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EDITORIAL @iavtes Mifpua

ere we are at last with Education 2000 which takes the place of Education.

The main changes are that Education 2000 is a teachers’ journal of a practical

nature published by the Faculty of Education in collaboration with the
Education Division. It strives to present research knowledge which is readily accessible
to practitioners. It recognises also the validity of practical knowledge which is
generated by common sense and conscious speculation. We hope to achieve this by
offering a wide range of short articles which cover a variety of issues and subjects at
the various levels of the Maltese educational system. This issue features articles
about the introduction of IT in our Primary schools, the teaching of reading in the
early years, the teaching of various subjects at secondary level and tackles issues like
pupil profiling, special needs, etc.

There is now widespread interest in how knowledge generated from research and
practical experience might influence school and classroom practice. However, one
needs to recognise that teachers work within complex personal, cultural and situational
settings, which shape and constrain how knowledge is interpreted and generated.
The big question is how research results can be made available to teachers. This
could act as a means for changing their way of working in the classroom. Lack of
appropriate staff development is sometimes blamed on academic language, inaccessible
reports, or unmotivated in-service trainers. It is, therefore, important to find out how
knowledge should be formulated in order to be well-received and used.

The reflective process is gradual. It sometimes leads to new actions; sometimes it
legitimises what has already been carried out. People like research results that support
their own positions and dislike those contrary to their own interests. The context or
situation within which the teacher works is significant for the attitude expressed by
teachers and their ability to develop and renew. Tradition provides teachers with a
language and way of looking at the world, which, in effect limits their ability to
innovate and to use a range of possible actions. However, teachers’ reflection on
their work eventually may lead to new ways of thinking. Teachers can be seen as
practical reflective actors who develop greater awareness while practising their
profession.

The general problems that teachers are forced to deal with in their work are due,
in part, to the explicit and implicit contradictory nature of the goals of teaching, as
well as to the material limitations that confront them. In addition, their problems are
caused by the creation and shaping of new and different teaching technologies. In
our government schools in particular there is a huge shortage of textbooks and teaching
materials, and often what is available is unsuitable for both teachers and pupils. Tt is
clear that the Government will have not only to give more support to maintaining
school buildings, but assist in the supply of equipment and development of materials.
There is a serious need to provide effective and efficient methods of tackling the
backlog of untrained teachers. The use of various alternatives to training teachers
needs to be identified and considered for implementation. There is a need to improve
the quality of teacher education in such areas as curriculum and materials development,
teacher assessment and mixed-ability teaching.

The main aim of this journal is to support Maltese teachers who wish to reflect
upon their teaching in a systematic fashion. We hope that this process will encourage
them to share their experiences with other colleagues. The notion of reflective teaching
stems from the Deweyian notion of ‘reflective action” which he contrasted with ‘routine
action’.

‘According to Dewey, routine action is guided by factors such as tradition, habit
and authority and by institutional definitions and expectations. On the other hand,
reflective action involves a willingness to engage in constant self-appraisal and
development. It implies flexibility, rigorous analysis and social awareness.” (Pollard
and Tann, 1991)

Collaboration is called for between teachers and others involved in the educational
enterprise so that theory and practice develop from each other. The separation of
academic and practical spheres of activity, which has existed for many years, has
been wasteful and has resulted in many lost opportunities to improve the quality of
educational provision and practice in Malta. Such a publication can open up a dialogue
and initiate curiosity, but at the end of the day, it is the teacher concerned who must
have the will to change.

Pollard, A. & Tann, S. (1991) Reflective teaching in the Primary School, Cassell, London
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THE TEACHING

OF READING
Gaby Privilora

®The child’s
ability or
inability to
read affects
learning in all
other school
areas®

Table 1 :
Stages in
Learning to
Read

GABY PRIVITERA B.A.,
followed the P.G.C.E.
course of the Faculty of
Education in 1995/96.
She now teaches English
in Malta and Germany

he ability to read is an essential

skill for all who live in societies

where print can be seen ; that is,

in most societies of the world. In

everyday life, reading is vital for
us to get around and understand where we live.
At school, knowing how to read is the basic
tool for all other academic learning. The
child’s ability or inability to read affects learn-
ing in all other school areas, such as: arith-
metic, social studies, Maltese, English and
science in the primary school. As Stones
(1976) put it, “When a child becomes a fluent
reader s/he is no longer directly dependent
upon the teacher or other adults for language
experience. Through reading s/he extends his/
her knowledge of the physical world, of soci-
ety, of human relationships, and of his/her
cultural heritage.”

