasingly difficadlanagement challenge for
teachers in today’s schools (Cummings, 2000). @dser competent teachers
sometimes allow themselves to become used to aegeptertain amount of noise.
These teachers’ perceptual faculties seemingly rhecdesensitised to behaviour
that so obviously interferes with any form of teiaghand learning.

So why do teachers put up with classroom condititret get in the way of

conducting a ‘proper’ lesson? Knowing the answethis question can be the first
step to dealing constructively with the problem.eQeason that Good & Brophy
(1997) have identified is the lack of finely tungdssroom sensitivities. This usually
involves a failure to work from a clear notion, @&mtal picture as it were, of just
what constitutes appropriate classroom conditiamsl thus a failure to recognize
when these conditions are or are not met.

Another possible factor, is the absence of an abidesolve to develop and maintain
a classroom atmosphere that is aimed at tacklingcpkar learning outcomes. This
lack of resolve can contribute to class inattenteomd eventual misbehaviour.
Teachers who feel disorganized or uncertain magragymattention and minor forms
of misbehaviour because they are not clear aboyttivy are teaching what they
are teaching, or they may ignore it out of the ilitgito see the connection between
student misbehaviour and a well-developed and ftiessson.

However, the most common reason why some teachgpeaa insensitive to

inattentive and distracting behaviour in their slaswhat Brophy (1983) and Emmer
et al. (1997) have described as a lack of confidenceair thanagement skills. This
lack of confidence usually stems from not havinghawledge of the skills needed
for class management. The next section will exptbeebasic techniques that help
teachers maintain good order in their classroom.

Acquiring basic Management Skills

To be an effective classroom manager you will neettave a range of ways of
responding to and correcting minor or major inséenaf misconduct in your classes
(see Figure 1). You should learn to apply theskrtieies quietly and efficiently, yet
firmly and fairly, while calling as little attentinto the problem as possible. By
working to implement good low-profile correctiverategies, you can begin to
ensure that you do not inadvertently become whah&®i(1982) has described as a
distracting influence in your own classroom.

You should make basic management skills, as ifitestr in Figure 2, part of your
professional repertoire. By learning and practicingse skills (e.g. Emmeat al,
1997; Doyle, 1977; Kounin, 1977; Kounin and Doyl8,/5) you can greatly reduce
the number and severity of any classroom managemattiems that you may
encounter.

As you gain further experience in schools you widte that the best class manager
possesses an assortment of low-key tactics forrgpstudent attention, maintaining
a smooth and productive flow of activities, and pasding to inappropriate
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behaviour. Once they have been mastered, many edetimaneuvers can be
performed almost automatically and effortlesslycdmaing subtle ingredients of

your classroom style. Others require a greateresegf calculation and planning to
implement. Some of these are verbal moves, whetbass involve nonverbal skills.

These can be categorized as: 1) gaining atterjorprrecting misbehaviour, and 3)
preventing misbehaviour:

Figure 1: Classroom Techniques and Corrective Strategies
Getting Attention Correcting Misbehaviour Prevent Misbehaviour
Cueing Eye contact Scanning
Tuning Gesturing ‘T Messages
Pausing Moving in Synchronizing
Restarting Relocating Prepping

Insisting Renewing

Defusing Positive framing

Time-out

Conferencing

Referral

Whilst it is not the scope of this chapter to exelall these management tactics we
will briefly explore what we consider to be the ica®ianagement skills that need to
be observed and discussed at this stage.

Developing ‘withitness’

Teachers who have developed what Kounin (19773 talthitness’ are able to deal
with different students at the same time. This figcseems to convince their
students that any misbehaviour will be noticed gthyn a healthy conviction that
tends to keep them on task.

To develop this faculty teachers stand where tlaay e seen by all students when
presenting a lesson. They make frequent eye comtdht as many students as
possible by glancing often at where they are pms#til. Teachers also use ‘stage’
turns (i.e. face the class as they turn) so they ttean maintain eye contact with
students as they move towards the whiteboard; istgrat an angle to write on the

whiteboard so that they can see as many studengosssble. They circulate to

various parts of the room as the lessons unfold amn they stop to help one
student or group, they give glances to the refit®tlass.

‘Overlapping’

As Lang, McBeath & Hebert (1995) point out, skilleghchers train themselves to
overlap (i.e. handle two or more situations onatitis simultaneously), allowing the

flow of productive classroom activity to continueinterrupted while they deal with

a particular need. They avoid becoming so immeirs@te activity that they neglect

the others that requires attention. The effectige of overlapping depends, of
course, on constant ‘withitness’.

The teacher may apply overlapping skills by:
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Making eye contact, teacher gestures (e.g. siggukege to denote different
messages), moving in (i.e. moving calmly in thediion of the misbehaving
student(s));

Directing a question to a student who has not Ipegting attention to regain
his/her attention;

Acknowledging raised hands with a nod or other mobal signals to avoid
distracting other students who are on task;

Removing an object a student is playing with withanterrupting a
presentation and therefore slowing the pace offetbgon;

Gesturing to deter a misbehaving student from pogsan inappropriate
activity to avoid focusing the attention of oth&rdents on the misbehaviour.

Managing Movement

Skilled teachers learn to regulate the pace and 86 the lesson, by identifying
activities that keep the students engaged and ask’.t To manage movement
effectively the teacher does his/her best to:

Organize materials, teaching aids, learning cefatreas so that they are there
for immediate use,

teach students particular procedures (e.g. whdbtat the start of a lesson;
what books to come to the lesson with) so that #meyready to begin and
little to no time is lost,

teach and use efficient routines for the distrimutind use of resources,

establish clear procedures for various activiteshat students know what to
do at particular stages of a lesson or activity.
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Figure 2: Basic Classroom Management Skills

Whititness

Teacher awareness of
everything that is happening
in the classroom

Movement Management
Regulating pace and flow of
classroom activities

(i.e. smoothness and
momentum versus jerkiness
and slowdowns)

Basic
Management
Skills

Overlapping
Handling two or more
duties at the same time

Group Focus

Keeping students alert and
accountable through
instructional techniques

Source Based on Discipline and Group Management in Classr® by J. Kounin,
1977, andThe Uses of Nonverbal Behaviors: Toward an Eccladgiiodel of
Classroomsby W. Doyle, 1977.

Fostering Group Focus

Whilst this is indeed one of the most challengirspexts facing teaching today,
using collaborative and group activities is an ag8aetechnique that cannot be left
untapped. Students must not only learn to get along turbulent, ever-changing
society, they must also be prepared to contribatét.tCollaborative and group
activities help build the skills learners will needthink critically, reason and solve
problems in an adult world, and help them acqune gocial skills that can make
their reasoning and problem solving effective.

In cooperative learning, the interaction occurgrioups of four to six members who
share a common purpose and task, so the teacb&’ssrto fit his/her responses to
the level of understanding common to the grouptebs of bringing individuals to a
greater understanding and awareness of their owkirig, the primary goal is to

help the group become more self-reflective and awalr its own performance

(Borich, 1999).

During cooperative learning, feedback, reinforcetmand support come from peers
in the group, whereas the teacher monitors andigeevfocused interventions. An
essential ingredient of cooperative learning isdbsire of each learner to facilitate
the performance of his/her fellow members. Cooperdiearning also encourages
group sharing and decision making.

Fostering activities that encourage cooperativaigri@arning involves the use of
‘withitness’, ‘overlapping’ and productive movemenanagement.
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To foster a group focus the teacher would:

Pace lessons quickly enough to maintain studentsiest but at the same time
not confusing or discouraging them;

Frame questions at a variety of levels, and inwlak students and thus keeps
students alert and focused,;

Accept responses only in the pre-identified manjeeg. unsolicited responses
that are blurted out are not recognized)

Circulate during the group work in order to enstlmat students understand and
are learning, to help individuals, and to providaniediate feedback and
reinforcement.

From this section one can conclude that the chenatts of a well-managed
classroom are encapsulated in the following stateésne

1.

Students are deeply involved with their work, esglgcwith academic, teacher-
led or guided instruction.

Students know what is expected of them and arergiysuccessful.
There is relatively little wasted time, confusion,disruption.

The climate of the classroom is work oriented, feltdxed and pleasant.

The indicators to help you understand these foaraatteristics are illustrated as
follows (see Figure 3):

This is at the centre of the teaching and learpiogess.
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Figure 3: Indicators of the Well-managed Classroom

Characteristics

Effective Teacher

Ineffective Teacher

High level of student
involvement with work

Students are working.

Teacher is working.

Clear student expectation

sStudents know that
assignments are based o
objectives.

Students know that tests
are based on objectives.

Teacher says, “Read
nChapter 2 and learn the
material by heart.”

“I'll give you a test
covering everything in
Chapter 3.

Relatively little waste o
time, confusion or
disruption

Teecher has a disciplin
plan.

Teacher starts class
immediately.

Teacher assigns
tasks/work

Teacher makes up rul
and punishes according to
his or her mood.

Teacher takes roll and
dallies.

Students repeatedly ask
for work to be assigned.

Work-oriented but relaxeq
and pleasant climate

| Teacher has invested tim
in practicing procedures
until they become
routines.

Teacher knows how to
bring the class to
attention.

Teacher knows how to
praise the deed and
encourage the student.

Source Bezzina, 2001, p.

eTeacher tells but does not
rehearse procedures.

Teacher yells.

Teacher uses generalised
praise or none at all.

19
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Central to classrooms being described as safe, bugying with learning or even
chaotic argoroceduresStudents readily accept activities. As Thedl. (2000)
point out, the lack of procedures also leads tdesits acquiring undesirable work
habits and behaviours that are then quite diffituttandle and correct.

Thody et al(2000, p.17) talk about a framework for the depelent of positive
behaviour involving four elements (see Figure 4)eJe elements work together to
create a caring community of learners in whiclitedl strands are interdependent and
all are dependent on the quality of the relatigosim the school.

Figure 4: The Four Elements of Positive Behaviour

Rights

Responsibilities Relationships

These four elements show that, whilst each elensedistinct from the other, they
are closely bound:

Rights: The right for everyone (teacher and students alikelel safe (physically
and emotionally); to be treated with dignity andpmect; to be listened to, and to
learn.

Responsibilities According to Thodyet al. (2000, p.18) ‘responsibilities go hand in
hand with rights’. Covey (1989, p.71) expresses thell as ‘response - ability’,

which he defines as ‘the ability to choose our oesg’. To demonstrate
responsibility, students need to be given oppotiesito practice. In this way,

students learn the skills of making decisions eaftecting on the effects of their

choices.
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Rules Rules are based on rights and responsibilitiesteTaee, at least, two types of
rules which are used in schoolSchool rules and Teacher’s ruleSchool rules,
which can be similar or different from those of atlschools, concern issues such as
dress code, behaviour in the school yard, gym mnse laboratories. Then, there
are teacher’s rules on matters such as talkingram@ment and setting-out of work.
It is essential to remember, that rules need teexgressed in positive phrases,
written in terms which show what the teacher amdsttudents will do.

Effective teachers present their rules clearly pravide reasonable explanations for
their need. In fact, the most successful classesrerse in which the teacher has a
clear idea of what is expected from the studendsthe students have a clear idea of
what the teacher expects from them (e.g. Wragg4)199

* Rules are expectations of appropriate student hetnav
* Rules help to create a work-oriented atmosphere.

* Rules create a strong expectation about the thivegsare important to you
and the school.

» Itis important to clearly communicate to studentboth verbal and written
formto students what you expect from them gs@iate behaviour.

* As ateacher you will have more confidence in yahifity to manage a class
if you have a clear idea of what you expect fygar students and they
know that thatis what you expect from them.

» Itis easier to maintain good behaviour than tangeainappropriate
behaviour.

Relationships Positive relationships are built when people fedligd and respected.
Establishing effective relationships should be topsour agenda. We would go on to
add that relationships are essential at all levadsninistrators and teachers; teachers
and teachers, teachers and students, studentstagehts, and the school and the
community. All forms of relationships will, to arlge extent, effect the rapport that
people buildwithin the school and more so between teachers and ssuden

Learning is enhanced or hindered by the social ggses at work. When good
relationships have been established, we can creggortunities for personal
development. You have the necessary building-blémksreating a positive climate for
learning when members of the class community knod/ taust each other, are able to
skilfully communicate with each other and are atdesolve relationship problems.
Genuine openness requires self-awareness andcsefftance: you need to be able to
trust to be able to express how you feel. All meralaé the class community should be
enabled to listen to each other and to learn htwrgteople want to be treated.

Naturally, we all know that this is far from an gasdertaking. At this point, therefore,
the question: ‘What about the need for discipline?egitimate.

79



Classroom Management

Isn't discipline necessary for learning to takecpla Effective teachers know and
research shows (Bennett & Dunne, 1992) that theertiore on task spent by students
the more they learn. Learning takes place whenesiisdare focused and at work. All
discipline does is stop misbehaviour. The reasatltes have their teams go through
certain steps or paces over and over again ighbamore they practice the better they
will be to execute them during the game. The regsoants have their children practice
the piano is that the more they practice, the bdtiey play. Descriptions of the

effective and ineffective classrooms are captunefigure 5.

Figure 5: Effective and Ineffective Classrooms

An Effective or Ineffective Classroom

Effective Classroom Ineffective Classroom

The students are actively involved in | The students are in their seats doing busy
meaningful work. The procedures govemwork or nothing. The only person who is
what they do and they understand how observed working is the teacher. The

the class functions. The teacher is teacher is in control of the class.
moving around the room, also at work,
helping, correcting, answering, Learning only occurs when a person is

monitoring, disciplining, smiling, and | actively engaged in the process.
caring.

Procedures, like rules, communicate expectatiomsb&haviour. However, they
apply to specific activities. Teachers of well-mgea classrooms think about
appropriate behaviour during different activitidhese procedures fall into three
categories:

*  beginning of class
*  during the class
* end of class

Procedures need to be clearly explained, modeled, reviewed with students.
Procedures for starting class should not requiner yoput or attention to begin.
Students will try to distract the teacher from Ihés/task. The teacher needs to be
consistent about reinforcing the opening procedMtaterials for the start of class
should be centrally located so that students mayhgen and quietly get to work.
Distractors, such as calling out names, shouldvba&lad.

Consistency is essential to maintain a productlaestoom. Procedures need to be
established that the teacher will be able to rea&a@ll the time. Some students are
conditioned at home to wear the rule-giver dowrfeéfve teachers set standards
that they will not negotiate. In establishing thesandards they also consider the
time of day. Teachers may consider varying starelardhe time after lunch, for

example, if they feel that the students need k& lileway. So long as the students
know and appreciate what the ground rules aretthiaroption should be considered.
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Never assume that they know or understand yourotapens. These clearly need to
be set and discussed at the start of a scholasdic y

Research shows that teachers can increase stedeninlg by taking time at the end
of class to summarize the day’s objectives. Tolds they establish clear ending
procedures and watch the clock carefully. At thenesd@ime the end of lesson/day
bell should never be the signal for students to enout of class. It is always the
teacher who should dismiss students.

Conclusion

This chapter has helped the reader to appreciaat itakes to create a positive and
rewarding climate for learning to take place. Is shown, amongst other things, that
the most important factor governing student leagrig1classroom management. It
has been emphasized that how teachers manage dksrodm is the main
determinant of how well students will learn. Theapter has shown that teachers
who spend the first days/weeks of the scholastar wsstablishing procedures and
routine help to set the class up for success te pd&ce. Indeed, the teacher makes
the difference in the classroom.
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THE CURRICULUM

CARMEL BORG AND PETER MAYO

Introduction

Most of the debate on education, in Malta and Gdzmughout the last few years,
has centred around the conceptQafrriculum The reason for this is that we have
been witnessing, during this period, a long pro@ésonsultation with respect to the
development of a new National Minimum Curriculum erflceforth NMC).
Curriculumis one of the key concepts in educational debatesry basic concept
which is not easy to define. Definitions refleatithproponent’s values. People define
the curriculum according to their belief as to widucation should be and, often,
according to the educational experience to whiaky thave been exposed. It is
extremely difficult to reach agreement on a definitregarding what is a curriculum
in the same way that it is extremely difficult sach an agreement on what education
is and should be.

Among the most common definitions, listed by Cdarsh (1997, p.3), we discover
the following: ‘Curriculum is that which is taugimt school”, “Curriculum is a set of
subjects’, ‘Curriculum is a set of performance ahjes’. To these we can add
‘Curriculum is aset of principlegjoverning life within schools and other educatlona
settings’, ‘the Curriculum provides aducational visiohfor schools (adapted from
the preamble to the NMC, Ministry of Education, Q0. 13).

The idea of asision, based on principles, general aims and educatsiretegies, can
provide the basis for a working definition of thencept ofcurriculum It would be,
however, a working definition and nothing more. dfinition of curriculumcan be
complete, given the complexity of the concept. Beénitions provided above and
elsewhere, in the vast literature in the area, tlaee merits but are also limited. Our
working definition is no exception.

One can easily notice, when reading the variousnitiehs, that the concept of
curriculumis broad in scope, encompassing a broad rangeea$ @dhat contribute to
the learner’s education. If one takes Malta’s neMiNdocument as an example, one
comes across such areas as ‘assessment,’” ‘langutge,physical and social
environment,” ‘teacher competence and effectivehésshject areas,’ ‘principles of
learning,” ‘inclusive education’ and ‘holistic edaton,” to mention just a few
examples. In this respect, a curriculum is to &imjuished from ayllabus The
curriculum might, for example, identify a numberlafguages that are to be taught,
including, in Malta’s case, the two official langyes, Maltese and English. It does
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not indicate, however, the specific tasks and curiteat have to be mastered for each
of the languages, often, as in the case of Maita@onnection with an exam or test
(Marsh, 1997, p.4). The content for a specific sabarea constitutes tsgllabus.

The Curriculum: as process

The reference to the National Minimum Curriculunm @@nvey the false impression
that curricula can only be national or possiblyjrathe case of larger countries such
as Canada, regional. The existence of nationategidnal curricula in many parts of
the world indicates that national and provincialvgmments constantly seek to
provide curricular guidelines for the many differeschools and educational settings
that exist within the area of their administratjueisdiction. Curricula however can
be school-based. In fact, the concept of a Natidhiaimum Curriculum implies the
establishment of a core curriculum common to dilosts which co-exists with other
differentiated curricular aspects that serve tdirtisiish one school from another. In
short, the idea of a nationahinimum curriculum presupposes that schools are
allowed to develop their own curricula on the basfisvhich their specific school
identity is established. Schools are therefore eraged to develop their own
curricula which are broad enough to encompass &spleat distinguish them from
other schools and a core element common to alladshdhis is a relatively new
phenomenon for Maltese state schools that havetitnaally been regulated by a
centralised system of administration. One gathket schools will be allowed to
develop their own curricula, something which chuactd private schools have been
doing for years. This process has allowed spedcifiarch and private schools to
develop their own identities.

Both National Minimum and school specific-curricul more precisely, the sum
total of the two that constitutes the curriculum @&f particular school, would,
according to the terms of our definition, reflecparticular educational vision. The
guestion that arises iswhose vision? In short,who participates in curricular
development and reform? The whole process can tye down’ ie. a very
prescriptive process in place. At the national level, this ca@an that the written
curriculum can be formulated by a board of educatéficers and other personnel
appointed by the Minister. Designated as expelntsy decide what people should
learn at school or in other educational settingaltdls 1989 NMC was criticised for
having been very prescriptive, the product of p-to-bottom’ approach (see Boeg
al., 1995; Wain, 1991). The process marking the dgraént of the more recently
written NMC provided the alternative to this. A smferable attempt was made to
render the process of development of this writtenriculum as democratic as
possible. It is a process that entailed severgestand the writing of preliminary
documents, the penultimate draft document servingha basis for an attempted
broad process of consultation. This lengthy apgromas based on the recognition
that the stakeholders involved in education (thaé®m are affected by and who
should, therefore, have a say in the whole procass)many. These would include
teachers, educational administrators, educatioicerf, Directors in the Education
Division, politicians, employers, unions and otloenstituted bodies, examination
boards, publishing houses, parents and studerftond looks at the process of
consultation which occurred in Malta in 1996, irparation for the development of
the new NMC document, one discovers that the faligwstakeholders were
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consulted: Education Division officials, the Fagultf Education, the Association of
Private Schools, the National Council of Youth, thaversity Students’ Council, the
Employment & Training Corporation, the Federatioh Industries, the General
Retailers & Traders Union, the Malta Union of Teach the General Workers’
Union, all schools in Malta, the Association of 8ch Councils, the National
Commission for Persons with a Disability, the Comssion for the Advancement of
Women, Sedga (the National Agency against Alcohodl &rug Abuse), the
Department for Consumer Affairs, the Maltese ChamdjeScientists (Velleet al.,
1998, pp. 6, 7).

The broader the process of consultation, the greateld be the level of consensus
concerning the overall educational vision providedhe written NMC document.
The debates and compromises involved, as well &s Vilews expressed in
committees, the media (print and broadcasting) amiten as well as verbal
responses to draft versions of the written curdoul underline one very important
point. The Curriculum, whether national or schoabéd, is asite of contestation
(see, for instance, Apple & Beane, 1999; Feinb&8$8; Pinar, 1997; Pinaat al,
1995). Different people, as individuals or groupaye different values, different
interests and different priorities. They have dif& voices To what extent can any
process of consultation, with respect to the dgweknt of a curriculum,
accommodate different voices? Much depends on iigyaof specific groups to
lobby for their cause. Some voices will thus beocammodated while others will
remain unheard and not be taken on board. Groupgzople whose interests are
supported by state-recognised or constituted bostsd a much better chance of
having their interests, or some of their interesttjsfied than those who remain
marginalised.

The list of groups of people who were consultedhwespect to the new NMC
document, is quite large. It cannot however bedagough. There are other groups,
such as, for instance, the Gay Support Group, whamed marginalised and whose
lobby was therefore not strong enough to have airmgpan the outcome of the
written curriculum’s development process. The sygnthe group becomes in
numbers and in its lobbying powers, the strongdir v its level of contestation of
the curriculum. The curriculum will always be aesitf contestation. It constitutes, to
use Raymond Williams’ phrase, only a ‘selectionroulture’ or rather a selection
from the ‘cultures of society.” Given that socigsymade up of different cultures,
with respect to ethnicity, gender, class, abilitg@thility, age and sexual orientation,
only a selection of these cultures would be pregserihe curriculum. It has been
argued that the traditional school curriculum inltdéhas for instance been middle
class, male, heterosexual, Catholic, white and-hbtBed orientated. The lobbying
engaged in by, for instance, the Commission for Atvancement of Women,
prominent feminists, the National Commission fordeas with a Disability, and
other persons working in the area of disabilitys lel to a more gender and disability
sensitive curriculum document than was the casthenpast. Of course, there will
always be room for greater contestation in these dveas, as in other areas. Other
groups will emerge in future to highlight aspedtshe curriculum that run counter to
their legitimate interests as citizens living irparportedly democratic community.
They will contest the curriculum on such groundseif specific culture is not given
the esteem they feel it deserves within the edoicalisystem and they would expect
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a more democratically developed written curricultorgo some way toward putting
this right.