So how does one go about teaching read-
ing? Many people ask this question. However,
the answer is not simple because there are
many methods one can use and which method/
s to adopt depends on a number of factors.
Teaching reading methods depend on the per-
son being taught and his/her mental ability,
the age, the level one has reached and diffi-
culties already encountered in trying to read
and the learner’s interest in books. As Hall

Visual Word

3

(1976) suggests accordingly, “before any for-
mal instruction in reading is begun, it is im-
portant that children develop a desire to read.”
This is called Reading Readiness.

Therefore, getting to know the child’s likes
and dislikes is fundamental and only books
from within his/her areas of interest must be
used. There would be no sense in giving a book
of trees to a child who has no interest in them.
This will only make the learner hate books
even further.

Intervention study

or my intervention I chose to teach Paul,
Fa ten-year old, energetic boy who liked
cars and animals very much. I did my
best and supplied him with a number of car
books and Spot the dog story books (see list of
childrens’ books) with lots of colourful pic-
tures and flaps to open and close whilst read-
ing.
Apart from adapting the right book to the
reader, another task is to establish the approxi-
mate level of reading competency reached by
the individual. In other words, how far has
the pupil progressed on the road to becoming
a fluent reader?
For this purpose I based myself on Reason
& Boote’s (1984) approach which covers two
aspects of learning, namely Visual Word Rec-
ognition (VWR) and Phonics. The term VWR
refers to the reader’s constantly increasing
number of words recognised automatically at
sight, while phonics is the global heading for
the ability to work out the pronunciation of
words from a knowledge of sound/symbol re-
lationships. I chose this approach because I

Phonics

Recognition

I. Pre - Reading

a) Matches sight words.
b) Matches letters.

c) Points at letters or
words on request.

a)'l-Spy".
b)Auditory sound blending.
¢) Rhyming words.

PAUL: STAGE I/l

1l. Beginning to Read

Reads at least 100 words
fluently from initial books
of reading schemes.

PAUL: HIGH STAGE Il

Reads and spells :

a) Single letter sounds
b)Consonant - vowel -
consonant words, e.g., cat.

1ll. Intermediate

schemes.

Extensive sight vocab-
ulary from the middle
sections of reading

Reads and spells :

a) Consonant blends.
b) Consonant digraphs.
c) Vowel digraphs.

d) Silent ‘e ".

IV. Basic Reading Skills
Have Been Mastered.

Reads all commonly used
words. Has completed
reading schemes.

Reads and spells more
advanced phonics :

a) Silent initial letters.
b) Longer word endings.
c) Polysyllabic words.

(adapted from Reason & Boote, 1989).
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felt it was systematic and organised in struc-
ture and so very simple to follow.

Table 1 (based on Reason & Boote’s ap-
proach) presents a framework for assessment
of reading competency and places the two main
headings across the top of the page. These as-
pects of reading are then subdivided into four
rough stages. The reason for having two sepa-
rate headings is that a child may have devel-
oped one aspect at the expense of the other.
There may be an over-reliance on phonics so
that a higher stage, say Stage III, has been
reached in the other area. Thus, the purpose
of the assessment is to pinpoint the level
reached by the child under each of the two
main headings.

The skills to be acquired under the two
main headings are summarised in Table 1.

1S

Using Reason & Boote’s (1989) strategies,
Paul proved to be at a high Stage I with re-
gard to VWR, but was still stuck between Stage
I and Stage II on a phonics level. He was able
to recognise familiar/sight words from easy
readers such as rat, gas, sat, wed, pig, six, on
and dog. However, he was not a fluent reader
in these either. Paul paused to sound out words
which were not in his sight vocabulary, such
as fen, dam, kin, lop, dun, clem, cram, trap and
twig. He did not have an extensive enough
vocabulary to enable him to be placed in Stage
II1I but on the other hand he was well above the
level for Stage I. He could match some letters,
show me a word, and even most letters without
hesitating.