To summarise this section, we would argue thattiieculum is ‘strongly connected
with a process whereby different cultures are eadaig a contest for legitimacy.
Established curricula accord legitimacy to diffardiinds of knowledge at the
expense of others.” (Borg & Mayo, 2001, p.63). Tlesyablish ‘Official Knowledge’
(Apple, 1993) in a process, characterised by calltdomination and contestation,
that can be broadly termemiltural politics Whenever one examines closely such
important policy documents as national or schoalebawritten curricula, one must
bear in mind that these documents represent ossjlextion from the many cultures
that make up society. Traditional curricula havactted great value to the cultures of
those who have access to power: male culturesaitbense of women cultures, the
culture of dominant ethnic groups at the expensthefculture of ethnic minorities,
middle class cultures as opposed to working claswires, the dominant religious
cultures as opposed to those of religious minarisach as Muslims and Jehovah
Witnesses. There has always been a strong conndmtioveen the curriculum and
power (on this, see Hill, 2001, p.96). Viewing curricufathis light, one might ask:
Given that the curriculum is aelection from culturein whose intereshas the
selection been made (for further reading on tlas, ill, 2001, pp. 96, 97)?

In drawing on the views of a large number of stalkéérs, the steering committee
entrusted with developing the new NMC document alt® sought to render the task
as democratic as possible. Hopefully, the procegaged in at the national level will
also be reflected at the level of school-basedialum development. Once again,
any attempt at a democratic process of curriculevetbpment within schools and
other educational settings should be characterisgdwidespread participation,
including the participation of teachers, adminigirs, parents, students (especially at
certain levels of the educational system) and comiyileaders/representatives.

Despite all laudable efforts that go into the depetent of written curricular
documents, much will depend on the way the cumiitutievelops within the school,
educational setting or, in the case of nationalricula, throughout the entire
educational system. We should avoid providing éicsend often simply idealistic
‘curriculum of fact’ (Young, 1988, pp. 24-27) ancewelop, instead, a fruitful
dynamic and ongoing process of curriculum development. Written cudacare
simply documents that provide guidelines for cuiac development. They often
represent “ thédeal rather than thactualcurriculum” (Marsh, 1997, p.4).

There is a whole implementation process which basake place and, if this is to be
democratic, it is likely to be a lengthy one, cltéeaised by different phases
involving a variety of people of different backgrmi One can refer, once again, to
the case of the new NMC document in Malta, invajvin series of work groups
focusing on different aspects of policy concerring issues raised in the curriculum
document (e.g. gender, disability, language, deawycrcommunity schools) . The
papers developed in each work group were presetacdhational conference in June
2000 (see Giordmaina, 2000). This was followed h®y setting up of focus groups.
How is the curriculum document ‘reinvented’ at schim the day to daynteraction
between teachers, administrators, learners, parants other members of the
community? Curriculum development is @mgoing processnvolving the way
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teachers and studenteediate reinterpretandreinventprinciples within their specific
learning setting.

This brings us back to the earlier questimhosevision? The vision provided in the
written curriculum, ideally the result of a broagess of consensus building among
stakeholders, might run counter to the vision aicadion embraced by the learners
inside classrooms. Different learners have differgsions. Much actual curriculum
development depends on the level of interactionvben the different visions
embraced by the different parties involved in tldeicational experience, primarily
the teachers, who provide their own interpretabbthe document, and the students
themselves who derive their own meaning from thecational experience. It can
also involve parents. All these parties bring tlesun cultures to bear on the learning
setting. This process of interaction therefore inta‘conversation between cultures’
(Quicke, 1999, p. 91), the different cultures af teachers, students, parents and any
other party involved.

It was argued earlier that no definitionafrriculumcan be complete, but at least this
definition from Marsh (1997, p.3) takes into accopart of the reality to which we
have just referred. It places the learner in thhegmund. The curriculum is defined
in terms of ‘what an individual learner experienessa result of schooling’ (Marsh,
1997, p.3). Marsh (1997, p.5) goes on to make w meportant point, in this regard,
namely that the student acquires knowledge fromtyes of curricula, théormal or
overt curriculum, that which is official, and thaidden curriculum, the latter
consisting of the day to day school procedures.

The overt curriculum tends to be ‘universalistin’ mature. It includes syllabuses,
prescribed content, length of school periods anaimemation procedures (Marsh,
1997, p.36). On the other hand, the hidden cumuioukefers to ‘particularistic’
aspects of schools and includes elements suchtraasng; grading; time-tabling
practices; methods of teaching; school ritualststéseated as the most authoritative
sources of knowledge; facilities; assignment ofiaeteachers to particular classes;
assignment of highly qualified teachers to partcidchools; assignment of female
teachers to particular years in primary; and rewsystems. According to Lynch
(1989), the hidden curriculum is largely resporsifibr increasing inequalities in
outcomes.

To stream or not to stream - The Curriculum as a
Site of Contestation "

The history of the development of Malta’'s NMC doamh provides sufficient
material for a case study that can bring to lifeptigh appropriate contextualisation,
some of the forgoing issues. It is specificallyMalta’s NMC document that we now
turn. The 21-month long process of consultatiomileg to the final document of the
NMC was marked by a fierce debate on the overt hiddlen aspects of the
Curriculum. The synthesis of the national debates vea final document that
recognises the importance of full inclusion. ltca&dopts the concept of entitlement
as the guiding principle for the distribution ofdaaccess to resources:
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... the educational community must remain committedocial justice
and invest most in those children who for differeatisons, risk
repeating the school year, being absent from sch@aloming school
'drop-outs’ or completing their schooling periodkiag the necessary
skills and with low self-esteem. (Ministry of Edticen, 2000, p. 36)

Informed by a commitment to democracy and socistige (Ministry of Education,

2000, p. 25), besides placing the emphasis on mgspthe new NMC document
recognises social location, identity and differerase fundamental principles. This
particular document challenges the concept ofwihele mass of students' of the old
Curriculum document by recognising the importantE@romoting a school culture

characterised by 'individual and social differenfebich] enables and requires a
pedagogy based on respect for and celebrationffefeice’ (Ministry of Education,

2000, p. 30). The 'politics of absence' that marttexd 1989 attempt at curriculum
development, is replaced by an overt struggle tegmund gender ‘equality’, critical
citizenship, multiculturalism, sexuality educatiomoral education and genuine
inclusion.

Despite the foregrounding of these important eleémdor the democratisation of
education in Malta, several compromises had to Adenwith respect to some of the
issues raised in th€omorrow's Schoolsnd the Draft NMC documents. The term
‘equity’ was one of the major casualties. Althotigh idea of equity is reflected in
such statements as the one, just quoted (MinistnEducation, 2000, p. 36),
affirming the NMC's commitment to social justicedaio investing in those who are
most ‘at risk’, the gender issue is, alas, coucheerms of equality (Ministry of
Education, 2000, p.54).

The follow-up document, provided by the 'Gendethia NMC' Committee, criticises
the use of the term 'equality’ in the final docutmen

The stronger principle of equity (rather than eduplis needed
because this obliges educators to ensure that yaahg person is
properly engaged in the curriculum and will leamatalegree where
there will be sameness of outcome though not nadgssf process.
(Mizzi et al., 2000, p. 372)

In its document, the 'Gender in the NMC' Commifpeevides important guidelines

for the promotion of gender equity in the Maltesei@tional system, grounded in a
detailed critique focusing on such issues as schmdiorms (they criticise the

‘policing of the girls' body' which takes the forh misplaced regulation of girls'

wearing of skirts when it is the harassing boys whould be regulated), physical
education and sport (important sites for the comesitvn of different masculinities and
femininities, with one of the recommendations beimagf there should be an inclusive
co-education PE policy), sexual harassment (the rfGitlee argues for greater
sensitivity to the effects of 'hegemonic masculsahool cultures’ and for 'a no-
tolerance approach’) and funding and resources Q@bmmittee calls for the

Education Division to have a gender equitable goiit this regard and for school

council members and Heads to view their spendiognfan equity perspective)

(Mizzi et al, 2000, pp. 378-380).
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The Committee redefines Principle 11 as Gendertigquhich entails:
an equal chance for learning for females and malgsitable
opportunities to learn subjects and prepare far&education, jobs,
careers and civic/political involvement; no limis expectations or
outcomes due to gender; equal encouragement forféotales and
males to develop, achieve, earn and thrive; edeitabatment of male
and female students; a process that builds peaeefdl respectful
relationships among females and males. (Metail., 2000, p. 373)

This, however, was not the only serious compromsele. The Draft document's
advocacy of de-streaming at primary level, compnehgsation of secondary
education and the elimination of the selective ldxamination was regarded as too
radical. The fear of such changes could have plysben caused by memories of
the policy of comprehensivisation introduced in ¢&te school system in the 1970s.
The Malta Union of Teachers (MUT) had, then, adwedathe policy of general
comprehensivisation of the Maltese educationalesystits implementation in the
State sector was, however, decried by this samendagtion for the lack of
preparation which characterised such a drastic gghamhe MUT President, John
Bencini, signed the 1998 draft document, advocatiegpolicies of de-streaming and
comprehensivisation. He commented, in a newspapenview, that:

The major change envisaged in the draft of the@uum is a push
towards what we call ‘comprehensive education. tihero change
would be the phasing out of streaming in the primsohools. These
are radical but necessary changes. (Delia, 199%)p.

The above comment is in keeping with the traditadnhis union being against
selectivity in education. The suspicion, thoughthiat this stance is rarely echoed by
many teachers (see Ministry of Education, 200@§). As Sultana (1997) remarks:
"... the MUT is held hostage by its own conseneatiembership base' (p. 421).

The majority of parents equally detest such radiatenges. In a research project,
supervised by one of the authors, 1140 parentditdren attending Year 1-Year 3
primary classes and 1180 parents of children atigndear 4-Year 6 primary classes
answered a questionnaire which included a sectionstweaming; 80 and 79
respectively answered that streaming constitutefush practice with primary
schoolchildren (Ducat al, 1999). Some of the reasons put forward by pareats
justify their 'dismay and horror', are best exefigdiin this letter written to the local
press by a group of vociferous parents:

In Utopia, equality is possible, in reality it isthThe irony of the
situation is that with the dismantling of the junigceums (grammar
schools), it will be the children most in need effhwho will be most
adversely affected. Even though streaming doeserist in the first
four years of primary education, even very deddaed qualified
teachers are often unable to cope with overcrowdsdally there are
30 children in a class) mixed ability classes. Témult is that children
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who have not grasped even the basics merely lagefiuand further
behind. Sadly streaming must always be a realitytate schools due
to the tremendous difference in social and edueatibackgrounds of
the children. [2]

Sensing a strong reaction to the draft documentggsed changes, the then Labour
Minister of Education, Evarist Bartolo, addresdeel issue, in front of the press, to
allay fears concerning de-streaming and conmgrgirisation. [3] This action on
the Minister's part is open to many interpretatiohs response to a question
concerning 'the latest status on the new Nationati€ilum', the MUT President
stated:

There was supposed to be a national debate aledtdft. With all
due respect to the Minister of Education, | feaktome comments he
made during the press conference launching thé mhight have pre-
empted a healthy and open debate which one artgcipeith interest.
| have every respect for the Minister, but | mwst that, because of
pressure he might have been subjected to, he coednhitmself not to
introduce a mixed ability system. He also disclostdt the
government does not plan to go for a comprehensijsem of
education. | feel that these matters are at thet loédhe draft. | wish
that if the Minister had something to say, he stidwdve waited until
others had their say. (Delia, 1998, p. 15)

Others would go along with Minister Bartolo's oféicversion that the process of de-
streaming should be introduced gradually and aagtidr and sudden changes in this
regard can only undermine popular support for theri@ulum document and the
much-augured reforms it is intended to introduoea speech given to participants at
a seminar organised by the Association of SchoainCits on 20 July 1999, Evarist
Bartolo, then Opposition spokesperson on educati@s reported, by the Labour
press, as saying: ‘In education it is better to enshowly and on the basis of national
agreement than purport to go fast without natiooahsensus.[4] The present
Minister of Education, Louis Galea also shared fiosition, when the Opposition
Education spokesperson. An Editorial in a leadingltdse English Language daily
states:

‘We already know that Dr Galea, like Mr Bartolo bed him, is opposed to the draft's
recommendation that comprehensive schools be intexti .[and] it iS heartening to
see that on this same topic, at least, there appedre agreement between the two
main political parties.” [5] In its affirmation ofts commitment to 'An Inclusive
Education’, the final NMC document states:

The reactions received by the Minister of Educatiaith respect to
the draft Curriculum, clearly indicate that teachaio not feel
sufficiently prepared and supported to address dgngmat challenge.
Therefore, while this document acknowledges thenggle of

inclusion as the one which should be followed thlout the Maltese
educational system, the forthcoming years shouldctwesidered a
transitional period. During this period, one sholdgl the necessary
educational infrastructure, commence the necespagparation of
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teachers for such a change and carry out an edoehtcampaign
among parents intended to bring about a changehé docial
perception of education. (Ministry of EducationPR0p. 36)

It was not only teachers and parents who expretsidopposition to de- streaming
and comprehensivisation. The Maltese Episcopal &ente, through its Secretariat
for Catholic Education and Culture, argued agagesstreaming. It stated that, given
the NMC's acknowledgement that students learn girodifferent means, pass
through different phases of development and devalajifferent levels, ‘then we just
cannot cater for all in one system of educatiom(@eehensive system). This would
create, it seems to me, a great injustice.’ [6]

The position taken by this important body warrasggous consideration, given that
the Church, although running non-fee-paying schaaisl casting lots for the
selection of children into its primary school clesgexceptions are however made for
those whose siblings already attend the schooli@stipn), still promotes a selective
system, based on meritocracy, at the secondarysidtd form levels. The above
guotation indicates reluctance, at least by theesagat, to dismantle this selective
system. While proposing the elimination of the estethool sector's 11+ examination,
the draft NMC document did not explicitly propossimilar move with respect to the
Church's common entrance examination for its semgnschools.

If the Draft's proposals were realised, we coulgehtaced, certainly in the short
term, the possible co-existence of a comprehersdate school system alongside the
Church's and private sector's selective systemméeatocratic secondary school
system in the Church's case and a fee-paying systém case of private schools). A
similar co-existence, introduced in the 1970s anchinated, through the introduction
of state-run Junior Lyceums in the early 1980sftien judged to have sparked off an
exodus of pupils towards the Church-private sedharch schools were fee-paying
schools at the time), thus undermining the devekgnof a national socially
inclusive educational system. One can only surmisether these concerns weighed
heavily on the Labour Minister of Education's demisin 1998, to address the press
and allay parents' and teachers' fears regardmgitaiit NMC document's proposed
introduction of comprehensivisation in the statet@e

Conclusion

How should schools be organized? What do schoalshtehow should they teach,
how is learning to be gauged, and who should d@citlkese are some of the
guestions around which curriculum theory and pcactiave evolved. This chapter
was intentionally designed to capture some of theadirse that has nurtured the field
of curriculum development.

Notes:

[1] This section is reproduced, in its entirety, fromrg@and Mayo (2001).
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[2] Vella et al, The TimegMalta), 10" March 1999, p.15.

[3] As reported in the daily newspapédr;Orizzont 5 June 1998, under the
heading: M’hu se jsir I-ebda terremot fis-sistema edukatttépajjizna [
There will be no earthquake in our country’s ediocet system]. See also the
Minister’s column in the Sunday newspag€ulhadd,7 June 1998, under the

heading: ‘Morna Ahjar L-Iskola’ [We have done beti school].

[4] Literal translation from the original in Maltese wh reads: ‘fl-edukazzjoni
ahjar nimxu ‘ftit’" u bi gbil nazzjonali milli taparsnimxu ‘hafna’ b’dizgwid
nazzjonali’,Kullhadd,28 March 1999.

[5] Editorial entitled ‘Draft national curriculumThe TimegMalta), 2 December
1998.

[6] Submissions to the Hon. Dr Louis Galea, Minister Eifucation, by the
Secretariat for Catholic Education and Culture loé tMaltese Episcopal
Conference, dated 14 December 1998.
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THE PROCESS OF LEARNING

PHILIP BONANNO

Introduction

‘No educational objective is more important thaarteng to learn and
how to function as an independent, autonomous dearand that
learning should not be seen merely in the contetteoschool but as a
lifelong experience.’

(Howe 1984, in Herring, J.E. 1996).

Learning to learn has become the buzzword of thenemb. Many promote its
importance, but only few show the direction. Whettdone tacitly through
experience or formally through educational channlelarning to learn is the main
agenda in everyone’s life. Fundamental to this-lbfeg learning process is the
awareness of one’s cognitive and affective charatites. One’s consciousness of the
major assets and tendencies, together with a adials of which personal factors
impede or distract one from learning, are crucmlmanaging learning strategies.
Awareness leads to better control. The objectivéhisf chapter is to point out some
of the individual characteristics that determinee’snprogress in a subject or
particular domain of knowledge.

Learning is a complex process based on a wide rahgersonal characteristics and
social interactions. Most of ‘what’ we think and $ome extent ‘how’ we think are
socially determined. One must also appreciate tiienate relationship that exists
between thinking and feelings. Thinking, feelingdadoing are fundamental
ingredients of any learning experience. But whilésiessential to be aware of the
whole network of variables that contribute to leagn one should also focus on how
particular aspects contribute to learning. A greataderstanding of each of the
components will help us understand better the whadeess.

The Individual Aspect of Learning

Learning as a cognitive, acquisition-oriented, pead activity

Many consider Intelligence as the number one fadetermining learning or
performance in a particular field of knowledge. Tibb many times promoting
fatalistic tendencies, such a conception of legrmromotes the belief that students
differ in learning because some are more intellighan others therefore by default
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more prone to learn than others. Surely this isndl®d on a misconception of
intelligence. How can one decide that one particstladent is intelligent and another
is not! Are we mixing intelligence with being scthéamarts’?

Some psychologists proposed a genetically detedr@eneral factor responsible for

intelligent behaviour. The more one has of it, ti@e academically smart s/he is and
thus stands a greater chance for success in lésidBs being extremely fatalistic,

such an approach is very naive and portrays igéglie as a static personal quality
that transfers and manifests itself in any aspafotses learning.

This contrasts a lot with the approach adopted lyraber of other psychologists.
Our ability to learn and perform is not determineg a mysterious, transferable
general ability but by a hierarchy of abilities. ddeding to this view of cognition,
General intelligence is composed of three subotdifiarms of intelligence: Fluid
intelligence, Crystallised Intelligence and VisuRdrception. We can easily explain
these by adopting a computer metaphor. Fluid igtatice, known as & represents
the hardware of the computer — equipping learneith &n excellent memory,
quickness in identifying objects, numerical and dv@iuency, spatial manipulation
and quick decision-making. It represents our cagmitprocessor giving us our
personal tendency of processing information andaeiag. Teachers tend to reward
this aspect by considering smart students thogedgivith an excellent memory
enabling them to remember quickly previous workctsstudents are always quick in
giving correct answers and at arriving instantlyheg right conclusions when facing
decisions.

Crystallised knowledge is the software componertwfcognition. It represents the
store of information acquired through experiencetelligent students are also
characterised by two types of knowledge. One ig thest background knowledge
and the other their deep knowledge of any particiidéd. These are cumulative and
at any particular moment serve as Prior Knowledgkearning. What one presently
knows serves as a structure on which further etdlwor will take place. Crystallised
intelligence represents all the knowledge, skilisl abilities that one brings to the
learning situation prior to instruction and thusligpensable for understanding the
new information. Students lacking this knowledgeuldanot profit significantly from
instruction. Imagine a student entering for thetfphysics lesson having to face a
heated discussion about Einstein’s theory of natgtiOn the same note, a Maltese
student attending the first lecture in a foreigmgiaage with no supporting translation
in Maltese or English will be faced with the sanierdma! Such student, having had
minimal exposure to basic ideas and vocabulary, ldvchave a very limited
knowledge base on which new information will beegrated.

Visual perception is another aspect of intelligeexpressed in one’s confidence with
use of visual imagery and in perceptual integratihe ability to create mental

pictures from simpler visual stimuli. In the cont@t computers, this represents the
visual interface, such as the windows operatingesyswhere meaning is conveyed
in and through pictures. Simple commands or infw#ee a bigger expression or
effect in such environment. Our memory processesstres information not only as
words but as a complex neural patterns integratgrpal and visual information.

Some evolutionary psychologists are of the ide& thebs developed as words from
mental pictures representing instances of actiorotiéer level of perception is our
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ability to infer information and emotions from fatiexpressions. For example,
during a lesson both teacher and students arencaiyy assessing each other’s facial
and body expressions, consequently provoking coporeding thought processes and
feelings.

The idea of intelligence as content and processedeo number of researchers in
adopting a different approach. Howard Gardner psedoa theory of Multiple
Intelligences. People are good not in tasks ofreege nature but excel in activities
within special areas of interest and competencedrigas defines an ‘intelligence’ as a
set of competences that is somewhat autonomousdtber human capacities, has a
core set of information-processing operations, &alistinct developmental history
(stages of development), has plausible roots ituéenary history and that it can be
encoded in a symbol system. He outlined nine migdils of excellence observed
universally among human beings. Some people arel gomone or more of the
following cognitive abilities. Verbal-Linguistic telligence is shown through the
ability to use words and language while Logical-Manhatical intelligence involves
the capacity for Visual-Spatial intelligence consps the ability to visualise objects
and spatial dimensions, and create internal imagespictures. Body-Kinaesthetic
intelligence relates to the ability to control bgdnotion in the process of expressing
oneself. Musical-Rhythmic intelligence manifestseif by the ability to recognise
tonal patterns and sounds, and a particular seigitto rhythms and beats.
Interpersonal intelligence is shown by one’s apild form relationships with others
and to promote human communication while intrapeabantelligence concerns the
inner states of being, shown by self-reflection awdareness of ones cognitive,
affective and social attributes. Some people shopauwicular inclination towards
Natural Classification manifested by skills in diguishing between one class of
things and another and to use this ability prodetyi Others show high degrees of
Spiritual intelligence shown by their tendency iteeland promote spiritual values
based on personal belief systems.

Sternberg emphasises more the process of leamtiig less weight on the ‘what’
that we learn. People tend to show three typentefligence: Practical, Analytic and
Creative. Each of these implies a general individeadency to think and act in a
particular way. Those having a natural tendencymplement ideas developed by
others show practical intelligence. These peoplekemauccessful careers as
managers, teachers, policeman, nurses, journaistsOthers are good assessors
enabled by a higher level of analytic intelligenceking skilful judges, system
analysts, Personnel managers, accountants, busbressducational evaluators,
literary critics. Creative intelligence enables pleoto pursue a career based on
developing new products or ideas, such as Arcisitelgsigners, writers, composers
and researchers.

This approach emphasises the intimate relationdbghween cognition and
personality. Thinking style or Cognitive style isnsidered as the bridge between
these two aspects of an individual. The ‘how’ warieis as important as the ‘what’
that we learn.

Research about cognitive style evolved around abeuraf constructs. For example,

Kagan (1966) introduced the terms impulsive vensikective thinkers shown by
tendencies for quick against deliberate respomsedson (1968) investigated another
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aspect of thinking. Converging tendencies are dtarged by narrow, focused,
logical and deductive thinking rather than diveggicharacterised by being broad,
open-ended, associational thinking. Witkin (197&plered how persons show
different tendencies in extracting detail from atigalar field of view. He termed
those with the ability of focusing on detail anddeon the background as field
Independent while those emphasising more the baakgrrather than local detail as
Field Dependent. Pask and Scott termed Seriahstsetpersons showing a tendency
to work learning tasks or problem solving increnadigtas compared to Holists who
adopt a random and multilevel approach. Riding &ria (1998) identified a large
number of such constructs and organised them mtodimensions. The Wholist-
Analytic dimension shows a tendency for individu@gprocess information in parts
or as a whole. The verbal-imagery dimension ineégdhe tendency of an individual
to think in words or pictures. Riding linked thdsaving a verbalising tendency with
an extrovert personality having the necessary tdols communicating easily.
Imagers are linked to an introvert personality lesytlack in verbosity and thus in
communicating their ideas with others. These natieradencies are manifested by
broad bands of people. For example, science-odepg®ple are comfortable when
dealing with subjects requiring a sequential, aim@akgpproach. They tend to engage
themselves in solitary activities, communicate rthdeas in concise, unelaborated
statements and normally keep back from large giotgractions. Other humanities
oriented students are repelled by such life stylefgoring to engage in person-
oriented activities requiring a more global, randapproach. They prefer group
work, are very verbose when communicating ideas siiolv more affection when
dealing with others.

One must emphasise that these stylistic labelsoale signposts to indicate one’s
tendencies in thinking, learning or communicati@me should never consider these
as personal qualities that are fixed and uncharngeabontemporary research
concerned with the biological basis of thinking whthat the brain is a malleable and
versatile organ equipped with enormous powers dapting to different situations. If
there are natural tendencies in processing infoamathe brain is able to develop
compensating strategies to meet demands wherdaitkgg. A person with Wholist
tendencies can train him/herself to behave analjfiin particular situations. Even a
person lacking in verbosity can develop an awaieaesl control over his linguistic
abilities. The adage ‘Practice makes perfect’ isegmely relevant here.

Skilful teachers should point to these stylistiffatences and use them to improve
individual learning. They should also exploit thevedsity found within groups
promote awareness about stylistic tendencies.rgapeople with different stylistic
tendencies can lead to personal enrichment for. Bbtien developing instruction,
using a wide range of teaching styles is likelyoeomore successful as it provides
learning experience for the various student styles.

Motivational and Conative Factors

While admitting the importance of cognitive aspeictperformance, one must not
underestimate the role of affective factors sucltéitides, feelings and moods that
students bring to the learning situation. Psychistsgcontend that behaviour is never
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caused by a response to an outside stimulus bubst cases it is inspired by what a
person wants most at any given time: survival, |qgw@wver, freedom, or any other
basic human need. This drives the course of actiperson takes at any particular
moment. But this decision is not instinctive or anscious! While, in most cases,
action is primed by motivation, it will be enactbd volition. We find ourselves in
many situations where we appreciate the importafncstudying or doing some other
task, we would like to do it, and possibly in tresbway we can, but we simply don’t
find the energy or urge to do it. Thus one mustsaer intentional states as distinct
from motivational states. The pre-decisional siatéabelled ‘motivation’ and the
post-decisional state is labelled ‘volition’. Whan individual makes a decision to
pursue a particular goal, the motivational statelisinated and the volitional state is
begun. Motivational processes mediate the formatbrdecisions and promote
decisions whereas volitional processes mediatetiaetment of those decisions and
protect them.

The distinction between motivation and volition iecessary because even well-
motivated students choosing clear goals may hdfieudiy enacting their intentions;
they may be distracted by internal events, sudasgisirrelevant thoughts or stylistic
incompatibility, or by external exigencies, inclodithe actions of other persons.
Typical cases include situations creating stylistimflict or persons who serve to
arouse negative emotions. It is common class eampegi that motivated students do
not learn if they have trouble at home, or justmieated a relationship with their
boy/qgirl friend. Others, while showing keen intdrefiring lessons of particular
subject teachers, prove to be problematic with roteachers of the same subject.
They either had some personal conflict with thatcker and therefore negative
feelings predominate that session or they findheisteaching style conflicting or
disturbing. Such emotionally charged situationd wiirely inhibit learning through
the creation of an atmosphere that impedes commtimicand sharing of ideas.

Volition is directly determined by one’s self copteThe self-concept is the most
significant cognitive structure organising an indival’'s experience, while self-
esteem is the most influential affective evaluatothis experience. The self-concept
organises all that we think we are, what we thirdkkean do, and how best we think
we can do it. A student coming from a family wherke is continually bombarded
with degrading comments always pointing to his &wmings and failures will
surely develop a very low and negative self-concefth strong feelings of
insufficiency. On the other hand, students cominagnfa background that approves
personal assets and exposes them to experienappraciation for personal qualities
or accomplishments, develop a much healthier saitept and a subsequent positive
attitude to life. These self-concepts determine dbk-esteem of the individual, the
extent to which they are pleased by that conceptieel worthy. Together, they
comprise the self-theory or model of experiencet telps us explain our past
behaviour and predict our future behaviour.

A strong sense of efficacy enhances human accompdist and personal well-being
in many ways. People with a strong sense of petsmmapetence approach difficult
tasks as challenges to be mastered rather thamestd to be avoided, have greater
intrinsic interest and deep engrossment in aatisjtset themselves challenging goals
and maintain strong commitment to them, heighteth sustain their efforts in the
face of failure, more quickly recover their sengefficacy after failures or setbacks,
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and attribute failure to insufficient effort or dgént knowledge and skills which are
acquirable.

People with low self-efficacy may believe that tisrare tougher than they really are,
a belief that fosters stress, depression, and wawsion of how best to solve a

problem. High self-efficacy, on the other hand,plsetreate feelings of serenity in
approaching difficult tasks and activities. As aule of these influences, self-efficacy
beliefs are strong determinants and predictorsheflével of accomplishment that

individuals finally attain. For these reasons, Baad1993) has argued that beliefs of
personal efficacy constitute the key factor of haragency.

What are the pedagogical implications here? Mamghers complain that today's
students are ‘unmotivated’. If students are notivateéd to do their schoolwork, it is

because they view schoolwork as irrelevant to theisic human needs or worst
because it harms their self-system. Insufficierthiament or failure continually

impoverishes their self-concept and lowers theilf-esteem. In front of such

situations teacher must decide between two possileses of action.

Bossy teachers use rewards and punishment to cerrdents to comply with rules

and complete required assignments. Adopting sudegalistic and managerial

attitude deprives growth on an affective level,vsegy only to forced, frustrated

survival from the students part. Research shows lilgh percentages of students
recognise that the work they do, even when theictiers praise them, is low-level
work. Though they comply, they feel alienated frtreir needs and from their true
growth.

Lead teachers, on the other hand, avoid coerciamptagely. Instead, they make the
intrinsic rewards of doing the work clear to thsiudents, correlating any proposed
assignments to the students' basic needs. Thegoacerned about the effect of the
school system on the beliefs and attitudes of thkidents and work to develop,
through encouragement and appropriate challengesdli-system of their students.
Plus, they only use grades as temporary indicatbrehat has and has not been
learned, rather than a reward. Lead teachers fight' to protect’ highly engaged,
deeply motivated students who are doing quality kwénom having to fulfil
meaningless requirements.

The Participatory Aspect of Learning:

Learning as Collective, Situative, Participatoryiaty

One leading theory about learning as a social phenon was proposed by
Vygotsky. He emphasised the social nature of thipkind learning, recognizing that
the way people think and learn is deeply influenlbgdhe communities and cultures
with which they interact. Learning is a phenometiaat occurs within ‘Communities
of Practice’. Learning is essentially the act oftiggpating in such communities
where knowledge is integrated in their way of lyithrough the sharing of values,
beliefs, languages, and ways of doing things. Keogé is embodied in the social
relations and expertise of these communities. Bsspioviding the physical context
where knowledge is built, these environments preserice learners with models
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with whom they can identify their ‘possible-selBecoming a lawyer, a biologist, a
teacher, or any other profession, involves not amking academic courses and
reading books about a particular area, but alseriwgt within circles of people

practicing in that field. This is why a teachinggtice within a particular school can
provide such an enriching experience. For this saeason, students learning a
foreign language should visit the relevant courdrycome in contact with native

speakers of that particular language. Today, tkiseeence within a group has
become extended and facilitated through Informatiand Communication

technologies that provide access to virtual comtiesior links to sites where

knowledge is continually being developed, usedembodied.

Within such communities learning is mediated inmas ways and occurs at different
levels. Initiation, the stage when a learner fo@tes in contact with a ‘Community
of Practice’, involves the acquisition of basic whedge and skills by a process of
learning from others, mainly through apprenticesiistudent teacher going for the
first time in a class as an observer starts thega® of observing a ‘model’ teacher in
action. Being exposed to a person equipped withmsmy ‘tricks of the trade’
facilitates awareness of the skills being practiaed hence smoothes the progress of
their adoption. Given the chance to present a sasson, the student will then try to
imitate that teacher by putting into practice thebserved ‘tricks of the trade’. If the
‘model’ teacher or a tutor is present in class myihis session, the student teacher
will be given feedback on his/her performance hgitiing both positive and
negative aspects of the performance. Identifyirgghbsitive aspects should serve to
strengthen and possibly elaborate the learnedsgkilbugh practice. But the ‘model’
teacher or tutor serves also as a guide to retimer tess developed skills. Once these
initial skills are learned, new skills and direcisoto follow will be proposed to the
novice teacher.

This is the first and most obvious form of learnthgt occurs in human society when
a person or a team helps an individual to learrthiieally it is known as ‘Active
Social Mediation of Individual learning’. The kegrin here is ‘Active’. The learner
is challenged to think. Social interactions creageestions, or cognitive
disequilibrium (Piaget), and thus the learner iallemged to find answers to these
guestions. A true learning situation is one thavpkes more questions than it offers
answers. Questions raise the level of cognitivefoperance. Through individual
guestioning a higher level of thinking and doin@gs is achieved. Interacting with
others challenges and raises the level of thisopmdnce. This is what Vygotsky
used to call the ‘Zone of Proximal Developmenttehacting with others help you
ask different and more challenging questions! Wagkin groups creates situations
where every member is challenged to refine hisileas, many times providing
facilitation of ‘still to-be formulated ideas’. these ideas are communicated to the
group, a higher-level communication occurs: ‘oljj@sation’ of one’s thoughts. The
externalised ideas become ‘objects’ which the groaup share, discuss, examine and
elaborate upon as if they were external objectss Tibhness in learning can occur
only if there is social mediation of learning bydxs or peers. Learning occurs only if
there is informative feedback, challenge, guidaamee encouragement. All these are
socially based occurring only when one comes irtamirwith others and cannot be
easily met by most learners without the facilitgtsocial context.
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A higher level of learning within a ‘community ofgxtice’, involves ‘learning with
others’. Groups can serve as a continual sourcdeafming and enrichment.
Interactions with colleagues can expand the pdgsbi of learning beyond
individual limits. It is a common experience amatgdents that when they revise a
topic together before a test, they get a deepéghinef that knowledge. The same
applies for a class of students in a school orcaumrof motivated teachers during
‘Staff Development Sessions’. Being exposed toed#it points of view builds a
more refined and detailed knowledge structure emdedn a wider experience thus
referred to as distributed knowledge. Knowledgeldig is not just a thinking
process. It involves our feelings. Groups provideider information base together
with the relevant feelings that emotionally ‘tagircknowledge structure turning it
into an experience.

‘Learning with others can be appreciated if one compares the sfaffairs in the
initial stages of a group (the first day of schéml a newly formed class) and the
situation after a period of interactions (the sastass after one year). Surely there
will be a marked increase in the level of inforroati interactions and awareness of
assets and shortcomings that each member of the dras. Although externally
there are the same learning experiences - individwaring, team problem-solving,
co-operative learning - the learning products a$ gystem, jointly constructed as
they are, are distributed over the whole sociatesysrather than possessed by the
participating individual. Participation becomes tkey concept here, as contrasted
with acquisition, conceptual change, serving ashlibe process and the goal of
learning. A fundamental question to ask here istidrewe should consider the major
goals and outcomes of learning primarily as colbest of sub-skills or as successful
participation in socially organised activity ane ttlevelopment of students’ identities
as learners?

Social learning experiences can serve as ‘tooldatiitate two types of learning.

Suppose a teacher divides a class in small groupprbject work. S/He should be
aware of two sets of objectives. What are the méenlearning outcomes OF the
Group and WITH the group?

Learning experiences designed to develop an e@&c{or as a result of) the social
participatory process have the specific objectiveetining the individual’s cognitive
structure. One should consider which situations engédaticipants work with a team
on joint problem solving activities to improve irdlual problem solving abilities.
Here the outcomes are mastery of knowledge andl thiél cognitive, acquisition-
oriented, solo learning. In this case, interperkshkils have secondary importance.
The theme and its development is the crucial aspettis group work. This will
determine what knowledge and domain related skifisstudents will acquire.

Learning experiences designed to develop an ef#4dH (or as part of) the social

participatory process have the specific objectivedévelop and refine members’
interactions. In other words, which situations maketicipants work with a team on
joint problem solving to improve their collectiveablem solving activity? Here the
outcomes are both situated in the particular ictera context and distributed among
participants. The teacher here would use projectkwio build teamwork and

development of interpersonal skills. The themehaf project will have secondary
importance. This implies a totally different frarnkmind and a set of distinct criteria
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to assess learning outcomes, as traditional testdesigned to assess only effect OF
the group.

Thus, besides speaking of individuals that camleane can consider a group as a
learning system. Imagine an orchestra, a choioptbtll team or a class of students.
Every member must be competent and efficient omdiridual level. But very good
musicians alone do not compose an orchestra! Mesmdfethe orchestra must train
themselves to learn together, finding ways of awogiknowledge, understanding
and skill collectively. The orchestra is what itembers build together. A sports team
attains patterns of co-ordination among the indigid that might be quite useless for
any one of those individuals functioning alone, niegless without the context of
the team. The interactions are horizontal - fronmiper to member. The relationship
is not one-to-many as in a classroom, but one-t9-as with a coach and team or a
tutor addressing the needs of a particular studdioreover, where there are no
leaders or a ‘teacher’, for example, a study grauglub, a research group or an
organisation, teams learn on their own, sustairygaractical interests, subject to auto
regulation.

‘Communities of practice’ also provide the contéot another important aspect of
learning. A fundamental tenet of the teaching psien is: ‘If you really want to
learn something try to teach it'. Communicating yaieas to others enables you to
clarify and elaborate them. Teachers are contipuafining their concepts and skills
while preparing their lessons. Mediating otherarieng for personal development is
thus the next level of growth within a domain. Bye, experience and reflection one
develops an extensive knowledge structure and & wadection of skills that will
change him/her into a mature and seasoned praetitid his will lead one to the
highest role within a ‘Community of Practice’ thafta field model, embodying the
skills and knowledge of a domain. Every one of as b key model representing
his/her ideal teacher, scientist, the ideal architeusician etc. When we think of
these persons we find that they transform the idtebutes of their profession into
concrete qualities that can be experienced andagaipd. Their major role is to
contribute to the learning of the collective. Thandtion of experienced teachers,
heads of schools or departments and academicistaffutilise their vast knowledge
and experience base to help others in the prodebscoming a mature functional
member within that particular community.

One important aspect of this social dimension avkedge is experienced through
the use of tools, characterising each ‘communitypcdctice’. Tools are social
mediators of learning. Here the term tool is used wide sense including physical
implements, technical procedures like arithmetgoathms, computer programming
or design procedures, together with Symbolic resesisuch as natural languages,
mathematical and musical notation. To appreciaedrtiportance of tools in learning
one must compare how people learned, developedstmdd knowledge and did
tasks such as writing, communicating, or modelting centuries ago. Think how the
same tasks are done today. Imagine the possibibfiered by today’s various forms
of printed materials: TV, radio, Computers, ModdliSoftware, and Internet. They
not only improve learning but also transform itgoch possibilities not available
before, many times extending beyond human limits.
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Tools are mediators of learning because they emlaadymulated social wisdom.
Just consider the voluminous research and exterestperience there is behind
contemporary book printing, filmmaking, TV programAdvertising, Software
applications and so many other tools in numeroaasaof human endeavours. There
is a continual process of refinement and innovatiegarding the tasks being
mediated by these tools. Writing a document wittoad processor gives possibilities
not imagined when typewriters were used.

How do schools compare in this aspect? Schools eapgipped with books,
Information boards, Charts, duplicating machinelsotpcopiers, TV sets, VCRs,
Computers and so many other learning tools. Thasidlly serve two purposes. The
first is as a learning aid and the other as a mreasfuone’s progress within a domain.
Observe the type of relationship one has with tomtel you'll get a clear picture of
the status of that person in that domain. A yowagrer holding the pen for the first
time or reading the first words from a book is dgananifesting his novice status. A
teacher showing students how to write or helpirgmhunderstand passages from
their reader is expressing a different level ofwiealge through a different use of the
same tools. Tools say a lot about their user. Mbt they manifest clearly the status
of the person utilising them but what's more impattthey express and expose the
underlying philosophy adopted by the learner or ‘tGemmunity of Practice’ to
whom he pertains. Does the extensive use of theéopbpier in our educational
system indicates something? Which pedagogical iplee are being propagated
through ‘chalk and talk’ approaches? What aboutgighe computer just as another
teaching aid and not as the fundamental mediumnsiruction? Using Papert's
metaphor, isn’'t this equivalent to fitting a jetgame to a horse carriage, or practicing
modern medicine using blood sucking leeches, argyto war equipped with swords
in the era of laser guided missiles and intelligemibs? Tools indicate our accepted
philosophies and are a sensitive gauge of our @roamd adaptability in a
technological society. Consequently one asks, dogwe tools due importance to
develop meaningful learning experiences? The ansamot a straightforward yes. A
pedagogy based on the use of tools is one basea ‘@oing’ approach. Tools
primarily are artefacts for doing a task not faarling about something. Adopting a
‘Learning by Doing’ pedagogy involves much more kwand preparation. This is
obviously considered impractical with large numberfs students. Adopting a
teaching approach simplifies the situation fortéscher. It is easier to tell how tasks
should be done without actually doing them. It @&sier to talk about the atom,
chemical bonds, the cell, heart beat etc. withaimg through the process of using
the instrumentation that define these words. Sotvwehdne solution to this dilemma?
Creating rich learning experiences based on a amatibn of persons and tools is one
possible solution. In a world with such a high lew¢ knowledge and tools
specialisation, worthwhile learning experiences canly be developed in
‘Communities of Practice’ that provide the stimulusd relevant support to achieve
these objectives.

Conclusion

The above discussion just skims through differespeats of learning. Learning is a
web of interacting variables. Some are of a vems@aal nature. Others arise from
the environment. If teachers really believe inlbéstic growth of their students they
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should take into consideration both individual eswtial aspects of learning. They
should consider how learners build personally megfnl mental constructions after
passing through socially mediated experiences. Tsteyuld continually strike a

balance between the individual and the group, glidg the principle that the

understanding of cognitive and motivational diffeges among individual

community members can only serve to promote legr@nd instruction for the

whole. That is, within any community of learnetsere will be sub communities who
share similar cognitive and motivational patterBg. uncovering these various sub
communities, teachers may have a greater likelihobdorchestrating learning

environments that serve not only the collectivedisb the individual.
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BILINGUALISM ACROSS THE
CURRICULUM: AN AIM AND A
MEANS

ANTOINETTE CAMILLERI GRIMA

Introduction

This chapter deals with issues relating to the obkdwo languages in the
educational process. It gives a brief overview ais well-known examples of
bilingual education as a background to the Malteseel. Codeswitching is dealt
with in some detail and explained from a pedagdgmaint of view. Some

guestions on bilingual education in Malta are mise discussion at the end.

In some countries all linguistic activity is cadi®ut across the curriculum through
one language that is normally the mother-tonguiefstudents, and the national and
official language of the country. We are familitor example, with the use of Italian
in Italian schools, of French in French schoolsd af German in schools in
Germany. In many other countries, however, two orarntongues share important
roles as school languages. In Malta, for instamogh Maltese and English have
important functions in the education system.

Some form of bilingual education has been in eristein Malta since the beginning
of schooling. In many other countries, howeverjnggilal programmes started to
become popular only recently. These are now deusgdompidly, either as bilingual
streams in monolingual schools or as fully bilingeaurses. There are several
reasons for this. To take an example, bilingualcatian — in the mother-tongue and
in an international language like English in tramiglly monolingual countries like
Germany and Austria — form part of an endeavouwgive a European dimension to
their education, as well as to achieve higher Ew##l competency in the foreign
languages. In other contexts, such as those of gnami communities in Australia,
the U.K. and the U.S.A, bilingual education is aame of preserving the non-English
speaking children’s mother-tongue. This is an intgoarway to support them in their
learning through English, for them a new langua@éeir eventual bilingual
competence is also viewed as an additional resowithin a pluralist and
multilingual society. In some other situationsgelithose of native minorities such as
the Friesians in the Netherlands, and of Welsh lsgyeain the U.K., bilingual
education is a matter of identity and politicalatisyy.
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The reality of bilingual education is often complied and there will be, in any one
scenario, a variety of reasons for organizing edpilal programme. In fact, bilingual
education ranges from attempts in developing casitto include and maintain
mother-tongue medium of instruction alongside guen franca and/or international
language — as in the language maintenance prograntonehat is sometimes termed
‘elitist’ bilingual schemes for which the more edimd opt in developed countries.
The latter could be considered as ‘higher statakosls. Such is the case of the
Canadian immersion programmes, and of the ‘languageé content integrated
learning’ in Europe.

In the international literature on bilingualism tleils a very strong argument in
favour of bilingual education. Several positiveeets of bilingualism on cognitive
development have been repeatedly reported (seeugachapters in Bialystok, 1991).
Bilingualism has positive effects regardless of akhiwo languages are involved, be
they Spanish and English or Arabic and French. i8sudf bilinguals who have,
roughly, equivalent abilities in two languages, éaahown that bilingualism provides
cognitive and social benefits as long as both laggs are supported academically
and affectively by society.