However, he had more weaknesses, which
was why he had not moved beyond Stage I.
When he was asked to read out particular
single letter sounds he was not always very
confident and correct. He confused the letter
m with n and b with d. Paul read lan instead
of lam, and an instead of am. He found fur-
ther difficulty in reading initial consonant
blends that contained the letters m, n, b and
d. For example, sm, sn, dr, and br. So, smog
was read as snog, smot instead of snot, dred
instead of bred, brip instead of drip. For final
consonant blends 1d, nd, mp, weld was read
as welb, temb instead of tend, bump instead
of dump. Nonetheless, Paul did not confuse
the four letters m, n, b and d in sight words,
namely end, and, land, bad, good, mad, dog
and lend.

After detecting Paul’s reading difficulties
I immersed myself in the actual task of teach-
ing reading.

As a qualitative piece of work it comprised
thirty individual sessions of twenty minutes
spread over a period of three months. The
teaching methods I adopted were a mixture of
phonics and paired/shared reading.

In other words, phonics refers to the method
of recognising new words by relating a sound
(phoneme) with the equivalent written symbol

e D)

(grapheme). It emphasises the fact that words
are made up of letters and that letters in various
identifiable combinations symbolize sounds,
either words or part of words. At the beg-nning,
words would be monosyllabic to simplify the
task for the child (Kirk, 1978, p.109). Leter on,
combinations of syllables and more
complicated phonic rules which are essential
for the composition of interesting material
would be introduced. The number of these
complicated rules and phonic irregularities
need not be very great in the early stages but
as the child’s vocabulary grows then s/‘he can
be introduced to more and more of these words.
Eventually, when the child becomes really
fluent, s/he will read words at a glance stopping
only to analyse words that are unfamiliar
(Stones, 1976, p.204).

The paired/shared techniques consis: of the
parent or helper and the child reading aloud
from a book of the child’s choice. They read
in chorus and the helper does not stop o cor-
rect the child’s mistakes. They continue -o read
together, the helper or child pointing et each
word as it is read, even when the child can
manage only a few words in the text. The
helper adjusts the pace of reading according
to the child.

Paired reading involves two sets of instruc-
tion. In the first, reading together, the parent
and child read each word aloud together. If
the child struggles or hesitates for more than
five seconds with a particular word, the helper
says the word, and the child repeats it. The
second set of instructions is followed when the
text has sections that are easy enough to be
read independently. Then the child signals to
the helper to remain quiet and reads alone until
a difficult word is encountered. The helper
again models the word for the child and they
continue to read together until the child feels
ready to read alone.

" Shared reading involves hearing a story
read aloud while the child focuses on the
printed word. This technique provides chil-
dren with the opportunity to enjoy anv books
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which interest them even
those which are too difficult.
(Reason, 1989, p.109)

Teaching reading proved
to be not only a laborious pro-
cedure, but also a time-con-
suming process (though not
time-wasting!). Even though
progress was not immediately
felt, results were positive.
Paul did improve especially
on the phonics level. From a
stage I level he progressed to
a lower stage II level and this
is because he started recogniz-
ing more letter sounds involv-
ing the letters b and d, m and
n, and elso managed to read
consonant blends such as, bl,
br and dr.

With regard to visual word
recognition since Paul was
already at a high stage Il level,
I do not think he can be placed
at stage III. This is because
his amount of vocabulary in
his lexical store cannot be
called ‘extensive’.

The ‘paired/shared’ ap-
proach was fundamental to
the boy in order to practise
WITH words from his lexical
store (i.e. words they have al-
ready come across) and to
build-ug this lexical/semantic
store. A’so, the “whole-word’,
‘paired/shared’ approach was
vital in order to move the

No.1 @ 1997

child closer to ‘real’ reading. In real reading
situations children are presented with books
with paragraphs made up of words and sen-
tences. After all, when we read we do not have
words split into phonemes and onsets or rimes.