The environment plays a large role in determinirtgetlier schooling will result in
additive or subtractive bilingualism. Subtractivédingualism, i.e. the loss of a
language that results in monolingualism, occursmwiiee mother-tongue is a low
status minority language which is rapidly replad®d the high status language.
Additive bilingualism, i.e. when a speaker learnsl aises more than one language
regularly, on the other hand, is associated witndve benefits such as creativity,
analogical reasoning, concept formation, clasdifice visual-spatial adeptness,
metalinguistic abilities and social skills.

Both cognitive and social development are fundaaleint the educational process
and this is why bilingualism across the curriculistboth ‘an aim’ and ‘a means’.
Bilingual education needs to be appreciated as iam ia itself, with all the
advantages it brings. At the same time, it is amadgawards more efficiency in the
teaching-learning process.

Models of bilingual education

‘Bilingual education’ is the most frequently usestnh to refer to those contexts
where two languages are used and promoted in @dncate taught as subjects, and
are used as media of instruction. Recently, theofisesecond language has become
popular as a medium of instruction in a number ofdpean countries. For example
Fruhauf et al. (1996) describe instances of ‘Teaching ContentainForeign
Language’, and Marslet al. (1998) give examples of ‘Content and Language
Integrated Learning’. There is one common factoalincases: the use of another
language than the mother-tongue of the learnemsnailty a second language, or a
foreign language, as medium of instruction in n@nguage subjects.

‘Immersion education’ is a type of bilingual eduoatin the sense that students add

on another language to their repertoire througlusts as medium of instruction at
school. The first immersion education programmesevget up in Quebec, Canada in
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1965 as a result of considerable pressure by Hngpeaking parents who desired
their children to become highly proficient in Fréna low status language but also
the language of the majority of speakers in theémeCanadian region.

In the Canadian immersion programmes all studemtsecfrom the same language
background: English. Their teachers are bilindudaluse only French in class. While
the use of French is strongly encouraged, studmetsllowed to use English. Both
English and French are taught as subjects, andnaotzersion in the use of French as
medium varies from one course to another. Immersidirench is introduced step by
step, increasing the students' exposure to it eyeay until all instruction is given
through French in later years.

The evaluation of immersion programmes has shovwat there are linguistic,
academic, social and psychological gains for tlaenkers who, in fact, reach a high
level of proficiency in both English and French.terms of content learning they
acquire the same grades and sometimes even sctiee thean their monolingual
counterparts; and they develop less rigid ethnaistg stereotypes, in this case of
Canadian French speakers (Swain & Lapkin, 1982).

In ‘language maintenance programmes’, sometimes ki®wn as ‘Enrichment
Maintenance Bilingual progammes’, instruction is/egi for some years in the
students’ first language. The aim is to ensure tastudent has good facility in both
mother-tongue and second language. The first laggguhe language of the home, is
maintained in adult life, as a result of its usedtool in addition to the acquisition of
proficiency in the second language.

Enrichment minority language programmes are basethe desire of ethnic group
members to have their children retain their languabanguage, a vehicle for
transmitting culture and for fostering a senseetifesteem, provides an environment
for ethnic identity and pride among the minorityildren living in countries foreign
to them. The Foyer Model of bilingual educatiorBielgium, for instance, was set up
by a non-state organization for the welfare of igwants. It seeks to create the right
conditions for children to become bicultural (ineith own culture and that of
Belgium), and trilingual (in their own mother-torgguin French and in Dutch).
Instruction is given in the various mother-tongyesy. Italian, Spanish, Turkish,
Moroccan), and in Dutch, while the school languagegironment is French (Byram
& Leman, 1990). Jaspaert & Lemmens (1990) repat there have been positive
outcomes from these programmes. Children in theerxental group who had a
large mother-tongue input did not suffer deficientyhe second and third languages.
Although they were at a disadvantage initially, ytrmaught up in the course of
primary school. Other research on maintenanceduiheducation has shown that by
the time students reach school leaving age thest fanguage is maintained in
addition to the acquisition of a second languagep@ & Muysken 1987; Hamers &
Blanc 1989).

‘Teaching content in a foreign language’ and ‘cantand language integrated
learning’ (CLIL) refer to the use of a modern fgmeilanguage as the language of
instruction in a subject other than language. Tine ia for students to achieve a
higher level of competency in the foreign languageere the students’ mother-
tongue is the dominant language in the countryoonraunity in which they live. The
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foreign languages chosen are normally French, Gerpanish and mostly English.
Such programmes, which can vary from the teachingnty one subject in the
foreign language to a whole school effort (as happm vocational training in
Finland), were initiated in recent years and takéerknt shapes across schools in
Europe.

The motivation for these bilingual programmes sstthf improving learners’ fluency
in the target language and thus enhancing theirl@®mgnt prospects in the
European labour market. In addition, bilingual ettign is viewed as an integral part
of internationalization and developing pupils’ cu#l awareness. Some schools also
use bilingual education as a means of creatingrgmmessive school profile that will
attract more pupils in an increasingly competitivarket (Fruhauét al. 1996).

It is important to note that both Fruhaatfal. (1996) and Marskt al. (1998) point to
the need for educating teachers who work in a dnié classroom environment in
pedagogical issues related directly to bilingualaadion. The more research is
carried out the clearer it becomes that knowingagmg, teaching and learning in
two languages (or through one language in a biihgat up), is not an extension or a
reduplication of a monolingual environment, buairother milieu to be planned and
monitored in its own right.

Planning for bilingual education

Bilingual education takes place either through toacurrent use of languages or
through the teaching of subjects in the second oveign language. Language
planners in education sometimes insist on langusegaration as medium of
instruction. This choice is generally based on mimer of beliefs:

* That language separation would lead to uncontaeuhaicquisition of either
language. On the other hand, the concurrent usetbflanguages would lead to
confusion, language mixing and inadequate developwfeboth languages.

« That language separation is a way of approachieghiid’s learning through two
languages allowing them to become bilingual by meah two monolingual
processes.

* That separation by time, by person, by locationd &ven by subject, will
facilitate and improve the learning of two languages the student learns to
associate one language with some experiences, fendther language with
others.

When interlocutors are bilingual, codeswitchingnsvitable. This is reported in all
literature on bilingualism and bilingual educati@ee the various chapters in Martin-
Jones & Heller, 1996). However, the following aresgible ways of obliging
bilingual speakers to use languages separatelyhioos:

Separation by persoffhis requires the presence of two teachers icldssroom one

of whom communicates consistently in the studeftst language and the other in
their second language. In this approach the chilth®come accustomed to the fact
that a given language is chosen according to tlisopewhom they address. This
approach is used in the U.K. for instance whereamatingual class teacher uses
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English and works together with an aide, usualhative speaker of the language of
the ethnic minority children, who translates thesten or generally talks to the
children in their mother-tongue (Martin-Jones & 8ax, 1993).

Separation by locatiotakes place when a different language is used diff@rent
classroom. Sometimes activity centres in the sdassmom serve the same purpose
such that the location highlights the need to uselanguage rather than another. A
major problem related to this approach is thas & imost artificial way of separating
language use. Bilinguals do not normally use eanguage separately on the basis of
location only, but rather according to interlocuborttopic.

Separation by timelike separation by location is difficult. In thigption each
language is used at a different time, e.g. oneuagg in the morning and another
language in the afternoon, or one language onal@snating with another language
the next day. The more successful models of saparhy time are those where the
switch of languages takes place after a long peob@xposure and use of each
language. For example, in Luxembourg, primary etloca is through
Luxembourgish and German, and secondary educat®onthiough French.
Furthermore, separation by time does not excludeswitching. In fact research has
shown that from a pedagogical point of view it & a matter of how much time is
dedicated to each language, but which functionsaasggned to each language that
has a significant impact on acquisition and atgtud

Separation by subjecheans that some subjects or topics are taughtenamguage
and other subjects are taught in the other languBlge assignment of languages to
subjects is at stake here. Decisions have to bentakd criteria established on the
basis of which one language is assigned to oneesulgnd another language to
another subject.

The strict assignment of a single language to @a#r subjects is related to the belief
that proficiency in a language is directly relatedthe amount of exposure to that
language in the classroom. According to this hypsi$y known as the Maximum
Exposure Hypothesis, students need maximum expésule second language, and
need to start instruction in and through it asyear$ possible. This hypothesis,
however, has been proved wrong. There are morgamteand important cultural,
societal, and school factors that determine theamé. When maximum exposure
means ‘submersion’ in the second language therestsdcontinue to fail in the
totality of their educational experience (Skutndd@ngas & Cummins, 1988; Ladx
al., 1980). On the other hand, when students are eztlitiarough the language they
are most familiar with, even when it has a lowetist in the community, they
perform over time as well as, or better in the sectanguage than those taught
exclusively in the second language (Byram & Leni®90).

Apart from the language separation approaches, ucmrd approaches are also
acknowledged in the literature. These refer toasituns where both languages are
used side by side, in various ways and to varyiegrees. This is, in fact, the truth
behind most bilingual programmes ranging from th@mersion programmes in

Canada to the multilingual classes in many Africard Asian countries, and in

Europe. It is also a reality in many Maltese clasets.
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Bilingual education in Malta

The National Minimum Curriculum (Ministry of Edudan 1999) (henceforth NMC)
states that it ‘considers bilingualism as the batithe educational system’ (Principle
10 p.37). It ‘regards bilingualism as entailing #féective, precise and confident use
of the country’s two official languages: Maltesiee thational language, and English’
(p-37). Furthermore, ‘this goal must be reachedheystudents by the end of their
entire schooling experience’ (p.37). Under the mdmplementing a Policy for
Language Teaching’, the NMC ‘obliges teachers oftéé® and English to teach in
the language of their particular subject’ (p.82)rtRermore, it recommends (p.82)
that:

» teachers of Maltese, Social Studies, History, Ratiggtnd PSD teach these
subjects in Maltese;

» teachers of foreign languages teach in the langimageestion; and
» teachers of the remaining subjects teach in English

The rest of this chapter describes some of the wayghich bilingual education is
put to practice in Malta. It is based on school alagsroom observations, video- and
audio-tape recordings and lesson transcriptionbpth state and church schools in a
number of secondary school subjects (Camilleri51@amilleri Grima, 2001).

The NMC acknowledges separation of language byestibjn reality, the most
important distribution of roles between Maltese &mglish in Maltese schools is that
between the spoken and the written functions. Wfrittvork such as classwork,
homework, examinations, and the use of textbookisreference work in all subjects
is carried out in English. To work on some topinsSocial Studies, Religion and
Maltese History, subjects that are assigned toddaltit cannot be excluded that the
reading of reference works takes place in Engksiithermore, in all subjects spoken
communication involves Maltese in various ways ndarying degrees.

Camilleri (1995) gives a detailed analysis of tree wf Maltese and English in a
number of subjects in both state and non-statenskecy schools. Over all, English is

used about 52% of the time while Maltese is usew 48 the time (the analysis is

based on the number of words and speech units)iskng used slightly more due to

the use of English terminology (words and phrases}hose lessons that are
otherwise conducted through Maltese. On the othedhlessons conducted through
English at the spoken level include some Maltese.

The variables that seem to determine the choidar@fuage as spoken medium are
outlined below.

The school
Until recently state schools did not have individlenguage policies. The NMC

(1999) now holds state schools responsible forbéstang their own school
development plan which is to include a policy omglaage. The NMC states:
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‘Each school must develop a linguistic strategy cmhieflects the
particular linguistic needs of its students. Indmng, it should not
overlook the fact that Maltese society has its oative language and
recognizes English as an official language thataiss developed into
an international lingua franca. Equal importanceusth be given to the
teaching of the first and second languages ag¢wadll$.” (p.38)

It is too early to say more about the implementatbthis policy. It would be useful,
however, to point out to several factors that iactice bear on the choice of language
at the school level. Apart from an official writtemd accepted school policy, there
are other indirect factors that influence the uskaguage at school. The preference
for a particular language by the head of schooljrfstance, has a bearing on the day
to day use of Maltese and/or English. The head aioal, consciously or
unconsciously, decides which language is used fonod assemblies, for
communicating with teachers and students, for iaieand external school circulars,
at school prize days and open days, and other kabbaities.

The teacher

The teacher decides, consciously and/or uncondgjobhsw to set the linguistic
climate in the classroom. In my research (Camilled95) | found that there is a
correlation between the choice and use of langigeeachers, and the following
factors:

» Their own experience of language at school as stadd@eachers who attended
English-medium schools are more likely to use Emgthemselves as a medium
of instruction in their teaching.

« Their experience of language in their own homesachers who come from
English-speaking families are more likely to usglish as a spoken medium in
the classroom (and outside it, of course!). They also more likely to have
attended English-medium schools themselves. Siyit@achers who commonly
interact in Maltese outside the classroom, or f@neple, in dialect as is the case
in Gozo, are likely to use standard or dialectaltdte respectively as a medium.

» Teacher training. Until the mid-seventies teachaming in Malta was run by
British religious orders. Teachers trained in thgstem are more likely to use
English as a spoken medium of instruction than geuneachers who have been
trained since then at the University of Malta.

» Teachers’ perception of their students’ proficiemcaltese and English.

This means that regardless of the type of schdeheher is working in, the factors
just listed would normally prevail over other scheariables.

The June 2000 conference which discussed the ingpitation of the NMC

emphasises the role of the individual teacher.h&t ¢onference a serious problem
was raised by participants representing the tegchimmmunity related to cases
where teachers are either unwilling or incompetentse a specific language, be it
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Maltese or English, as a medium. Furthermore, thegued, the educational and
linguistic climates vary so much from school to@ah and from class to class, that it
is unrealistic and impractical to legislate a laage policy that would suit all
contexts. Therefore, in the Conference documentbiimgual education it is
recommended that:

‘On-going training is to be given to teachers orrioas issues
including action research which can help in gemegastructured
individual language policies. Individual languagelipges should be
integrated with school-based language policies ke tSchool
Development plan.’ (p.7)

This seems to be a very realistic and useful recengation especially in view of the
research results obtained in Maltese schools.

The learner

According to some of the teachers interviewed irmiari (1995), English is
preferred as a medium of instruction with higheitigblearners, while Maltese is the
only possible spoken medium with weaker learnerse @acher, for instance, was
observed teaching higher-ability and lower-abistydents, in the same girls Junior
Lyceum, and was able to conduct the lesson toiralnglish with the higher-ability
class, but continually resorted to Maltese with wesker learners. Clearly, she was
perfectly proficient in English but used Maltesebting the weaker learners into the
interaction, and to make sure they understood x@Earations.

Other teachers have commented that the exclusieeotig&nglish in the classroom
seems to create a barrier between the teachehanstudents, regardless of ability.
Maltese, they think, permits more learner partitgraas the majority of students feel
more confident to speak Maltese rather than English

The language needs of specific learners over-fllgtlzer considerations. Normally,
when a non-Maltese speaking student is in class,téAcher tends to use more
English, and gives personal attention to the stuttenugh English. In this way the
other students are further exposed to Englishward normally be the case.

The subject/topic

The choice of Maltese or English sometimes depemdthe particular topic being

treated in class. If the only available texts ar&nglish, then regardless of whether it
is a lesson in Religion or Social Studies, Englslused for reading and speaking
purposes in class. Similarly, a switch from thenmar medium of English to Maltese

takes place if a particular topic in, say, Biology Geography is more easily

discussed in Maltese, especially if it relatesh®dtudents’ immediate experiences.

Very often, neither Maltese nor English are usedusively by any one teacher and
in any one lesson. There are many reasons for lewgcfrom one language to

another in the classroom. As is explained beloachers and learners will use the
medium that best fits their particular pedagogemadl communication needs at that
particular moment, depending on the activity atchan
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Codeswitching

A number of sociolinguistic variables determine tse of either Maltese or English
in the classroom. One important factor that resultthe need for codeswitching in
the Maltese classroom is the fact that the writéaa is in English, while the students’
first language is Maltese. Reading and writing m@e often carried out in English
than in Maltese because textbooks, reference mhteand examinations are in
English. Written classwork and homework are alseedio English.

Knowledge is constructed in the classroom througtias interaction. One of the
most frequent and important linguistic activitiegreed out in Maltese classrooms is
the interaction between the written text in Enghshit is translated, paraphrased, and
reinterpreted by teachers and learners. As Lem®@9(1p.136) explains,

‘The problem of learning through texts is... fundamadlg a problem of
translating the patterns of written language irtiose of spoken language.
Spoken language is the medium through which weore&s ourselves and talk
our way through problems to answers... When we agprawitten text, we
need to be able to do more than just decode ldétiessunds... To comprehend
it, we need to be able to paraphrase it, restateotir own words, and translate
its meanings into the more comfortable patternspoken language.’

In a monolingual classroom, the written text is\glated into spoken text in the same
language. But in classes with a bilingual environtriewill result in codeswitching
between, for example, the written text in Englisid @he spoken language which is
Maltese. Codeswitching in this sense is instrumenthridging the gap between the
knowledge that is presented through English, anchédiation through Maltese.

The following extract from a mathematics lessonaifForm 4 class serves as an
illustration. Most of the time the teacher usestekd. The sums that are read out in
English from the textbook are translated into Msdte

L: (reads from a textbook in English) A square robas a square carpet
placed in it...This leaves an area uncovered oé mretres squared. The
area of the whole room is twenty-five metres squafénd the length of
one side of the carpet.

T: Issa di tixba lil din tthawn hux veru? Imma l-area tahielnaidama din
id-darba, sewwa? Issa, area illhagdha a square room, kandha a
square room?

Ls: Kollox indags
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Ls: Four sides equal

T: Kollox indags Four sides equal, orrajt, square rimmarkajniha Isse has
a square carpet symmetrically placed iflicarpetikbar jew gghar mill-
kamra?

Ls: \gJar

T: Izghar. Marica suppost gadin attenti u ma niktbux, orrajt, din ukoll hija

square, ged nimmarka s-sides jiealli ma nitgerfixx, dandna, eh this
leaves the area uncovered of nine metres squareld gmandi |-bicca
t’hawnhekk uncovered, tagblu migg

The teacher explains the text in Maltese by efigifrom the learners the meaning of
what is read in English. For example, the teachants to know the meaning of
‘square’ in Maltese to make sure the learners hawderstood the mathematical
concept. In fact, the learners reply ‘kollox indaqgs

As the teacher works out the sums on the blackbsiaedconsistently uses textbook
terms like ‘area’, ‘square root’, ‘carpet’, ‘squartuncovered’. Although there are
equivalent terms in Maltese, the English versionssd in the classroom because the
learners are familiar with it through the writteaxt By switching from English to
Maltese when the students’ first language is Malteshe accommodates their
language preference and this is motivated pedaalhgias explained below.

For explanation

Teachers switch from English to Maltese when they reot sure that the learners
have understood fully what has been said in Enghdhthe teachers interviewed
(Camilleri, 1995) said that it is necessary to akpkhe lesson in Maltese to a lesser
or greater degree:

Teacher A: ‘nispi a nag]mel translation tan-notgax meta nu\a I-Ingli\ mhux
kollox jinftiehem’

Teacher B: ‘ma kontx inJossni nikkomunika mag]hamefa nu\a I-Ingli\)’

Teacher C: ‘ma tistax taffordja tkellimhom bl-Ingli]in kollu g]ax jintilfu’

For elicitation
A switch from English to Maltese is noticed at was elicitation points during

classroom interaction. Let’s take as an examplébbdy lesson largely conducted
through English, where the teacher revises thetstrel of the leaf.
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T: ...they are surrounded by the kidney-shaped tledly are called guard cells
. what else . | told you there is something in ipatar about them 1 told
you that these guard cells . have something incpgeit the epidermis cells
don't have it . what do they havex'ghiandhom? Gidna scells |I-o7irajn
bhall-palisade cellau scells ta' l-ispongy layer kellhom itchloroplasts
biex jagimlu Fphotsynthesis orrajt . imbagiad diidna fl-epidermisirid
ikun trasparenti bal . issa dawn #guard cells. li jaghmlu Fistomata .
orrajt . x'ghidna li fihom .. dawna fihom-ithloroplasts ukoll . now let me
explain to you why they have the chloroplasts . ok

Did you understand it®rrajt mela tgiidli Kenneth .. tell me in your own
wordskif tagimel Fistomatabiex tinfetd u biex tingalaq

L: Waqt il-gurnata bis-sunlight tdgnel il-glucose u, ehm bil-glucose din
tistreccja

T: Tistrec¢ja dhax tiehu, I-ilma

L: l-ilma

T: Ok...

When the teacher requires feedback from the lesuste first asks a simple question
in English ‘what do they have?’, then repeats iMaltese ‘x'didna li fihom?’, and
amplifies it a little bit ‘dawn fihom il-chloroplas'. In this instance she does not wait
for the learners to reply, but a little later steksaanother question in Maltese, and
this time nominates a learner and asks the questibfaltese. Together, teacher and
learner, revise the opening and the closing otbeata in Maltese: a medium more
readily available and comprehensible to the leaner

To establish rapport

In most cases English is fully comprehensible ® ldarners. Yet its use seems to
imply a level of formality that at certain momentseds to be relaxed by switching to
Maltese. Consider the following example from a heanenomics lesson. The teacher
is working on a family budget with the learners. Joi@ the lesson at the point where
they are working out how much money a family okthchildren living in a flat pays
in electricty bills. They need to establish the fgeamount and then divide it into
four monthly terms.

T: How much?
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L: Three

T: Three childrenU how much do you pa

L: Twenty

T: Twentyiva ejja ngzidu

L: Imma daw flat ghandhon

T: Aina we are talking about a flat

L: lja anna dar giandna

T: Orrajtmela ejja nagmluhatwenty-fivehalli ma niggildux sewwa twenty-

five . every four monthsmel'ejja ngiidu twenty-four .ha nigu aktar...

L: Anjar hekk diax tigi four pounds

Ls: (laugh relieved)

On a few occasions during the lesson, as in theeabatract, the teacher disagrees
with the replies given by learners. In such cades switches to Maltese thus

rendering her decision, which is in contradictioithwthat of the learners, more

acceptable to them. In fact, one learner finallyeag with the teacher's decision on
practical grounds: ‘a]jar hekk glax ti[i four powidand the learners laugh, thus
indicating a peaceful resolution to the conflictexchange.