Research suggests that people assume that
all children who are making steady progress
will have reached a similar level in both col-
umns (i.e. phonics and visual word recogni-
tion). However, as we have already observed
this was not so with both cases. Paul whose
phonic skills were weaker tended to rely ex-
cessively on guessing from the context or on
waiting for me to supply the words he could
not read.

As much of written English does not fit
the phonic rules, I felt it was important to en-
courage flexible guesswork and I usually did
this by pointing at the picture which related to
the written word. In addition, immediate vi-
sual recognition of words was received by
continued practice through paired/shared read-
ing.

Limited projects roles

It must be made clear that children with
reading difficulties will not suddenly make
miraculous progress as a result of a short read-
ing project, like the one I implemented over
three months. Limited projects can be used as
a starting point to harness resources but, in
order to make lasting gains, the children will
need to receive help over a longer period of
time.

Learning to read may be likened to climb-
ing a mountain; there are several possible
routes to the top. Some learners need to take
a slow and laborious route while others, more
fortunate, can take the quickest one. Our task,
as teachers or facilitators, is to guide the
learner along the route which we think suits
him/her best. We must do this by making the
journey as natural and as enjoyable as possible
and should aim to help him/her pick up read-
ing without artificial drills whenever possible.
I found the mixture of ‘phonics’ and “paired/
shared” methods to be successful in the im-
provement of reading for Paul.
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The children’s books

The Hungry Puppy (Bitmax Books)

Hop on Pop by Dr. Seuss (Collins)

Cars - Do You Want to be My Friend? -
The Very Hungry Caterpillar - Where’s
Spot? -Spot’s Birthday Party - Spot’s Baby
Sister - Spot Goes to the Park - Spot’s
First Walk (Puffin Books)

Big Bad Barney Bear - Simpkin (Red Fox
Books)

Little Lion (Brown Watson)
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Creative history teaching
Going beyond

historical facts
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%Should we
be aiming for a
detailed
context full of
factual
knowledge,
which might
possibly
contain all the
past within one
history
syllabus, so as
not to offend®
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Introduction

here exist many, often divergent
opinions on what should be
taught in history, what should be
included and what should be left
out in the contents of a curriculum.
For example in 1989 when the National Cur-
riculum was under construction for the first
time in Britain, history proved to be one of the
most troublesome subjects. The selection of
historical knowledge in the programmes of
study was criticised of being culturally biased.
On the one hand there were those who wanted
‘pure’ British history asserting British heri-
tage and achievement, while others wished for
a more multicultural curriculum emphasizing
a pluralistic society. A debate which very soon
became politicized and eagerly taken up by the
media with such titles as “Thatcher’s Conquest
on history in schools’' More recently, this time
across the Atlantic, a set of new recommenda-
tions by the authors of National Standards for
United States History triggered off a contro-
versial debate on what students should know
about the American past.? Apparently National
Standards aims to promote the achievements
of'blacks, Native Americans and women while
pressure groups from the right demand that
emphasis should be returned to more tradi-
tional landmark events like for example
Lincoln’s Gettysburg Address and the Wright
brothers.

Is history a
“ready” product?

1 this provides quite interesting read
A ing and food for thought; however

these arguments are based on the as-
sumption that history is a ‘ready product’. It
assumes that history is the finished work of
historians and for the history teachers and cur-
riculum makers it is just a matter of pushing
your favourite topics, for whatever reason, to
the forefront of the school curriculum.

This is the traditional purpose of school
history, where the main objective for a very
long time has been the acquisition of a body
of factual knowledge deemed necessary to en-
rich pupils” minds.

But should we be aiming for a detailed con-
text full of factual knowledge, which might
possibly contain all the past within one his-
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tory syllabus, so as not to offend anyone? Is
this even possible? Hardly. No matter how
hard you try there will always be historical
gaps, whole countries, people and events left
out.