For topic/information management

In the home-economics lesson just mentioned, wiviah largely conducted through
English, there was an interesting use of disconragkers in Maltese. Each time the
teacher says ‘issa’ she introduces new informadioout the topic. Each ‘issa’ marks
a new step in the lesson and highlights a new méagormation. On the other hand,
each time the teacher uses ‘mela’, she repeats abaaly given information.
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T: issawhen we talk about money, what is important for. ts do . let's say
the money that comes into the family . to the hommeelabudgeting . it is
important that we will be able to manage our mopeyperly .issaand
how can we . manage . how can we budget our money

This was not an isolated case of discourse mavikigcting. Other discourse markers
in Maltese were used in other lessons that wererwaibe totally conducted in
English. The simple codeswitch in these example&éu highlights specific points in
the management of information.

For classroom management

A language switch sometimes co-occurs with a chang#gassroom activity. Each
codeswitch is a potential attention-getting devitéhen a codeswitch co-occurs with
an aside or with a change in activity, it also liglits the change in the flow of
information. In the example below from an econonl&sson in a Form 3 class, the
teacher is dictating notes in English. At one psim¢ switches to Maltese indicating
that what she is saying is not to be taken dowmass: ‘hekk tinkiteb’. In the
absence of devices like punctuation in the spokeguage, codeswitching seems to
serve similar functions for bilingual speakers.

T: is called . a po-dated cheque hekk tinkitel a pos-dated cheque . poi
number nine harsu ftit ‘il fug gabel ma tiktbu n-notes . fuq lkegkk . ikun
hemm miktub I-isem tal-bank

After having seen a few examples of how codeswiighs pedagogically motivated
in a bilingual classroom, we shall look again & tiolicy stated in the NMC and
raise a few questions for discussion.

Questions for thought and discussion

Several problems come to the fore when establishipglicy for bilingual education.
Rather than giving answers and justifications, df@r to ask questions to stimulate
discussion among readers on the aims of bilingdatation in Malta, and on how it
functions in our schools and classrooms.

First. What is the aim of bilingual education in Maltargegved to be? Is it a matter
of political ideology and identity? To what exteate the social and cognitive
advantages of bilingualism given consideration byaators (there is hardly any
mention of this in the NMC)?

SecondTo what extent should bilingual education be vdlas providing equality of
opportunity for all types of learners: with eitidaltese or English as first language?
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Third. Why is bilingual education directly related to ficeency in English? For
instance the NMC (see p.82) talks about a ‘polioy kanguage teaching’ but
mentions the medium of instruction and does no¢ givthought to language teaching
methodology. If there is a problem with proficiency a particular language we
should first and foremost examine the teachindhaf language as a subject. Blaming
non-language teachers and their methodology far #r&d their students’ lack of
proficiency in language is very unjust to say k!

Fourth. Why is codeswitching totally misunderstood as dag®gical process? Why
does the NMC, as well as many educators, dare megative evaluative judgements
on the use of codeswitching in the classroom?

Fifth. Are the aims of bilingual competence being actdévBo we have a valid and
reliable tool of measurement? Do we know enoughuabilingual competence or do
we continue to judge it in terms of monolingualme® | would like to suggest that
while in descriptive linguistics we have gone somay in understanding and
describing bilingual knowledge and skill, in pedggdhe research results have not
achieved the respect they deserve from educators kheve not updated their
linguistic background.

Sixth. In the NMC which criteria are used for the assignmof Maltese to Social

Studies and Religion, for example, but not to tkpressive arts such as Art, Music
or even Physical Education? Furthermore, does anmihat a teacher of those
subjects assigned to Maltese as a medium cannomaserials on the subject in
English and vice-versa?

More classroom-based research would help us estahbw Maltese and English
function as media of instruction in different sctoand at different levels. In our
bilingual context the teaching of Maltese and Estghs subjects in themselves needs
to be given more attention. Among the many varsliat policy makers would have
to consider are also the perceptions, attitudesaspitations of all stakeholders; of
teachers above all. As already pointed out abaaxher education for a bilingual
context needs to be addressed in its own right.
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UNDERSTANDING AND CATERING
FOR STUDENT DIFFERENCE

RONALD G. SULTANA

Introduction

In this chapter my main goal is to expand our understanding oflestti differences,
particularly with reference to differential educatal achievement. In order to do this,
| will first problematise common sense assumptiabsut the notion of ‘ability’, on
which subsequent definitions of ‘achievement’ dicu are based. | will argue that
this kind of critical reflection on the submergdxbdries we operate with is crucial,
for it is through a better understanding of what we about in schools and
classrooms that we can best serve the interestisoseé entrusted in our care. The
categorisation of students as ‘high achieversiy‘lchievers’, and ‘under achievers’
depends on particular views of intelligence anditgbiwhich have developed over
time and which conceal political and economic idg®s that are often not
immediately available to us for critique. Nevertsd, these views of the world, of the
place of the school within this world, and of tledative worth of different groups of
children therein, have an extraordinarily poweifilluence on the way we think and
act, and therefore need to be unpacked. Otherwisejsk perpetrating injustices on
those we claim to represent (see Canaan, 2001)inglalelved into the political
etymology of the concept ‘ability’, we will then pbore what it is that can be done to
interact more effectively with those who do notfifutheir potential in the school
context.

Who is ‘able’?

We can identify at least three key currents of gidwnderlying the word ‘ability’.

While these currents belong to identifiable histakiperiods, they can be present
simultaneously as we speak about the concept toelasn though this leads to a
number of contradictory positions (Bisseret, 19NBbet & Entwistle, 1982). Prior to

the French Revolution and the subsequent indusatain of the West, the medieval
understanding of ‘ability’ or ‘aptitude’ was based a religious conception of the
world, whereby the ‘order of things’ was ordaingd®od, and where everybody had
a particular place. One was born into a socialtmwsiand by God'’s grace remained
in it. In this situation, ‘ability’ was consideréd be god-given and hence immutable,
ascribed by birth and hence generally stable froe generation to the next. It was a
gift of Nature or of God, conferring no superiority rank. Needless to say, the
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implications of such a conception for the mainteanf social order and social
reproduction are myriad. ‘Over-reaching’ — the m@ijp¢ to move out of the social
station one was born in — was considered evilyectichallenge to the will of God, a
refusal to accept the design of Divine Provideracegbellion that has perhaps been
most powerfully dramatised by Christopher Marlowesuch plays a3amburlaine
the GreatandDoctor Faustus

Buttressed by the vested interests of the powethgses, which included not only
secular but also religious powers, this notion lafity was to last for centuries, until
social change brought about by economic developntbat creation of a dynamic
new class — the bourgeoisie — and the enlightenptahisophy it bred, led to a more
secular and liberal understanding of the term. Tgtalosophy and that economic
development did not quite make it to our shoreshatend of the I®century, for
instance, a Maltese ‘nobleman’ by the name of $ateaFrendo de Mannarino wrote
a treatise on primary education arguing againstettiension of schooling to all and
sundry, for then people would aspire to move outhef class in which Nature and
divine Providence had placed them. These ‘spostai’he calls them, would scorn
manual work, so that no one would be left to figiees, sew clothes, or repair shoes.
Education, argued Frendo de Mannarino, was theteelp people be happy in the
class they were born in; any other way would leaddcialism, which ‘wishes to
remove every class distinction designed by God ldifms His eternal Book’ (Frendo
de Mannarino, 1898, p.17).

A new basis for differentiating: ‘merit’

The French and Industrial Revolutions brought ieirttwake new ideas, new social
classes, and new opportunities (Beaud, 1984; Hobshal996). The bourgeoisie,
long frustrated by a situation where they held ricial but not political power,
reconstructed the social order around the prineipbe rather, as it turned out to be —
the myth, of equality. Social positions were nogento be ascribed by birth, but by
merit. In this conception of things, ‘ability’ plag a key part, and was now
considered to be an internal characteristic beglotwe nature irrespective of the
social class of individuals. Status was to be aade not ascribed. Nature here no
longer implied a theocentric conception, since #swncreasingly falling under the
control of human beings through such discoverieshassteam engine, electrical
power and so on. Theoretically, therefore, the @hgiositions in society would be
held by those who had the qualities required, ahaaling rather than the family was
to select and distribute such worthy individualsthe slots in the labour market
corresponding to their respective abilities. Thigswa new social order created by
people, not by Divine Will, which offered everybodyithout discrimination the
theoretical possibility of physical, intellectuaicamoral development to the greatest
benefit of society which, after getting rid of iteequalities, would be able to achieve
€enormous progress.

Schools thus early on took on the role of selecting stratifying children, and with
time developed an increasingly sophisticated arsgy@o) scientific vocabulary to
identify, test and measure ‘ability’ in order tosiify and legitimise the sorting of
students and the subsequent differential treatmested out. Instead of birth and
divine right, notions of equality, merit, aptitudeompetence and individual
responsibility rallied around a comprehensive idgyg| ‘meritocracy’. With the rise
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of anthropometry, craniometry, psychology and psyeétrics, and especially under
the influence of social Darwinism, it became eaBderthe powerful classes to justify
social differences and inequalities by referringptocesses of ‘natural’ selection of
the fittest, where the domination of some by othees considered to be natural,
inevitable and legitimate. Men like Gobineau, GaJtBinet, Mendel dedicated their
energies to developing instruments which measuiiéerehces in ability, rather than
to finding out the possible causes of such diffeesn Words we use today without
feeling the need to justify them - including ‘nodmeurve of distribution’,
‘intelligence quotient’, ‘intelligence scale’ — kwotheir origins to this time, and are
steeped in the ideology that gave birth to therthenfirst place. Children were, with
time, no longer referred to as ‘stupid’, but ratherunmotivated’, ‘educationally sub-
normal’, ‘learning disabled’. Whether the descriptased were crass or euphemistic,
the underlying theme was that you were either bwith ‘it’ or you were not, and
both justice and efficiency were served if thoseowiad ‘it made it to the top, and
performed the most difficult and socially respotesibf tasks.

This ablist orientation became entrenched in Medtéhe 1930s when A.V. Laferla,
then Director of Education, followed the lead oé tBritish Hadow Report of 1926
and proposed the division of children on the grauaflability (Sultana, 1992; Said,
2001). The new emphasis in British educational ¢gfureflected the economic
depression raging across the world, and hencesstiegalism, vocationalism and the
importance of bringing into the school elementstted world of the child — both
physical and mental. This implied a diversification curricula depending on the
student’s ‘abilities’ and orientations. LaferlRgport of the Working of Government
Departments 1929-30, M1ff.) looks back at ‘the terrible legaaf the past’ where
‘everybody had been dealt with alike’. This had teda number of shortcomings:
everybody received an education which led nowherpgaiticular; no discrimination
was made between the ‘intelligent’ and the ‘stupi#tween girls and boys, between
those who were destined for further education drubd whose place was in the
workshop or field. Such an education led workingssl boys to aspire for middle-
class occupations, and hence to despise theirrgatbelling. Girls were not being
prepared for the home, and as a result held hou&ewocontempt. A differential
school diet was thus introduced, reflecting noyathss but also gender prejudices of
the day. Of course, there were model educators effered alternatives to such
prejudices: Manwel Dimech and Dun Gorg Preca weeerful and avant-garde
contestants of the ablist perspective promoted ferda, and did much to
democratise knowledge (Zammit Marmara, 1997; Saltd997a). But in many ways
they were marginal and their ideas, while takingtravere not legitimised by the key
institutions of the time.

The understanding of ‘ability’ as a quality intefna the individual, as being fixed
and measurable was strengthened by the populansatithe myth of the so-called
Intelligence Quotient (1Q), and by theories of na¢mtevelopment proposed by Piaget
— or at least particular readings of them. Coustiaanbers of teachers in Malta have
been brought up to consider ‘ability’ as dependenbiological stages through which
children go through as they grow up, where theeeiaternal age-related restrictions
on learning. Up to this day, few have been expdsed different understanding of
ability as an unknown potential the developmenivbich depends on the cultural
context in which it operates. Vygotsky (1978), tinge with his colleagues Leontiev
and Luria, developed their understanding of meataility in post-revolutionary
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Russia and by the 1930s and 1940s had argued pmmlyathat changes in the
pedagogical context in which learning took placéedained the extent to which an
individual assimilated new knowledge and skillsclswconclusions were based on
path-breaking teaching experiments with mentaligdtdled’ children (at what was
then one of the first Institutes of its kind in tiverld) and with ‘uneducable’ peasants
in the Mongol plains. Modelling their pedagogy ¢ teaching relationship created
between mother and child, Vygotsky and his collesghypothesised a ‘zone of
proximal development’, arguing that the crux ofrieag was not the innate ‘ability’
of the child, but rather the skill of the teacherprovide an effective support as the
learner moves from one form and level of understanptb the other (Moll, 2001).
They were convinced that a child’s intellectual grdgial could not be assessed
independently, and that what was important wasléwel a child could attain in
collective activity, with adult assistance and # of imitation. Simon (1986, p.114)
synthesises well the views of the Soviet schoolmwslee argues that ‘what the child
can do in co-operation today he [sic] can do atoneorrow. Therefore the only good
kind of instruction is that which marches ahead®felopment and leads it, which is
aimed not at the level the child has attained, sisally advised, but at ‘ripening
functions”.

Vygotskian perspectives have not made much headwayalta, except perhaps

tangentially in the field of language developmemidges. Indeed it is only recently
that the work of this Russian team has been redesed in the West (Wertsh, 1983,
1991; Kozulin, 1990; Daniels, 1993), partly throutite efforts of the American

Jerome Bruner (1960, 1990) who popularised the salgnt elements of the theories
in question, and who argued that as teachers we ‘begin with the hypothesis that
any subject can be taught effectively in some lie¢ghally honest form to any child at
any stage of development’ (Bruner, 1960, p.33). &gwof course, had made much
the same argument much earlier, building on a psaiginphilosophy in order to

claim that surprising advances in learning can tpkece if only students were

allowed to collaborate together in the applied deéor meaningful knowledge.

Clearly, the ease with which we label learnersatde’, ‘less able’, as ‘low achievers’
or ‘under-achievers’, depends at least partiallywdrich of the three meanings of
‘ability’ we choose to adopt. The first two curremtf thought lead to a preoccupation
with measuring, predicting performance, selectind ehannelling children, practices
which, | have argued elsewhere (Sultana, 1991, ,19927b), still constitute the key
distinguishing characteristic of the Maltese edceatl system, even though, under
the impetus of two key documents — namdlgmorrow’s Schools: Developing
Effective Learning Culture¢Wain et al, 1995) and the new National Minimum
Curriculum (Ministry of Education, 2000) — we mighéry well be embarking on a
historic shift away from such a paradigm. Vygotsk@erspectives and most recent
work in cognitive and constructionist psychologgad us away from this legacy,
which gives way to a preoccupation with developitg right pedagogy and
providing the most effective resources for learnilge now look at ability as a
construct, and try to trace the elements whichrdaute to, or limit, its growth. In
other words, if a child fails to learn, we should Quicker to point a finger at
deficiencies in our pedagogy and in the learningtext that we construct rather than
at imputed deficiencies in the child.
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Let us look a little closer at the basis for sugtirmism, how such an approach has
been developed more recently by the likes of Howaaddner, and how such views
help us explain underachievement as a functioneafagogy, and not of innately
determined intelligence. A key Vgyotskian notiorthat cognitive development takes
place through interaction with more knowledgeahileers, and that knowledge is
embedded in the action, work, play, technologerditure, art and talk of members of
a given society (Vygotsky, 1978, 1994). Such cadieclearning activity can be
represented to children in various ways, namely:

» through a symbolic presentation which is tied te tkealm of formal symbols,
predominantly language;

« through an iconic presentation which is tied tousismessages in the form of
drawing or figures, and

» through an active presentation which is tied tapecal work

The problem with schools—and especially with thegstems whose curriculum and
pedagogy are still entrenched in the ‘magisterieddition—is that they generally
emphasise symbolic and, to a lesser extent, icoodes of representation, effectively
excluding large groups of students whose abilitsn only emerge through
engagement in alternative forms of pedagogic ps®EssThis cultural difference
between groups identified by different learninglesdyis not due to divergence in
innate abilities. Rather, patterns and levels aiking are products of the activities
practised in the social institutions in which thedividual grows up. Bourdieu’s
notions of ‘habitus’ and ‘cultural capital’ (Boumil, 1977, 1984), or Bernstein’s
notion of ‘codes’ (Bernstein, 1990), help us untierd that some of these differences
in learning styles are linked to social backgrowamdl to material practices. Some
children will grow up in an environment where preak thinking will predominate,
since their cultural milieu is characterised by finactical manipulation of objects. A
middle class child’s cultural environment is, imnt@st, marked by an emphasis on
more abstract forms of theoretical activity, whigh turn induces more abstract
thinking (Luria, 1976, p.xiv). Both children can dertake complex reasoning
processes, but according to the Vygotskian schioey, do it differently: ‘The average
middle class child begins his/her schooling witle thttitude that problems are
something you solve by first talking about them #émeh doing it, while the average
working class child has learned that you solvepitublem by acting and then talking
about it’ (Luria, 1976, p.28).

More recently, the pedagogical innovations condiictmder the leadership of
Howard Gardner in the U.S.A. have shown the extgtef ‘multiple intelligences'—
ie. different and distinct ways different people/éaf ‘knowing’ and understanding
the world. In a number of fascinating publicatio@ardner (1983, 1993) identified
nine types of intelligencésand argues that the question of under-achievement
school should not be addressed by measuring geeltie, but by identifying the type
of intelligence that a learner works with. It beaantherefore, a question of finding
the appropriate teaching style to use, given tamlag style of individuals. Failure to
learn is not a question of lack of intelligencet tather the inability of the teacher to
adopt the right pedagogy.
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But is everybody able? The social construction of
difference

Those of us who have been raised up believing ititalectual ability is not only
innate (if not inherited) and measurable, but camsand largely immutable (i.e. the
‘either you have ‘it' or you don’t’ approach) find difficult to accept the optimism
encouraged by Vygotskian perspectives. Our expegien classrooms seems to
support rather more easily the first two traditiasfsthought rather than the last
identified above. There are children who grasp idliately what we say, and other
who no matter what we do, it seems, simply canndeustand or assimilate. Indeed,
our classroom experiences might lead us to thirnkefbelief in the learning potential
of all children as superficially progressive butpmefoundly cruel. For is it not cruel
to expect the same standards from all studentsy Wiey are so clearly different?

Such humanist concerns need to be problematisetherfirst instance, we must
realise that our classrooms, curricula and pedagbgractices are structured on our
underlying beliefs regarding ‘ability’. We shouldtrbe surprised that our experiences
as teachers ‘confirm’ the first two traditions @o#ld above, given that they are
predicated on them. If we were to operate within environment where the
assumption was that everybody can achieve a destantlard of education, where
classrooms were well equipped, where expectatidnallochildren and from all
children were high, where teacher-student ratiosreweealistic, where the
preoccupation is not with competition, and withtswy, selecting and channelling but
with teaching, then | am sure our classroom expees would tend to confirm the
third tradition. In other words, ‘experience’ — whi we as teachers adopt as a
respectable and trustworthy referent, especiallgntontrasted with that dirty word
‘theory’ (Hargreaves, 1984) — is no guarantee tvat have got it right. For
experience, like common sense, encapsulates waeldsy It is a construct of the
world we live in and at the same time constructu®that very same world.

In the second place, a grasp of educational higeaghes us quite clearly that our
beliefs about the ‘ability’ of children to follow set course of studies has changed
dramatically from time to time, and that thesetshifi expectations had nothing to do
with the innate intelligence of learners, and alldb with political ideologies and
economics. Accepting for a moment that a Universityication represents the most
intellectually challenging course of studies that country can provide, it is quite
significant that patterns in access to the ‘holyhofies’ have changed so radically
over the years. In 9century Malta, only a few were considered to beleato
follow a University education with profit. The samas true of most other countries
in the West at that time. It was then believedhasquote from Frendo de Mannarino
above graphically suggests, that extending an é¢iduce all would lead to a collapse
of the ‘order of things’. Of course, those who mgated this belief were those who
had much to lose if the ‘order of things’ did chah@his led to a situation where the
privileged classes in Malta siphoned off most & #tate aid to education. As the
University Senate noted/ice-Chancellor's Annual Repri892-3, pts.12-13), ‘if the
available funds were not limited, if the childreinttoe poor were all enabled to receive
free primary education, if the teaching applianeesl the school buildings left
nothing to be desired, and if the pay of the teexchas adequate in all classes, such a
distribution might possibly be defended. These damts are, however, quite
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unfulfilled and, for this reason, there must beagé number of children for whose
education the State makes no provision whatevle.State pays from 5 to 30 times
as much for the children of the comparatively weldo portion of the population as
for children of the poor. This is an absolute reaéof the principles upon which the
systems of national education of all countriestased’.

The decision as to who is capable of receiving jamditing (in the many senses of
that word) from what type and level of educatiomg & om provision of financial and
other resources to that effect, depends rather orothae ability of powerful groups to
cream off the goodies than on questions of abilitye ideology of ‘ablism’ which we
operate with is, in this sense, a superstructigeted to justify and legitimise a power
structure, a re-wording and re-naming of socialbpstructed injustice in terms of
personal deficits. Thus, X does not make it at sthdoes not achieve university-
level education because X is somehow ‘deficienteliectually not ‘able’, rather than
because it is not in Y’s interest that X, and mig; make it.

The class and gender politics behind our notion&oliievement’ become crystal
clear when we consider the ways in which womentaedoopular classes have been
excluded from educational avenues in the past\itk,a change in political ideology
—often fuelled by a change in economic circumstaneenave then been included.
These are changes in ideology and beliefs, noalmlity’. The post-war economic
boom, the liberal and progressive movements th&iwed, the belief that we are
heading for a post-industrial, high-ability, higlage society and the faith that
investment in ‘human capital’ (now called ‘humarsoaerces’) leads towards further
economic progress, all facilitated the democratisadf universities. As a result, ever
increasing numbers of students were admitted tbatgrlevel institutions. The
characteristic enrolment rate in higher educatiofEurope and the United States in
the 19" century was 2%. By 1984 this had risen dramaticath that more and more
from the 18 to 24 year-old bracket were receivinghaversity education. This is true
of the USA (44% of young people are at Universitig Netherlands (22%), Japan
(21%), France (15%) and the U.K. (15%), to mentoty a few countries (Halsey,
1991). Such policies of expansion are not innodiety remind us of the problems of
the scourge of qualification inflation and what Pofl1976) has aptly called the
‘diploma disease’, where education becomes a pasiti good, a new way of
maintaining and justifying old inequalities. Sucblipies remind us also of the way
governments use educational institutions as coewenholding pens to ‘store’
unwanted resources during periods of high unempémgm The expansion of
university education as much as the raising ofsttteol-leaving age give the state an
innocent — even progressive — looking excuse tp keeing people off the streets.

Despite their dark side, expansionary policies dtp lus make the important point
that ‘ability’ is rather more a function of eduaatal policies than of individual

persons. They help discredit the traditional vieattthere is a limited ‘pool of talent’
in a sea of mediocrity, that there is a ‘normalfveuof distribution where a few are
brilliant, and most fall in the middle range of llgi Expansionary policies also give
credibility to the claim made by some cognitive @sylogists that we barely develop
a fraction of our intellectual potential, and thlé unfolding of human capacity is
limited mainly by external circumstances — suchsasial hierarchy and cultural
attitudes — rather than by the grey matter we caside our heads. ‘Given the right
motivation which’, argue Brown & Lauder (1991, p1& socially determined, at
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least 80% of the population are capable of achgewime intellectual standards
required to obtain a University degree... This vievsupported by comparative
evidence which shows significant differences in fhreportion of students from
different advanced industrial societies participgtiin higher education. Such
differences need to be explained in terms of thaasocultural, and institutional
differences between nation states’. For, as SdB82, p.22) has argued, it is ‘social
hierarchy and the world views associated with tt trestricts the unfolding of human
capacity, and not the limitations of natural endcmih

A focus on differences in learning styles and
strategies

The case of the expansion of higher educationnatemnally is a powerful reminder,
then, of the social and economic processes involvedhe definition of, and
expectations about, intelligence, ability, and pegppotential. | am not arguing that
there are no differences in intelligence, or inetypf intelligence, or in learning styles
(see Bonanno, this volume). Some will learn sonegthfaster and more thoroughly
than others through the use of one type or othepeafagogy. Rather, whatam
arguing is that we know so little about intelligertbat it would be foolish for us to go
about measuring it. It would be equally foolishuiederestimate children’s ability to
learn. A student who fails to learn in one paréewituation, with a teacher using a
particular pedagogy, will ‘miraculously’ grasp thencept in another situation, within
or outside of school. In other words, children féovin different ways and in different
environments, bugll of them have it in them to bloorunfortunately, however,
school systems are generally organised on the peertfiat few are capable of
significant practical and academic achievemengreétive thought and skill, and of
taking responsibility for informed judgement. Rattigan focusing on the individual’s
attributes — intellectual, cultural or otherwis&-explain under achievement, we need
instead to look at the institutional and socialteats in which the learning process is
taking place.

How then, do we reach out to those students whaatdlooming in our schools?

The reflex action in our educational system hasbather to ignore them, to place
them in separate educational spaces (e.g. lowearss, opportunity centres, trade
schools and so on), and to offer them compensatanycomplementary — education.
Bernstein (1970) and others have correctly poirgatl that the creation of such
separate spaces leads to a situation where chitdeemd their parents and families —
are treated as ‘deficit systems’. Such ‘culturaprieation’ theories generate labels
which add further to the burdens of the childrerdengéo wear them. | have myself
documented these educationally destructive prosessdalta’s trade schools, where
young people — labelled as low-achieving ever sith@r primary schooling, have

owned and integrated that label to such an extstt they do not believe in their

ability to learn and have given up on formal sciap(Sultana, 1992).

While we must not let the proposal of compensatatycation distract us from the
necessary reform of schools, we must not acceptliglieally that because we are
now changing our views on ability, all studentslwtiart achieving. The critique of
compensatory education for the under-achievingnjgortant to the extent it helps us
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focus on the deficits in the educational systerhemthan in children. But it must not
lead us to treat everybody in the same way simplyabse we wish that everybody
was equal! We would there be guilty of what Bouudée Passeron (1977) have called
‘symbolic violence’, for to hold such views woule Bantamount to insisting that
everybody should run the same race and depart fhensame starting line because
we believe that everybody is equal. But, in a wvel sense, it is this very mirage of
equality which recreates inequality, and which &atildren to believe that they are
incapable! As Halsey (1988) points out, this doesmean that we therefore believe
that children arepersonally deficient, but rather that they are victims sicially
created deficits. And from this we can infer that such dié can besocially
remedied- through such means as positive discriminatidngcational priority areas,
and so on. These, on their own, will never be sidgffit. But through them we engage
in the very real politics of educational resourcinge. who gets which resources for
what ends.

Reaching out

| have spent a lot of time covering the theoretgralund of this area because | firmly
believe that all of us — whatever our respect bentise for theories — go around with
theoretical assumptions in our heads, and it iseghgften unexamined assumptions
which lead us to adopt one set of actions rathan #inother. | trust the above has
helped us re-examine the kinds of beliefs we hav@uiability and achievement.
Following from what has been argued thus far, dusth be clear that we can never
really gauge the learning ‘potential’ of a childyr fthe term ‘potential’ implies a
judgement about a future we can have little knoggedf. It should also be clear that,
given the orientation of our segregationist edaceti system, we are more likely to
underestimate rather than overestimate a childigity to learn. Furthermore, there
are curricular and pedagogical issues that nedaetoaised in the whole question
relating to achievement. Thus, for instance, thecsen of knowledge we make, i.e.
the curriculum, does not represent the voices apdreences of all groups in Maltese
society, and that therefore these marginalisedsctasups are more likely to be
among the so-called ‘under achieving’ because fimglyit more difficult to relate to
the learning contexts we are offering them (seegB&r Mayo, this volume).
Similarly, our pedagogic practices serve to alienatass groups from learning,
especially when we emphasise abstract and symbualaes of representation rather
than practical, learning-by-doing types educatiwatexts. The issue of the language
medium of instruction is particularly salient hegéyen that the common practice of
teaching through English increases the disadvastafyat risk students.

What remains now is to suggest guidelines for rig@cbut to students who have been
disabled by the school contexts we have offereantlibus far. | will do this
schematically below, organising the results of mydanumber of studies in two
sections, referring to those strategies which tugresrally been foundot to work for
students at risk, and those which have tended t&.Wwdave drawn from a variety of
sources, the most useful being Levin (1987) andi®i& Madden (1989).
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What does not work

Make the under-achieving student repeat the year.

Use diagnostic/prescriptive pull-out programmes$eme students are removed
from the mainstream classroom environment for Ipagods of time and trapped
in ‘ghetto curricula’.

Assume that under achieving students will not b& do maintain a normal
instructional pace, and that therefore no timetablerogramme is required.

Reduce learning expectations of both the childxed their educators. Provide
learning situations and curricular material norppalsed with younger children
(as we still do in ‘Opportunity’ Centres.

Provide endless repetition of material throughi-dnd-practice, ensuring furtther
demotivation through a joyless and uninterestiitgps| experience.

Label remediation programmes in such a way thidrem and teachers involved
with them are seen to be inferior, to the exteat there is weak social support
for the activity, and low social status for the gmrs engaged in remediation.
Employ untrained teachers to work in these prograsm

Use in-class remedial programmes without a cham@estructional strategies.
Focus on remediation rather than prevention.

Tackle learning problems at the secondary sclevell Irather than before.

Avoid discussing the educational programme withepts of under achieving
students.

What works

School accepts responsibility to see that everpgueeeeds. No shifting of blame
on parents, television, students, or an abstraatatbnal ‘system’. There should
be written agreements clarifying the obligations pafrents, school staff and
students.

Recognise that success for everyone will not beapgh and that we must be
prepared to pay for additional resources if we lyealant to do away with
educational failure. Use excellent, qualified anativated teachers.

Emphasise prevention. Make sure that all studbaie the targeted level of
numeracy and literacy skills the first time theye d@aught these, i.e. nobody
beyond the first year of primary school should hdesic reading and math
difficulties. Programmes should be in place in Yédo ensure that students who
do not make adequate progress in reading receiveediate and intensive
assistance.
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Remedial programmes are a last resort, not a éng. Focus should be on
prevention. When remediation is used, it shoulgto®ided in addition to regular
classroom instruction, never a replacement foand it should be intensive and
temporary. In addition, and most importantly, itshibe characterised by high
expectations, providing high status for particigant

Develop curricula which are not only fast-paced Wwhich also actively engage
the interests of children and motivate them torlear

Use continuous progress programmes where stugemteed at their own pace
through a sequence of well-defined instructionajectives. A successful
programme sets a deadline for closing the achiememap so that ultimately
educationally disadvantaged children will be albebenefit from mainstream
education.

Encourage co-operative learning situations, weardents work in small learning
teams to master material initially presented bytéaeher.

Develop effective programmes, characterised byl-plehned, comprehensive
approaches to instruction.

Use short and intensive intervention periods inictvhto identity learning
problems and provide additional instruction.

Involve parents and teachers in an active mamagher than having a central
authority make curricular and programme decisidiee planning must be made
by the educational staff who will offer the progmae, and all available parental
and community resources must be integrated.

Wherever possible, use one-to-one tutoring. Tleessdd be teachers, but other
students, peers, parents and community volunt@ectuding senior citizens)
have also been found to be effective. Computestssiinstruction presents us
with new opportunities if used well.

Assess student progress frequently and use thdtsds modify instructional
content and pedagogy to meet individual needs.

Conclusion

It is quite clear that it is not only the way wenthabout achievement and ability that
has to be addressed and transformed, but the waydeeess the educational
challenge of combating school failure. Our educsticsystem has not really gone
beyond the exclusionary hallmark of thé"i@ntury, and our intra- and inter-school
streaming, our primitive and low status remedialaadion programmes, our reflex to
consider ‘difference’ as an excuse to channel stisdénto separate educational
spaces, are ample evidence that we have little fiaithe ability of the vast majority

of our children to achieve and to benefit from ns&@am schooling. It also shows
the extent to which we are failing to consider mstiously and systematically the
conditions and contexts of the educational enviremimAs educators and as citizens,
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we must mobilise our energies to ensure that fujeresrations will not look back at
us with disdain for failing to provide them with@mwf the most fundamental rights —
an education worthy of that name.

Notes

[1] This is a modified and updated version of a papst published as ‘Under-
achievement: are students failing school or aresgtiools failing students’,
which appeared in F. Ventura (ed.) (19%#8condary Education in Malta:
Challenges and Opportunitiedalta: MUT publications. Thanks are due to
F. Ventura and the Malta Union of Teachers for pesian to re-visit that
material.

[2] These are verbal-linguistic, logical-mathematiceisual-spatial, musical-

rhythmic,  bodily-kinesthetic, interpersonal, inteagonal, natural
classification, and spiritual intelligence. Thistlis not conclusive in any way.
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Assessment Issues in Maltese
Secondary Schools

GRACE GRIMA

What is Assessment?

Assessment involves the use of a number of toolsprovide
information about the progress and achievementunfests. It is also
used to evaluate the teaching and learning prauesgive feedback to
teachers, administrators and parents both abou¢éneing of students
as well as about the effectiveness of the teacf@igetcuti & Grima,
2001, p.1).

A wide range of tools or methods is used to evaluwtdents’ performance and
attainment. These include ‘formal testing and exations, practical and oral
assessment, classroom-based assessment carrieloy detachers and portfolios’
(Gipps, 1994, p.1). Classroom-based assessmertd, referred to as teacher
assessment or school-based assessment, inclutigs@stons in class, observations,
interviews, written assignments of various fornsldivork as well as practical work
in laboratories and workshops.

Why do we assess?

Numerous assessment tools have been developedrandsed for the different

purposes. The main functions of assessment aee listre:

1. screening which is the process of testing groups of chiddr® identify
individuals who are in need of special help;

2. diagnosis which involves using tests to identify individuathildren’s strengths
and weaknesses;

3. record keepingto provide information for others;

4. feedback on performance about both the child’s progresd #re teacher’s
success;

5. certification to provide a student with a qualification whidlgrsfies that he or
she has reached a certain level of competenceostlkdge;

6. selectioninto different institutions for further and higheducation.

(Gipps & Stobart, 1993, pp. 15-17).
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Current Assessment Practices in Maltese
Secondary Schools

In the Maltese context, assessment is closely dirtkean examination system that is
dominated by certification and selection. This i do the high stakes examinations
that are found at the two ends of secondary educati

e The Junior Lyceum Entrance Examination and the ComnEntrance
Examination, which take place at the end of Primsciiool, form part of the
assessment experiences of many Maltese childreh.@@minations have a high
profile and are considered to be extremely impaitathe eyes of the public. The
former qualifies candidates (males and females) dotry into State Junior
Lyceums and the latter qualifies male candidatesfdry into Church Schools.
This selection process at age 11+ is based onhildren’s performance on these
one-off examinations. It has significant life-lomgplications for those candidates
who make it as well as for those who do not.

« At the end of their secondary schooling, studerdamfthe three Sectors (State,
Private and Independent Schools) sit for Secondadycation Certificate
examinations, set by the local MATSEC Examinati@usard and other foreign
boards. These external certifications also provadether process of selection
because currently, passes in six subjects (Enghdhltese, Mathematics, a
science subject, a foreign language and any anstligect) in practice constitute
the compulsory entry requirements into post-secgnelducation.

Other assessment practices feature in the fiveqyeaod that characterises our local
secondary education system. The list that is ptedeibelow is taken from a

document prepared by the National Steering Comendtethe Implementation of the
National Minimum Curriculum (2000):

» Teacher Assessment is recognised and is recordegants for parents alongside
examination results. However, school policies oracher Assessment do not
appear to be clearly defined.

* Informal tests in class are one of the more evidetituments that teachers use in
their assessment practices. These tests are usediagostic tool.

* End-of-year examinations are more formal, partidulan the final years of
Primary schooling and during the Secondary Scheats:

» It appears that most of these formal examinatioespgn and paper exercises.
However, an aural/oral component features in laggsiaand practical sessions in
certain subjects such as Art and Home Economicstake place.

* The weight given to coursework in school assessnsentt uniform throughout
schools. Generally, coursework is considered mdéra component of Teacher
Assessment than as a set component of formal egdasfexaminations.

(Working Group 03, p.6)

The same document also makes reference to the ldelomg certificate, which is
based on the performance of the Form Five annuaineations and the Record of
Achievement, which is used in some secondary sshoolsubjects in which there is
no formal final examination.
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Critique of Traditional Uses of Assessment

The over-reliance on examination performance arsult® for certification and
selection purposes is not exclusive to the Malezkecational system. These were the
two main uses for assessment traditionally, how@&veecent years grave concerns
have arisen about the negative effects of exanonstiChetcuti & Grima (2001)
explain that research has consistently shown tkerhanations can have a number of
adverse effects on students, teaching, learning camdculum. Examinations can
cause labelling of students (Gipps & Stobart, 198&aching to the test (Madaus,
1988); shallow learning (Gipps, 1994) and they db give a true picture of what
students have been able to learn (Broadfoot, 1998thermore, they have resulted
in “a disproportionate amount of teacher time beadegoted to coaching students to
perform better on these tests and students deviiieig energy to practising test
items likely to appear on the test rather partigigain more useful classroom
activities” (Cunningham, 1998, p.125).

A comprehensive review of the difficulties inherémteducational systems that rely
heavily on test and examination performance is mgiby Black (1999). These
difficulties have been grouped into three categorie

Category Onerelates to the issue of effective learning:

» Teacher tests encourage rote and superficial kegrni

* The questions and other methods used are not shategen teachers, and they
are not critically reviewed in relation to what yhectually assess.

* There is a tendency to emphasise quantity of work ta neglect its quality in
relation to learning.

Category Twoincludes difficulties related to the negative irapaf marks:

» The giving of marks and the grading functions arereemphasised, while giving
of advice and the learning function are under-esita.

» Students are compared with one another, which igigisl competition rather than
personal improvement. Such feedback teaches stidétht low attainments that
they lack “ability” and that they are not able ¢éaun.

Category Threerefers to the managerial role involved:

» Teachers’' feedback to students often seems to ssoe@l and managerial
functions rather than learning.

* The collection of marks to fill up records is givgmeater priority than the
analysis of students’ work to discern learning regat some teachers pay no
attention to the assessment records of previoadees of their students.

Alternative Forms of Assessment

Concerns about the negative impact of examinatioamge led to a search for
alternative forms of assessment. This search farways of assessing students is a
result of the change in “our underlying conceptia@iidearning, of evaluation and
what counts as achievement” (Gipps, 1994, p.15Bgteliti & Grima (2001) explain

139



Assessment Issues in Maltese Secondary Schools

that the new models of alternative assessmentasedbon a number of principles.
These are summarised below:

1. The idea of multiple intelligences:

The idea that intelligence is a single fixed atitébthat can be measured in a reliable

and objective way is no longer valid. Furthermdeydner (1999, p.96) argues that

most formal testing engages primarily the lingaisand logical-mathematical

intelligences. He suggests that poor endowmenhenar both of these intelligences

is likely to result in a poor performance. His necaork on multiple intelligences

identifies a wide range of mental faculties or liilgences:

* language (linguistic intelligence, as exemplifigdebpoet)

» logical-mathematical analysis (in a scientist, reathtician, or logician)

» gspatial representation (the painter, sculptor, isgch sailor, geometer, or
engineer)

* musical analysis

* Dbodily-kinesthetic thinking (the dancer, athleteénm, actor, surgeon, craftsman)

» interpersonal knowledge (of other persons, assalesperson, teacher, therapist,
leader)

» intrapersonal knowledge (the ability to know onedesires, fears, and
competencies and to act productively on the bddisab knowledge)

Gardner (1999) suggests that new assessment paci®uld focus more on the
process of learning rather than the product and ate different tools to assess
different forms of intelligences.

2. The “constructivist” idea that students learn anadrpret ideas based on prior
knowledge:
This approach implies that assessment strategeddsbe based on processes rather
than on knowledge. Black (1999) describes this rhadeoriginating from the ideas
of Vygotsky (1962) who started from a view thatrfeag proceeds by an interaction
between the teacher and the learner. His approactbe linked to another concept
introduced by Wood®t al. (1976) who used the term “scaffolding”. The teache
provides the scaffold for the building but the Hing itself is constructed by the
learner. In this view, assessment involves personaimunication with individual
students intended to directly improve instructi@uigningham, 1998).

3. Learning takes place within a social context:

Children learn in a social context. The differemtial and cultural milieus can affect
the way in which individuals learn as well as thaywin which they respond to
assessment practices in school. “Assessments bawe tery carefully framed, both
in their language and context of presentation dytlare to avoid bias, i.e. unfair
effects on those from particular gender, socidiniet or linguistic groups” (Black,

1999, p.123).

4. Resolving the tension between formative and sumenaisessment:

Summative assessment serves to inform an ovedagkejuent of achievement, which
may be needed for reporting and review, perhapdsramsfer between years in a
school or on transfer between schools, perhapgréividing certificates at the end of
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schooling. Such test results may also be used udging the achievements of

individual teachers or of schools as a whole. Foraassessment is concerned with
the short-term collection and use of evidence tierguidance of learning, mainly in

day to day classroom practice (Black, 1999, p.118).

In summary, the principles outlined above poina tmodel of educational assessment
which focuses on the process of learning rather traonly on the outcome. Such a
model should:

» Capture arich array of what students know anddean

» Portray the processes by which students produck. wor
» Give the right message to students about whatpsitant.
* Have realistic contexts.

* Provide continuous information to chronicle devetgmt and provide
effective feedback.

» Integrate assessment with instruction (Arter & Sj@n1992, p.36).

According to Chetcuti & Griffiths (2000) a pedagadtmt encourages such a model
of educational assessment needs to be based tiltlveing principles:

* Relating teaching, learning and assessment to eetyaof real life contexst
taken from situations with which the students asticular classroom are
familiar. This will enable students to see thevafece of what they are doing
and use it to enhance their own learning.

» Developing a constant dialogue between studentdearhersso that
students can get continuous positive feedback aheutlearning and be able
to build a positive self-image of themselves.

» Making use of multiple forms of teaching resourtesning styles and
assessment his will enable all students to show what thepw, understand
and can do in a positive manner.

» Actively involving members of the community sucbaaisnts within the
educational community of the scho®his will allow students, teachers and
parents to work collaboratively on a number of gctg which will enhance
the school environment and make it a better placsttidents to develop in.

* Allowing students a greater sense of ownershipéir town learning,
allowing them to make decisions and choices withenclassroom and the
school and giving them a chance to develop anysskild talents which they
possess. This encourages difference rather thatiitepor “stereotyping”
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and places value on the differences among indilsdua

» Actively involving teachers in any policy makingaeding pedagogy and
assessmerso that they will make any curriculum and pedagodgipduced
their own and make it work in their classrooms acldools.

The Philosophy of the National Minimum
Curriculum

The ideas about assessment which are expressedheinNational Minimum
Curriculum (Ministry of Education, 1999) are indinvith current ideas developing in
the international arena (see Gipps, 1994; Gipps&gtly, 1994). They are based on
the principles of a new model of assessment théiaged on the philosophy that
assessment does not stand outside teaching amuntpasut stands in dynamic
interaction with it. This model has a constructiveus where the aim is to help rather
to sentence the learners. In this new model, th@hesis is on the learner's
achievements relative to him or herself rather tteaathers or in relation to defined
criteria.

The pedagogy that is implied in the new curriculums one that:

* is democratic This means that it caters for all students ndy dmose who are
labelled as good students.

* one that strives to strengthen competency and sa$samers holisticallyIn this
context, all students are deemed able to make ggegbecause intelligence is
seen as multifaceted and not based on an inhexedtdttribute.

» one that promotes deep rather than shallow modésaofing and teaching
This point merits elaboration as it forms the baihe pedagogy of teaching and
learning necessary in our schools and the assetssinategies that are needed to
support it. (The following section is adapted fr@ipps, 1994).

The Building Block Model of Learning which is asgded with the psychological
theories of the 1920s assumed that learning islimed sequential, that complex
competencies could be broken down into discretbssl@arnt separately, and that
teaching and testing should focus on separatesskkaminations were developed
with the assumptions that pupil performance coudnfeasured in a reliable and
objective way and that mastery on the test itemgli@d mastery on the intended
skills and concepts. This model had its shortcomifay experience showed that
assessing separate components encouraged thenteathsolated components and
that this was not sufficient for learning problewiving or thinking skills. Reality
also showed that in many cases, shallow learnirgytaking placeShallow Learning
takes place when students are able to work thraagrcises routinely without
understanding fundamental principles. Essentialthen shallow learning is the
acquisition of principles without deep understagdin
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Current learning theories show that isolated fagikkly disappear from memory
because they have no meaning. Furthermore, shdéawing does not lead to
application of knowledge, critical thinking and plem solving. Now we know that
learners learn best when they actively make sehseew knowledgeThings are
easier to learn if they make senddeaning makes learning easier because the
learners know where to put things in their mentahfework. Thinking about the
meaning of what is being learnt leads to deep iegrrAmong the characteristics of
Deep Learningwe find:

The intention to understand the material for orfesel

Critical interaction with the content.

Relating new ideas to previous knowledge and egpee.
* Integrating new ideas to one’s previous mental maps

The development of intrinsic motivation, longeremion and positive attitudes to
continued learning are associated with this forrieafning.

In order to encourage learning for understandih@king processes and problem
solving, we must use assessment strategies thettlglirreflect these processes.
Assessment strategies need to be ones that redacenmphasis on the ability to
memorise and increase the emphasis on the thirdidgoroblem-solving processes.
The latter assess in more depth the structure aadityy of students’ learning and
understanding. This is known as assessment in supptearning. Such assessment
necessitates constant dialogue between teachereamers so that learners can get
continuous feedback about their learning.