The nature of history

o find out the best methodological ap
I proach to teach any subject, in this
case history, it is necessary to look at
the nature of the subject. So first of all one
must answer the question “What is History?’.
The words ‘history’ and ‘the past’ are of-
ten used to mean one and the same thing, but
there is one important distinction between ‘the
past’, which embraces everything that has ac-
tually happened, and ‘history’ which
chronicles, investigates, and explains the past.
The past is the reality of what actually hap-
pened, history on the other hand is an intel-
lectual debate. It is only an interpretation of
the past. As Keith Jenkins says:”The past and
history in fact float free of each other.” To
illustrate this point it is enough to mention
women’s history. Fora long time, women have
been’hidden from history’, that is systemati-
cally excluded from most historians” accounts.
And of course not just women but many
other groups, people(s), social classes etc.
have been omitted because they were not cen-
tral to the current historical accounts.
Therefore, it would appear, that facts be-
come historical facts when historians decide
to make them so. Even when not expressing
any judgments or opinions historians are se-
lective by the very choice of the subject they
have picked to work on. It is also the histori-
ans who decide in what order and context to
place the facts and as every journalist knows,
to influence opinion in one direction you
merely have to select and arrange the appro-
priate facts. Historians are products of their
own culture and society, and subject to their
own prejudices and values. The questions his-
torians ask are determined by questions of their
society, reflecting the same apprehensions or
optimism of the time. E.H.Carr was right
when he said that to understand the history
we must first understand the historians.*
These arguments might seem to lead to the
extreme Post Modernist’s view that no facts
exist in history and there is no such thing as
objectivity in history. But this is not true. Very
few would argue against the existence of cer-
tain basic facts. Separate forms of evidence
support these facts so that the whole fits to-
gether and a framework is built. There are
historical facts but none of it means anything
until the historian has gone to work on it. As
E.H.Carr says, “To praise a historian for his
accuracy is like praising an architect for us-
ing well-seasoned timber or properly mixed
concrete in his building.” 5. Kitson Clark
agrees, talking about factual knowledge, he
says: “Itis only the framework of fact on which
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history can rest, it is not history. History to
mean anything must be more than a rehearsal
of facts, it must include an interpretation of
facts.”.

What the good historian does is rigorously
check, compare and question all known facts
and information about the topic he or she is
researching.

Then the evaluation process starts, which
includes interpreting evidence, explaining,
attributing causes, criticism, tracing results
and using the imagination.

And it leads not to ‘the truth’ - historians
can come to different conclusions - but to a
valid interpretation. In fact in history you can
have a situation where different historians are
offering various opposing theories on the same
subject and they are all regarded by the his-
torical community as perfectly acceptable and
their theories are allowed to co-exist at the
same time.

Teaching history
in the classroom

he nature of history itself, makes it
I crucial to look at it as a mode of in
quiry rather than accumulating knowl-
edge. So if history is mainly concerned with
giving valid interpretations, it can be argued
that in history classrooms the focus should be
on pupils gaining skills that help them to
analyse and interpret historical material. If
we limit history to merely handing over one
fact after the other, we would be missing a
key objective of history teaching. After all
there is a limit to how much can be retained
in one’s memory and a large percentage of
learned facts are in fact not retained, except
perhaps in the mind of working historians.
The situation with skills is different, once a
skill is learned it can be reused for different
situations in the future.

The main objective in history teaching
should be skills rather than memorisation of
facts. If pupils are to be made aware of the
main characteristics of the discipline the class-
room situation should create an active learn-
ing environment for the pupil, rather than one
which presents the teacher as the giver of in-
formation.

Creative history teaching as advocated by
‘New History’ goes beyond mere skills re-
quired in analysing causes and effects, what
is being suggested is that pupils at school, even
at Primary level should be given historical
sources and establish or ‘discover’ the facts
for themselves. By historical sources we usu-
ally mean facsimile documentary materials but
they can also be artifacts or authentic archival
filmstrips. By using source materials we are
in fact teaching pupils ‘the structure of the
subject’ as expounded by the theories of
J.S.Bruner.”

It takes years for a historian to become fully
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trained in dealing with evidence and to ask
school children to do the same miga: seem
inappropriate. But the aim of making chil-
dren handle evidence is not to turn them into
historians.

By looking at and working with evidence
the pupil is in no way doing any real histori-
cal research. After all when we ask pupils to
do experiments in the school science “abora-
tory we are not afraid that their work will
hinder the development of science, ncr do we
expect secondary English essays to have great
literary value. Similarly school children are
doing history no injustice by handling primary
evidence.