These ideas are openly expressed in the new nhtiminégnum curriculum. Mary
Vella, Director of Curriculum Planning and Implent&ion, explains that in the
culture embedded in this document:

0] the primary aim of assessment will be to feed batdk our teaching
and learning strategies and methods;

(ii) we look out for what the learners are able to dberathan segregate
and exclude them for what they don’t know;

(i) the learners participate in self-assessment asabene to make more

and more choices and decisions in their learningni@ity of
Education, 1999, p.10).
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Assessment Practices in the National Minimum
Curriculum

In the National Minimum Curriculum, the call is fassessment practices which are
more formative in nature, focus on the individwerner, focus on process rather than
product and give a more holistic picture of what sludent has learnt. Principle Nine
States that:

An education which recognises diversity regardsfive assessment
as indispensable for the carrying out of a demacragenda. This
mode of assessment focuses on the individual studenmanner that
is beneficial to her or him...These modes of assessmde not
discriminate among students. On the contrary, tipeirpose is to
indicate the stage at which students had starteid phesent stage of
learning and the stage or stages they can reacdhein individual
process of educational development. Formative maoaes more
accurate in their assessment than those of a suwematture.
Formative modes give a holistic picture of the entts development
in terms of (1) how much the student has learnttk) manner in
which the student has learnt (Ministry of Educatib®99, p.37).

The National Minimum Curriculum makes other Statataen relation to assessment
policies and practices in Secondary schools. Thehi& Steering Committee on the
Implementation of the National Minimum CurriculurB000) has pointed out that
these Statements have received a great deal otiattesince the publication of the
document. The Statements are reproduced below:

 ‘The formative and summative assessments, togethdér examples of the
children’s work will be kept in a portfolio. Thisopfolio will be carried forward
by the children from one year to the next throudghba entire scholastic period.’
(NMC p.78)

» At Secondary level, one should persist in adoptitegsummative and formative
systems of assessment. This should apply to alisyeasecondary schooling.’
(NMC p.82)

* ‘In State (Secondary) schools, in order that schoah really serve as centres that
address children’s needs, the half yearly examonatias well as the annual
examinations at the end of the first, third andtioyear will be organised by the
schools themselves.” (NMC p.82)

* ‘The annual examination at the end of the secorul & secondary level will be
organised by the Education Division. The sole afrths examination will be to
indicate to the school how the achievement oftitdents compares with national
and international norms.” (NMC p.83)

« ‘Again in these State schools, the school leavixerénation will continue to be
organised by the Education Division.” (NMC p.83)
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e ‘The National Minimum Curriculum encourages dialedaetween those involved
in the different levels of the educational procédss dialogue should guarantee
continuity in assessment policies.” (NMC p.80)

* ‘A sense of continuity would enable students tdiseahat education is a process
and not a series of disconnected episodes. Throatighe period of applicability
of this curriculum, all those responsible for edigrain our country should adopt
those measures that ensure the fulfilment of thisciple. A more integrated
organisational structure needs to be developedngure the child’s smooth
transition from one educational stage to anotl{BiMC p.33)

These Statements necessitate several significamgels in assessment practices in
secondary schools. Among the challenges facingethashools, we find the
following:

1. What is meant exactly by formative assessment? Hoes it differ from
summative assessment?

2. How can we evolve a system of assessment thatité&ed continuity and
provides feedback to students a well as parentotrat stakeholders?

3. What will an effective system of portfolios entail?
(The National Steering Committee on the Implemeaortatof the National
Minimum Curriculum, 2000, p.11).

In the remainder of this paper, | address the qusaef each of these challenges.
1. Formative and Summative Assessment

The first point that | would like to make is thaetkey difference between formative
and summative assessment is not timing, but purpose effect. Formative
assessment is targeted at informing students aaheées about the learning and
teaching that is taking place with the aim of impng learning. Summative
assessment, on the other hand, is primarily ineblwéth informing third parties
about the achievement of students. The aim hdeehislp others feel better informed
about students. Judgements related to promotionsalattion are often associated
with summative assessment.

Summative assessméstassessment that reports the overall achieveoieitdents
at the end of a course of study (Chetcuti & Gri@01, p.81). Gipps (1994, p.17)
explains that it is used to provide information atloow much students have learned
and how well a course has worked. Rowntree (1988jgests that summative
assessment includes any attempt to reach an odesdtiption or judgement of the
student. In local secondary schools, teachers amtkists are familiar with different
forms of summative assessment.

Harlen (1995, p.16) summarises the characterisfissmmative assessment as
follows:
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» |t takes place at certain intervals.

» It relates to progression in learning against mutiiteria.
» It produces results for groups of students.

* It requires methods which are as reliable as plessib

* Itinvolves some quality assurance procedures.

» It should be based on evidence from the full ramigeerformance relevant to the
criteria being used.

Summative assessment plays an important role irevatiation of student learning
for it provides relevant measures of many importaatning outcomes. The validity
of the information provided however depends on tlaee with which such an
assessment is planned and prepared. The likeliobgateparing valid and useful
classroom tests, for example, is enhanced is &ssefi basic steps are followed.
These include:

» determining the purpose of the test;

« building a table of specifications, thus makinglexpthe skills that are being
assessed as well as the range of the syllabusagever

» selecting appropriate item types keeping in miredstudents abilities and needs;
and preparing a set of relevant test items to teebeeds of the test.

Although the process of writing good tests and erations involves training and
experience, numerous textbooks have been writtath@subject to help teachers in
developing valid classroom tests and school-baseammations [see Linn &
Gronlund (1995Measurement and Assessment in Teaghing

Formative assessment is different because it famtegral part of the learning
process.Formative assessmeig assessment that provides information to teacher
and students about the kind of learning that isntalplace in order to improve
learning. (Chetcuti & Grima, 2001). It is used edidly to feed back in the learning
process and feeds forward the goals to be achigggps, 1994; Crooks, 1988) The
British Educational Research Association Policy KTasroup (1992) defines
formative assessment as that which provides infoomafor teachers to use in
discussing progress with students and in plannppyapriate next steps in learning.
Essentially, it is an appraisal that is directedanls developing the student and
contributing towards his/her growth (Rowntree, 1988

James (1998) gives the following overview of forivatassessment:
» Itis essentially positive in intent for it is doted towards promoting learning.

It takes into account the progress of each chittithe effort put in.
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« |t takes into account several instances in whictageskills and ideas are used.

She explains that in this form of assessment, in&ion is used diagnostically to
help the student make progress. She emphasiseeititethat students need to come
to understand their strengths and areas for impnewt and how they might deal
with the latter in order to be able to make progréhey need to be(come) active
learners.

Harlen (1995, p.15) sums up the main charactesistic formative assessment as
follows:

» It takes place as an integral part of teaching.

It relates to progression in learning based onguaents that are child references.
» It leads to action supporting further learning.

* It uses methods that protect validity rather theliability.

» It uses information from students’ performance wadety of contexts.

* ltinvolves students in assessing their performamzkedeciding their next steps.
In a recent seminar conducted at the Faculty ofcEtion, University of Malta,
Murphy (2001) explained that formative assessmetiviies that aim to inform
teaching and learning need to form an integral parthe teaching and learning

process as depicted in the diagram below.

The learning journey

Ongoing formative assessment activities

She highlighted four key classroom processes that essential for formative
assessment to take place. These are:

» Elicitation — to establish what the students know, to iderdgirning objectives
and to help bridge the gap between their priorriear and their
current learning.

* Observation— to monitor the dynamic progress that takes placatudents’

understanding, to intervene when necessary andcoueage self-
assessment.

» Evaluation— to provide feedback and consolidate new learning
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» Reflection- to recognise success, to identify future leaymieeds and to link new
learning and future learning goals.

Murphy (2001) concluded that a large number of heagactivities have a formative
aspect, however they often require a reorientatiom normal practice for both
teachers and students.

2. Feedback

Feedback is a necessary component of formativessreemt. Black and Wiliam
(1998) explain that, in education, feedback refersinformation about the gap
between actual performance and desired performanaegiven domain that can be
used to close the gap in some way. James (1998) explains that ‘the intention of
all feedback is primarily formative: to improve tamg and performance’. Therefore,
teachers need to find out what kind of feedbaakast effective in helping students
to close the gap between their actual performanddlee desired performance.

James (1998%uggests that “feedback is most effective if it@mages students to
think about the task rather than to think aboutrtbelves”. The kind of task-related
feedback that is given is also important. AccordiogBlack and Wiliam (1998), a
number of points of practical advice can be extia@ped from the research evidence:

» Feedback is most effective when it stimulates atiwa of errors through a
thoughtful process.

» Feedback should concentrate on specific errors poat strategies and make
suggestions about how to improve.

» Students should be given as much help as they toease their knowledge but
they should not be given a complete solution as smothey get stuck. Complete
solutions means that students will not think thitotigngs for themselves.

» Students should be helped to find alternative swistif simply repeating an
explanation continues to lead to failure.

» Feedback on progress over a number of attempt®ie gffective than feedback
on isolated events.

 The quality of dialogue in feedback is very impattaoral versus written
feedback.

» Students need to develop skills to ask for helptarttelp others.
(adapted from James, 1998).

This list has important implications for markinglipg and practices in secondary
schools. Although it is a good idea to give oradieack to students this is not always
practicable nor is it always enough especially esomdary schools where students
see a large number of different teachers every Waytten feedback is therefore
something that needs to take place regularly. Jgi®@38) points out that what is
important is that it indicates to students whetea how their performance has fallen
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short of the standard and what specific stratetfieg might use to improve it. They
also need to be given opportunities to correctngorove their work. The evidence
suggests that giving complete solutions discourasjeslents from thinking for
themselves and therefore a better approach wouldobéraw their attention to
categories of errors and to give them suggestionstfategies for overcoming them.
Black & Wiliam (1998) conclude that teachers shogide narrative commentsn
classwork and homework not grades or numerical sadfeedback from teachers
needs to be of the kind and detail that tells thdent what to do to improve. Grades
alone, comments such as ‘good’ or ‘good effortir@rks such as 7/10 do not do this.
The information that is fed back to the studentndy feedback when it is used to
close the gap.

Sadler (1989) points out that since the aim of liee#t is to help the student to
improve, then the student must:

* Have a notion of the desired goal or standard
» Be able to compare the actual performance witldédséred performance, and

» Engage in appropriate action to close the gap evwlee two.

Crooks (1988) concludes that in general teachezd tee make more use of learning-
related feedback such as narrative comments asdulss of feedback for grading
purposes. Furthermore, the feedback must alwaysatedwhat the student can do to
improve his or her performance.

3. Portfolio Assessment
Portfolios are one way in which formative and sunineaforms of assessment may
come together. There are various definitions otfpbos. The main features of this
assessment tool are highlighted in the followinfinigon (my emphas)s
A careful and conscious collection of a studentskwvhich provides
a multidimensional picture of a student’s learnioger time, accounts
for both process and products, and includes thesagiarticipation of
students in their own learning (Jervis, 1996, p.21)
In essence, the important features of portfoliose athe following:
» They are a collection of work over time, rathemtlaaone off product.
» They show process as well as product.
» Students are involved in the selection processhand ownership.

* They indicate success and progress rather thamdail

* They provide evidence of critical thinking and seflection.
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» They provide detailed information about progresergiths and weaknesses and
targets of development to students, teachers, fgarand other interested
individuals. (adapted from Chetcuti &i@a, 2001, pp. 15-16).

Why do we need portfolios?

Chetcuti and Grima (2001) suggest that portfolielect the basic principles of

alternative models of assessment in the followiagsv

* They assess different forms of intelligences. Sitneyy allow students to select
the work that goes into the portfolio they allovetinto show what they know and
can do in different areas rather than only in lisga and mathematical skills. In
this way, they enable students and teachers tamexphultiple perspectives of
learning, thinking and teaching.

» The observational and anecdotal records that gogattfolios allow students to
show the process of their growth and developmestt téflects a constructivist
perspective of learning and teaching. They proddaace to view process and
learning as a dynamic, interactive and ongoingvagti

» They allow students to provide evidence of learnaigng place within a context
and the portfolio itself is developed within a cextt making the learning more
relevant. They give an expanded view of learningd aknowledge by
incorporating samples of work with different oriatibns.

» They allow students to engage in formative assesstheough a collaborative
dialogue with the teacher and they also providerarsative record of the work
done by the student throughout the year. The dpusmt of the portfolio
becomes a collaborative venture rather than a esingeessment made by the
teacher.

» They allow the students to engage in the proceseeftéction and to make
decisions about their own learning.

A portfolio, then,is a portfolio when it provides a complex and compredive view
of student performanda context It is a portfolio when the student is a participan,
rather than the object of assessment. Above ghioréfolio is a portfolio when it
provides a forum that encourages students to devbb abilities needed to become
independent, self-directed learners (Paulson, BadisMeyer, 1991, p.63).

Types of Portfolios

There are many different types of portfolios that ased to serve different purposes.
In this paper, an overview is given of the two migjoes of portfolios that are used in
the classroom: the presentation portfolio and tieegss portfolio.

The presentation portfolio

The presentation portfolio is a collection of wotke student and teacher believe to
represent the student’s best effort. The studenivedl as the teacher, are involved in
the choice of what to include in the presentatiorntfplio. Reflections on how the
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choices were made are also included in the pootfdlne presentation portfolio is an
opportunity for students to present their strengthd talents and to celebrate their
successes. The purpose of such a portfolio is fesgmtation to teachers, parents,
other students, and even perhaps prospective eergloyhe main limitation of the
presentation portfolio is that it only presents #tadent’'s best work. There is no
evidence to observe the process of learning angtgrdt showswhat the student is
capable of producing andot how the student went about producing the work
(adapted from Seely, 1994).

The process portfolio
The purpose of the process or working portfolidoiglocument the learning process
as the student engages in a number of activitresiginout the year:

A typical process portfolio contains initial plandrafts, early self
evaluations, feedback on the part of peers, teached other experts,
collections of works which students like or dislikeogether with

comments on reasons for the reaction, a recorthaf work, together

with any relevant comments, and plans for subsequejects whether
or not these are ever carried out (Gardner, 19992).

Whereas in the presentation portfolio studentscé#id on the selection process, in
the process portfolio, students reflect upon thawn learning processes. The
reflection is focused on what was gained in thenieg process, what steps were
accomplished, what would be changed in the futacevehat would be the next steps
in the process (adapted from Seely, 1994).

The major limitation of the process portfolio isatht is very difficult to establish
criteria and standards with which to assess th#&gbor The process of growth is
different for each student and it is very diffictdtplace a value for this growth.

In summary, the portfolio is an assessment toottvinvolves students, teachers and
parents collaborating towards a common goal — legrnit involves the preparation
of a document that shows the process of learnimg,strengths of each individual
student and the critical self-reflection that alfothe student to evaluate her or his
learning and set targets for future developmenpddding on its purpose and the
type of portfolio prepared it can be used to previdformation to future teachers,
teachers in different schools, parents, and prasgeemployers. The portfolio tells
the story of one’s growth and development as ankraand takes the reader on a
journey through the successes and achievemengbfiedividual student.

How can portfolios be successfully implemented?

Based on the literature review of portfolio assemstnChetcuti & Grima (2001)
suggest that the successful implementation of plastbssessment in our schools is
dependent on the following:

» Teachers need to have ownership and commitmerdrtiofo assessment if it is

to become the mode of assessment that it thedhgtmamises to be. Teachers
also need training in the development and inteapict of a portfolio system.
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» Students also need to be prepared. They need aware of what portfolios are
and the purpose for which they are keeping oneyTiezd to be helped to
develop skills of critical thinking and self-evatiomm and they also need to be
taught how to select and reflect on their work.

* In addition, the -curriculum design and developmemeds to take into
consideration that more time is made availablerfteractive tasks to be carried
out with students. These will require more resosiraed more funding for the
schools. Time and space also needs to be setfasidelogue and conferencing
between students and teachers leading to a cotig¢revaluation of their work.

Once these issues are worked out, then the parttzin really become part and
parcel of the learning and teaching process andiggda multifaceted method of
assessing the growth and development of learnBegly, 1994, p.73).

Conclusion

In secondary schools, assessment is indeed a pdweol that impacts directly on
life at school in numerous ways, by shaping theiculum, influencing modes of
teaching and characterising the learning that tpka&se. This chapter has attempted
to give an overview of the current situation in Mak secondary schools and to give
some understanding of a number of the changes atha@ our national minimum
curriculum. In my view, this is necessary becausdarrance (1996, p.115) points
out ‘the quality of these changes will depend ather perceptions of their purposes
and understandings of their broader curriculamitidss’.

Notes:

! The results of these examinations are used foimgakportant decisions.
2 A record of achievement is a cumulative and suriveaecord of the work done by
the student.
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BECOMING A REFLECTIVE
PRACTITIONER

DEBORAH CHETCUTI

Introduction

In recent years, one of the most influential ideagducation has been the idea of
reflection and the reflective practitioner. Resbhanas shown (Barnes, 1991; Schon,
1983, 1987) that a reflective teacher is more yikelbe an effective teacher. Student
teachers and practicing teachers are thereforeuesged to reflect upon their
teaching and upon other aspects of teaching amditheg The questions you may be
asking however are: What is reflection? Why is eetibn important? How can |
become a reflective practitioner? and How can céfle help my professional
development as a teacher? This chapter will try andwer these questions by
providing some background information on reflectaord some ideas about the tools
which can be used for reflection. The purpose o thapter is to introduce you to
reflection and to start you on the path of refktpractice which will help you to
grow and develop as a professional teacher.

What is reflection ?

One of the first educators to talk about reflectwaching was Dewey who defines it
as the ‘active, persistent and careful considanatioany belief or supposed form of
knowledge in light of the grounds that support(1933, p. 7). According to Dewey,
reflection involves a way of meeting and respondmg@roblems. Reflective teachers
actively reflect upon their teaching and upon thieicational, social and political
contexts in which their teaching is embedded. Adoay to Dewey, there are three
prerequisites for reflective action. These are:

* Open-mindedness: this is an active desire to ligienore sides than one, to give
full attention to alternate possibilities, and &rognise the possibility of error
even in the beliefs that are dearest to us. Beimjlective teacher means that you
keep an open mind about the content, methods aocegures used in your
classroom. You constantly re-evaluate your worthretation to the students
currently enrolled and to the circumstances. Youamy ask why things are the
way they are, but also how they can be made better.

* Responsibility: this involves careful consideratioihthe consequences to which
an action leads. Reflective teachers ask themselfagshey are doing what they
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are doing in a way that transcends questions ofddiate utility and in the light
of educational purposes of which they are aware.

» Wholeheartedness: a reflective teacher is not opeded and responsible merely
when it is convenient. Open-mindedness and respiihsiare integral, vital
dimensions of one’s teaching philosophy. The réflecteacher is wholehearted
in accepting all students and is willing to leaboat and affirm the uniqueness of
each student for whom she or he is responsiblgouf are a reflective teacher,
your teaching behaviour is a manifestation of ymaching philosophy and you
are unswerving in your desire to make certain thattwo become one and the
same.

The term ‘reflective practitioner’ became even mpapular in educational circles
when Schon (1983) began writing about reflectivacpice in education and other
professions. He describes two main kinds of refect ‘reflecting-in-action’ and

‘reflecting on action’. His ideas are based on alssumption that when we go about
doing the everyday actions of our lives we know wmha are doing. However, this
knowledge is tacit, implicit and often cannot bepleined; ‘our knowing is in our

actions’ (Schon, 1983, p. 49). Sometimes we thimdud these actions even when we
are doing them and this is ‘reflecting-in-actionhieh occurs when practitioners:

...think about what they are doing, sometimes eveilewdhoing it.
There is some puzzling or troubling, or interestpigenomenon with
which the practitioner is trying to deal. As (S)nes to make sense of
it, (s)he also reflects on the understandings whave been implicit in
his action, understandings which (s)he surfacéscises, restructures,
and embodies in further action (Schoén, 1983, p. 50)

In the classroom ‘reflection-in-action’ may takegé for example when the teacher is
trying to sort out a particular mis-behaviour a tlery instant that it occurs. ‘Because
teaching is complex and unpredictable, teacheraatamly entirely on routine ways
of coping with situations...(the teacher) needs testantly adapt one’s behaviour to
the situation and purposes at hand’ (Professiosak@pment Portfolio, 2000, p. 6).

A teacher may also reflect on her or his actiongseinospect, ‘reflecting-on-action’.
This places emphasis on the event after it hasatthappened. ‘Teachers, after a
lesson or after the day is over may reflect baclpanticular events, analysing where
difficulties arose, considering how they might hensounted and deciding on the
future directions their teaching might take’ (Psd®nal Development Portfolio,
2000, p. 6). This is important since it allowsdeers to critically evaluate their own
actions and make new sense and meaning of theiospphy of teaching and
learning. This is an important aspect of the pifesal development of any teacher.

Why is reflection important ?

Reflecting on the teaching and learning which tgiase in any classroom is helpful
both in terms of personal growth as a teacher dk asein the development of a
philosophy of teaching, learning, and curriculurh.can be a useful tool in self-
evaluation as well as a means of evaluating sanativhich occur in the classroom.
As stated by Connelly & Clandinin:
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For each of us, the more we understand ourselvdscan articulate
reasons why we are what we are, do what we do @ntesmded where
we have chosen, the more meaningful will the tesgtand learning
experience in our classrooms be. The process ofingadense and
meaning of the teaching and learning taking placgassrooms is both
difficult and rewarding. Much personal knowledgetagit, unnamed
and because it is embodied in practice, difficaitds to make explicit.
One way of coming to know ourselves is to thinkkbaad reflect on
our personal and practical knowledge. This is h#lpf understanding
ourselves as teachers and provides us with a n@gplaying a more
active role in curriculum development and prac{t@88, p. 11).

Reflection therefore helps us in three ways:

(1) It helps us to grow as teachdsscause it allows us to critically analyse thenéve
which are taking place in our classrooms. Thisvedlais to clarify our own ideas
about education and to critically examine our téaghmethods and materials.
According to Smyth (1989) as teachers describelysmaand make inferences
about classroom events, they are creating their pedagogical principles which
help them to make sense of what is going on andieguirther action. It also helps
us to develop our own philosophy of teaching arairieg based on educational
research and also on our own experiences.

(2) It helps us change classroom practlmecause it allows us to construct new ideas
about the teaching and learning taking place inctassrooms. Cochran-Smith &
Lytle write: ‘what is missing from the knowledgedaaof teaching, therefore, are
the voices of the teachers themselves, the qusstieachers ask, the ways
teachers use writing and the interpretive frameshers use to understand and
improve their own classroom practice’ (1990, p. A)hese narratives based on
reflection can form the basis of new educationabt.

(3) It helps us form the basis of our professtmecause it allows us to share with
colleagues any new ideas which are developing moaun individual classroom
practice. Bringing together of many of these ideak allow us to develop
common practice and new educational theory.

As stated by Schon (1987) while teachers acquimeesorofessional knowledge from
packaged educational principles and skills, thek mil the learning comes through
continuous action and reflection on everyday pnoisleWhen someone reflects, they
become a researcher in the practice context. Ttep@ dependent on the categories
of established theory and technique, but constneet theory of the unique case.
Reflection enables teachers to become owners wfdva knowledge which they can
use to instigate change and assume an activerrdieth their classroom practice as
well as in curricular decisions.

How can | become a reflective practitioner ?

Until now we have looked at what reflection isallout and why it is important to us
as professional teachers, but the next questioohaieeds to be asked is how can you
actually carry out reflection and become a reflectpractitioner. Reflection is a
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process rather than something we can read abodeamdhow to do, it is something

which we have to practice and go through. As stateétle Professional Development
Portfolio ‘reflection is not something that you egg in every now and then, but
rather it is a whole way of being’ (2000, p. 7).efé are several tools which you can
use for reflection and these can be used eith@richailly or with colleagues.

Journal Writing

The most common tool which is used for reflectiohew working by oneself is
writing in a journal. Connelly & Clandinin descrip@urnal keeping as an ‘account of
our daily actions and our thoughts about thoseoasti The journals are ongoing
records of practices and reflections on those jwest(1988, p. 34).

| began to keep a journal during my first teachimgctice as a student teacher and |
found it to be a useful tool for self evaluationcduld write down all that occurred
during a particular lesson, what | liked and did hike about the lesson, and make
suggestions about how | could do it better the riemé. Gradually as my journal
developed | started to write down feelings and sdehich | had. Several times these
would include my frustrations as a teacher sucrambles about lack of apparatus,
or anger about streaming and labeling studentsth&ke ideas helped me to develop
my own philosophy of teaching and when | lookedkbat my writings | could see
clearly the evolution of my ideas. Later on | ab&man to include student comments
and ideas in my journals as these student evahsatd my teaching helped to open
my eyes on several occasions and allowed me togehand improve whatever | was
doing. Here is an example from my journal.

Journal Entry, October 251989.

Today | had a strange experience in my Form | (ddescience class. |
had prepared a unit on measurement and to makéesisen more
interesting | wanted the students to measure tbem height and
weight. | put out meter rulers and raided my home iends’ houses
to come up with five bathroom scales which the sisl would use to
measure their weight. | put up a chart on the wih all the students’
names with boxes where they could fill in their digi and weight.
Everyone was having fun and busy taking measuresnghnén all of a
sudden the classroom went haywire. A group of sttsdlbad gathered
at the front of the room and were shouting andneet ran to the front
of the class and asked them what had happenedya®abroken the
balance, the balance couldn’t take her weight...Lbolv fat she is,
she’s like an elephant’, yelled half a dozen vaicEsnya burst into
tears and rushed out of the classroom saying tlehsver wanted to
do science again.

| felt terrible about this; | tried to explain tbe students how cruel they
had been but the damage had already been donepBembxt time |
should give this explanation beforehand and try etglain that
everyone is special and that no-one should laugimyne else. | could
also make the activity optional, so that studertsilal have the choice
of measuring their weights. Anyway it is a goodst@s to learn and |
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hope that next time | will be able to handle theiation much better
than | did this time.

This journal entry includes a description of a jgaitair classroom incident. | noted the
behaviour of the students, my own behaviour, andtwias taking place. | also tried
to think of how | could have handled the situatiifferently. Writing this down
helped me to clarify my ideas and reason out wicatld do better in the future.

When teachers first start to use journals they haye a number of questions, such as
where to write, when to write, and what to writeeEyone usually develops their own
system but | like to write my entries in a hard-bdunotebook as it makes me feel as
if I am writing my own book. | usually write dowmything that comes to my mind,
descriptions of actions, students and reactiordsd write down my feelings about
what happened, reactions to books or articles Irkad and how they influence my
teaching. | also like to include student sayingd mieas as | find that they help me to
understand the learning process. | try to writeeggllarly as | can, sometimes every
day, sometimes every two or three days as | knawtth be helpful a journal has to
be an ongoing process. | also find that it is ustefigo back and reread entries from
time to time to make sense of the kinds of thidgg ire important to me. This helps
me to evaluate myself and build up my own persgialosophy of teaching and
learning.

Writing in a journal helps you to critically questi your own practice. It helps you to
guestion how you might have done things in a dgifémay, how you might improve
your lessons, what you could have avoided, how geu solve particular problems
and how to move on to your next lessons. It is féeceve and worthwhile exercise
and helps you to grow and develop as a professiea@her. What is important is
that the reflective writing does not remain soletythe level of description. It should
help you to:

(1) analyse and reason through dilemmas;

(2) develop an awareness of the links between theatypeactice;
(3) link your understanding with classroom practice;

(4) develop your own philosophy of teaching and leagnin

Here is an example of how Sarah, a student-teaokféects on her first experiences
in the classroom:

20" February 1997

Teaching is not an eight-hour-a-day job: you deitdp being a teacher
when you go home from school. The demands on a tgaxther are |

feel endless. In the classroom, you need enerdigenea, confidence
and all your wits. At home, you face hours of ptaksg preparation —
planning and organising activities, trying to vaeghniques, keeping in
mind the demands made on you by the brightest swéhe dullest in

the class, trying to concoct attractive and ingivecworksheets — it

seems never ending....
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Well thinking things through, | realised two thing&st you don'’t

become an effective teacher overnight. Preparatiahdedication are
not enough — you need experience. Second, teaphshike any other
job has its pains and pleasures. | may find mysetfiuddy waters one
day and feel that | had attained none of the objestl laid out in my
lesson plan, only to exult the next day becauseyanalks up to me at
the end of the lesson with extra work which heiedrput on his own
initiative telling me, “that was a very interestifesson miss...| really
learned a lot and | am really glad that you arehéey us science”.
That really made my day and helped me to realiaeiththe end it is
not my own satisfaction which is the most importhnt that of my
students.

Dialogue between professionals

Another way in which you can reflect about yourghice is through working with a
colleague or a group of colleagues. This can beedora number of ways (a) letter
writing or email; (b) interviewing colleagues; aftd observing colleagues.

(a) Letter writing An important tool for reflection is an ongoingattigue between
two teachers or colleagues. Letter writing is samilo journal writing in that it
sets out descriptions of events, feelings and imacbnly in this case it involves a
written dialogue with another practitioner. Nowasldyy means of email, letter
writing can become a very easy way of communicatiogights with a colleague.
Letter writing is useful because if helps us touour own thoughts and ideas
and point out things which we do not consider ingoot: It is also a means of
support and a way through which we can start toktlhibout things in a different
way. It is useful to have colleagues point things and challenge us to develop
new ideas. This is an excerpt from an exchangede&s between me and a
colleague.

Dear Mo,

| have not been able to find any relationship betweny own self-
esteem and my achievement. While | have always hddgh achiever
at school, | did not have a high self-esteem. iebel that | was loved
and valued not for who | really was but for thedgra and high marks
which | obtained in examinations. | strove to exmetause that brought
showers of praise from my parents and my teachdrsugh not
necessarily from my class mates) and success imia&tions became
my driving force. This however did not increase msglf-esteem
because | was striving to belong not on the bdssemething authentic
but on the basis of an external standard estallisii@nother.

Dear Debbie,

My experiences are very different! Was it becausemother was a
teacher? All | can say is that in my academicaligcessful family that
academic achievement was expected but absolutelya moatter for
giving or withholding approval. | remember my pasrnunconcerned
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laughter about my much loved brother’s attemptpdss Latin. My
father gave me a pair of mountain boots for ‘pagsmy O’levels’.
When | pointed out he didn’t know yet whether | lpssed, he said if
| hadn’t they would do as a consolation prize. ghaol the popular
girls (with staff or students) were not necessatlilg high academic
achievers either.

So was everything fine? Well no. | had a lot oflpeons with my view
of myself as a girl doing reasonably well acadefticaspecially at
science.

This exchange of ideas is part of an ongoing dizgddgetween myself and a colleague
regarding issues of self-esteem and achievemenbugh our own critical review of
our experiences, and through sharing of differexpegences we are trying to
deconstruct our understandings of self esteem amdtimict new meanings and
understanding.

Letter writing can also be used to share ideas wheron teaching practice. It can
provide support, enable you to realise that someelse is going to the same
problems and help you come to an understandinghatt W is that you would really
like to be doing. Here is an example from an exgearetween two student teachers:

Dear Maria,

The first week of teaching practice is finally ovéve been dreading
having to spend six weeks in the school since rtexda school

observation. Surprisingly enough though, I'm hawvijuite a good time.
| think the students quite like me! | was quite ias to find out how

they would react. This place is so different frdre bther school | was
in. Before everyone used to shut up and stand gnwehteacher walks
into the room. Over here the pupils walk in thesstaom if they feel
like it, they bang each chair to the respectivecheand if you're lucky

they decide to have a seat...

Dear Jackie,

| really understand what you are talking about alsatl a similar
experience in my first teaching practice. But ie #nd | would not
have changed the experience for anything in thddwa@lthough as
you say from the outside the pupils are very roagid appear to
disobey you at every instant, they have heartolf. df you manage to
gain their interest and their respect, the satigfacand fulfilment you
will get out of interacting with them is amazingedching such
students has been one of the most valuable expesgeof my life. |
hope you will have a similar experience and thatoae continue to
share our thoughts throughout this teaching practic

(b) Teacher interviews: Yonemura (1982) describes tatacher conversations as
‘serious examinations of and reflections upon thacfices and underlying
theories of one teacher to which another giveswheld and supportive attention
at times set apart for this’. Teachers are givenftiowing opportunities in their
conversations: to reflect on and appreciate tegchsna practical art; to gain some
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release from the isolation and tensions of teacghangd to attain a higher level of
congruence between espoused theories and belieist abaching and actual
practice. Talking to another teacher in the schespecially to your co-operating
teacher can help you to learn more about the stsgeu are teaching, about the
classroom situation and about teaching methodddoglypractice.

The following interview with a teacher taught mgraat deal about gender issues
in science teaching, how to try and interest girlscience and about the problems
which girls encounter when learning science. Tleipéd me to develop my own
ideas and ways in which | could perhaps help gidguire a better understanding
of science.

Debbie: What do you think about the girls’ attiés towards physics ?

Mrs. Borg: The general attitude is that it is mefantboys...they think
that physics is difficult for girls...and this mainigomes from the
parents...

Debbie: So how do you manage to get them iniedlén physics ?

Mrs. Borg: One way is through the practicals...thejog these and it
helps them to understand concepts much better. egrdbmean that it
helps them when it comes to expressing themseluist is one of the
problems...their difficulty in communicating in Ensffi...

The interview can contain rich and important ddiaw teaching and the learners in
the school. It can help you to think about waysviich you can handle the different
situations in your classroom. It also helps youthimk about the theory you are
reading about with actual classroom practice. Ipfigjou to question whether the
research being carried out internationally andamatily can be applied to your own
classroom and to your students. It teaches youlessons about classroom practice.

(c) Classroom observation: One other useful tool flection is actually sitting
in the classroom of a colleague or a teacher wgtie is carrying out a lesson.
This involves making observations about the stuglesnhd teacher’s activities,
conversations, resources used, events and so amr. islean excerpt from an
observation which | carried out in the classroona ablleague:

Teacher: Today...we're going to talk about magnetstarir uses...

Do stainless steel scissors and knives become rsagménat if | have
a stainless steel sink...does it become magnetised:. cho | check ?
Pupil: ...because it doesn't rust...

Teacher: For example what if you're a housewife #redsales person
comes and tells you that your kitchen sink is gotEed stainless
steel...how could you check if this was true ?

Pupil: ...you stick a magnet to it and it doestitk...
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Teacher: ...why doesn't it stick ?...if the magnétlkst to the sink it
means that it has too much iron in it and it's goto rust...that's
another use for a magnet...

This observation helped me learn a number of thadogsit teaching methodology and
guestioning, about how to relate the theory todhimvhich were relevant for the

students and how to involve most of the studenthanclass discussion. It opened up
a whole new set of ideas for me.

All of these tools are very easy to use, and ifdusentinuously they can form the
basis of constructing one’s own personal knowledgeflection has played an
important role in my own growth and developmenaasacher.

How can reflection help my professional
development?

Reflection is about developing self-knowledge, dlhdity to understand the meaning
of what is happening in the classroom and in thmek It is a creative and complex
process. It is much more than simply thinking abebat you do in the classroom.
When you reflect, you are dealing with the concegitsthinking, analysing and
planning as a consequence of your teaching. firaugh reflection that you become a
teacher (Professional Development Portfolio, 2Q0Q,).

As stated by Kevin, a student teacher:

...At first | did not like the idea of reflection anndhought that it would
be a waste of time. But when | was asked to liikgdessions we were
covering in methodology with my own experience ieadhing
practice...it started to become interesting. Throrejlection | learnt to
learn from my mistakes and to make sure not toaefiem again in
the future. | now agree that reflection is a vemyportant step to
success in teaching...

Reflection has become an integral part of my owisqueal evaluation. Reflection has
helped me to see and hear things around me artidnio dbout them. Every day in
school and every day with my student teachers t=aahe something new. After a
number of years teaching, | sometimes feel thaohkall there is to know about how
| would like to teach but every time | sit down aneflect on a new teaching
experience, on a new conversation with a colleagueon a new classroom
observation | realise that there is much that Ileam.

As | reflect on my experiences and those of my estitsl | sometimes turn to books
and articles which | have read and think about wesg¢arch tells me about particular
issues | am interested in. | try and relate thihwiy own experiences and this helps
me to construct new meaning and understanding.studs my new ideas with
colleagues and again this helps me to focus aridrtoer reflection. At first it was
scary to admit that | did not have all the answard that reflection was leading to
even more questions. | was encouraged by thetatt tvas not alone and that many
of my colleagues were questioning and reflectirgg to
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Reflection has helped me to look to my studentsi&w information and ideas, to talk

to them about what they want and what they thinkualbeaching and learning. It has

helped me to share this information with studeatkers and colleagues. This has
helped me to learn more about myself and my stgdarthe process.

For me reflection is an ongoing process. It dogsgiMe me any answers, it simply
helps me to become more aware of the issues at ltardables me to critically
question and to try and improve the situation for students. It has led me to even
more questions. Reflection has opened up a whole marizon for me; it is an
exciting adventure. It does not begin or end wihching but has become a whole
new way of knowing which has helped me to grow kinotimy personal as well as in
my professional life. As don Juan says:

For me there is only the travelling on paths thatehheart, on any path
that may have heart. There | travel, and the ordythwhile challenge

is to traverse its full length. And there | travdboking, looking,
breathlessly (Castaneda, 1968).
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Christopher Bezzina

Dr Christopher Bezzings lecturer in classroom management, micro-teaghin
educational management and leadership. He wa®fbyra teacher in primary and
post-secondary schools and Education Assistahieiictiucation Division. He was
principal of St Martin’s College before joining thiiversity in 1997. Dr Bezzina
has been involved in management development s@8®& dnd works with a wide
range of schools on school development and schgmiovement initiatives. Has
published extensively on various aspects of teaetiecation, education reform and
educational leadership and management in schaadyprofessional journals, and
delivered papers in various conferences both lpeaitl abroad. He is President of
the Malta Society for Educational AdministratiorddWlanagement, board member of
the Commonwealth Council for Educational Administa and Management and
member of the Executive Council of the Associatbifeacher Education in Europe.
He is joint editor of the newly established FacwityEducation Monograph Series
entitledTrendsand Associate Editor of the onlideurnal of Maltese Education
Research.

Philip Bonanno

Philip Bonannograduated as a science teacher in 1982. Furihstudies and
obtained an M.Phil in 2001. Since 1982 taught i8®eand Biology at Secondary and
Post-Secondary levels. Presently teaching Bio&igihe Junior college. Part-time
lecturer within the Faculty of Education. He is nimmof the Institute of Biology and
co-ordinates the Focus Group for Science Educatidime Secondary level. Presently
reading for a Ph.D. in Instructional Psychology ded¢hnology at the University of
Twente, the Netherlands.

Carmel Borg

Dr Carmel Borgis Senior Lecturer in Curriculum Studies, CrtiPaldagogy, Social
Justice Education and Parental Issues. He is bieid@ Department of Primary
Education and consultant for a number of educatimsétutions, both local and
international. Dr Borg has contributed extensivelyhe process of curriculum
reform in Malta and is currently a member of theidl@al Curriculum Council. He is
the editor of the newly established online joumatitledJournal of Maltese
Education Researchnd associate editor of tAeurnal of Postcolonial Education
published by James Nicholas Publishers. Dr Bosgwrétten extensively around
issues of social justice in education.

Mark Borg

Dr Mark Borgis Professor of Psychology at the University ofitila He is former
Head of the Psychology Department and current @édme Faculty of Education.
Professor Borg is an educator and a psychologigrfgssion. He has taught both at
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the primary and the secondary level. He has bemrhing and researching
psychology at the University of Malta for over 18ays. He has published widely on
several topics including occupational stress anlyibg.

Antoinette Camilleri-Grima

Dr Antoinette Camilleri-Grimas Senior Lecturer in Applied Linguistics, Bilingl
Education and Maltese Language Teaching Methoddbdglye University of Malta.
She has taught for a number of years at primaogrs#ary and post-secondary
schools in Malta, and has co-ordinated several €ibahEurope Workshops in
different European countries dealing with bilingaducation, cultural awareness and
learner autonomy. She has published academic papdrbooks in Malta and
abroad.

Deborah Chetcuti

Dr Deborah Chetcutis Lecturer in Science Methodology in the Departtraf
Mathematics, Science & Technical Education witia Faculty of Education,
University of Malta. She started her career ascarsgary school teacher in Malta and
then pursued post-graduate studies at McGill UsitigrCanada and at the University
of Nottingham and the Nottingham Trent Universitigete her main area of research
was assessment. Findings from her research havepublished in journals, books
and local newspapers. She also delivered papeerimus conferences both locally
and abroad. Dr Chetcuti is currently working oe thtroduction of portfolio
assessment within the Faculty of Education andntipdementation of assessment
changes advocated by the National Minimum CurriculiShe is co-author dthe
Climate of the Maltese Island$992) andPortfolio Assessmei(2001).

Mary Darmanin

Dr Mary Darmaninis Senior Lecturer in the Sociology of Educatiorihie
Department of Education Studies within the Facaftducation, University of
Malta. She studied at the Universities of Maltas& and Wales, College of Cardiff.
Dr Darmanin has researched classroom interactidrieather strategies, teacher
trade unionism and interest group formation in edioa policy making. She has also
had a long standing interest in gender issuesunatbn and this is now
complemented by research on women in the laboukehand on masculinities. This
work has been published in journals and editedectiins. Dr Darmanin is on the
editorial board of the journalaternational Studies of Sociology of Education,
International Journal of Inclusive Educatioand The Mediterranean Journal of
Educational Studies

Joseph Fenech

Dr Joseph Fenects Senior Lecturer in the Sociology of Educatiorniie Department
of Education Studies, Faculty of Education, Uniitgref Malta. He taught for
nineteen years in both primary and secondary sshzeibre joining the Faculty of
Education in 1981. He has carried out researthercurriculum field, acted as
curriculum consultant and published articles onsiigject both locally and abroad.
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Grace Grima

Dr Grace Grimais a Lecturer in the Department of Mathematicsei®ze and
Technical Education within the Faculty of Educatamd Principal Research and
Development Officer of the Maltese Examination Bbaf the University of Malta.
She is currently involved in several assessmeateadlcommittees. She is a member
of the Educational Assessment Focus Group, in ehairghe review of current
assessment practices and the implementation ohatiee assessments in Maltese
schools. She is also a member of the Nationalifjraions Council which is
responsible for standardizing vocational qualiimas. Dr Grima is also the secretary
of the executive council of the Association of Coamwealth Examinations and
Accreditation Bodies. She spent the summer of 20@0Re United States as a visiting
international scholar at the Education Testing 8esvof Princeton, New Jersey. Dr
Grima is author oGroup Assessment: The effect of the group gendepasition
(2002) and the co-author Bbrtfolio Assessmerf2001). She has also published her
work in several scholarly and professional jourrsadd delivered papers in numerous
conferences both locally and abroad.

Marie Josephine Mallia

Marie Josephine Mallias an assistant lecturer in Accounting at the @du@bllege,
University of Malta. She also lectures and co-oatits the PGCE Business Studies
course within the Faculty of Education. She tadghten years in secondary schools
before moving to higher education. Ms Mallia hasducted research in the
sociology of education and published articles mfiblds of teacher education and the
relationship between schooling and the workplabe. iS currently conducting
research in business education.

Peter Mayo

Dr Peter Mayois Associate Professor in Adult Education and 8logy of Education
in the Department of Education Studies, Facultigddication. He is the Founding
Editor of theJournal of Postcolonial Educatiofdames Nicholas Publishers,
Melbourne). His books includehe National Museum of Fine Aits997),Gramsci,
Freire and Adult EducatiofZed Books, London, 1999), the last publicatiombe
produced in its German version by Argument Ver@0) and co-author &eyond
Schooling: Adult Education in Maltd997), andsramsci and Educatio(2002). He
has also published his work in several scholarty professional journals and
delivered papers in numerous conferences bothlyoaatl abroad.

David Purchase

Mr David Purchaséecame an assistant lecturer at the Faculty ot&dun after
twenty-three years of teaching workshop-based steje English comprehensive
schools. Since 1995 he has been lecturing in Treeh8ubjects and Technical
Design & Technology at the Faculty. As the co-oadior of the Working Group for
Technology Education and the co-ordinator of thehh@logy Education Curriculum
group, he has helped to promote the implementatidhis subject as a core element
of the National Minimum Curriculum.
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Ronald G.Sultana

Ronald G. Sultan&s Professor of Comparative Education and educati®ociology
at the University of Malta, where he also leads@oenparative Education
Programme in Euro-Mediterranean Studies. He isateding editor of the
Mediterranean Journal of Educational Studiasd represents the region on the
editorial boards of 12 international journals. e published over 80 articles and
chapters on education, and has authored, editied-edited 12 volumes, the most
recent beinghallenge and Change in the Euro-Mediterranean &&gCase Studies
in Educational InnovatiofNY: Peter Lang, 2001Rolitiques et Strategies
Educatives: Termes de 'Echange et Nouveaux Emjeus-Sud(Berne: Peter Lang,
2001 — with A.Akkari & J.L. Gurtner); andesterday’s Schools: Readings in the
Mediterranean Regiois being published by Peter Lang, NY, in 2002.
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