M.Palmer and G.R.Batho® give an inter-
esting breakdown of skills when using histori-
cal evidence in the classroom, although they
warn against trying to ensure that every skill
is developed in one exercise, it is more
important to choose documents of a content
and format interesting to the class.

A. Understanding the documents on
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9.| Judgment
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the writer or source of evi

Creative teaching as advocated by ‘New

History’ is not without its critics. It has been
accused of putting emphasis on ‘meaningless’
skills at the cost of factual knowledge. For
example Stewart Deuchar accuses ‘New His-
tory’ as “presenting children with litte or no
historical knowledge one result being a dra-
matic fall in the amount of history actually
taught in schools”.’

It is true that there were times when tzach-
ers in England in their eagerness to promote
skills totally abandoned content, and pupils
began to be presented with source meterials
from any historical period without any his-
torical information given at all. One should
try to avoid such an extreme rendering ot ‘New
History’, after all actual historians never work
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®What the
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does is
rigorously
check,
compare and
question all
known facts
and
information
about the topic
he or she is
researching.®
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in a vacuum, but they, also must master the
“facts’ first.

But this should not imply that there are no
benefits in creative history teaching and one
should stick to traditional modes of history
teaching. The results of a study carried out by
Denis Shemilt’ in 1981 showed clearly that in
both interviews and written work pupils fol-
lowing ‘New History’, skill based methods,
were more successful than a control group fol-
lowing a ‘conventional’ course of study.

‘New History’ pupils showed a greater abil-
ity in applying forms of abstract thinking and
reasoning to historical problems, as well as
having a deeper understanding of the subject.

Conclusion

oday, the term ‘New History’ is hardly
appropriate, considering that teachers

in England have now been using it as

an integral part of their teaching for almost

three decades.

This is not however the case for Malta.
While the more progressive teachers have
started to implement ‘New History” methods,
there still remain a large number of history
teachers who, although perhaps familiar with
‘New History’ methods, have never actually
used them in class.

If one were to imagine a spectrum which
represents the evolution of history teaching,

Maltese and English teachers would be found

in different places.

This puts us at an advantage in the sense
that we can learn from the experience of oth-
ers.

We are now in a better position to imple-
ment ‘New History’ since now we can ap-
preciate the benefits of ‘New History’ and
perhaps avoid its pitfalls.
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Notes for Contributors

Education 2000 is a magazine, published
twice yearly (March/April and November/
December periods), distributed free to all
teachers, school administrators, student
teachers and other educational practitioners
who are interested in the study and devel-
opment of the various areas of the school
curriculum, teachers’ professional develop-
ment and school management. Its main
objective is to facilitate the dissemination of
research findings, effective practice and
teaching and learning ideas. Each edition
will have contributions related to education
in the primary, secondary, post-secondary
and tertiary sectors. We welcome the fol-
lowing kinds of contributions:

® Reports of research which has implica-
tions for the school/classroom situation. (A
considerable amount of work in this regard
is carried out in the form of dissertations for
education degrees. Often this kind of work
is shelved and forgotten. This journal will
seek to assist in the publication of such
work);

@ Accounts of school/classroom curricu-
lum-related activities and teaching ideas;
® Discussions of currentissues in the teach-
ing of the various curriculum areas and sub-
jects at all ages.

Advice on suitable material in any area of
the curriculum and help with the prepara-
tion of submissions will be given by the Edi-
torial Board. Articles should not normally
exceed 2,000 words. In fact shorter contri-
butions are encouraged. Manuscripts and all
bibliographical material should be set out in
standard A.P.A. style. The Editorial Board
reserves the right to make changes to manu-
scripts to be consonant with the scope and
style of the publication.

ILLUSTRATIVE MATERIAL: Authors are en-
couraged to submit illustrative material with
their articles. Such material (photographs,
children’s work, diagrams, etc.) should be
in its original form rather than photocopies.
Copyright permission, when required, is the
responsibility of the author.

Contributions should be submitted:

@ on 3.5” diskette, containing the original
file of the submission (for example Word,
Word Perfect, or Wordstar documents, etc),
and a text only version. Both IBM compat-
ible and Macintosh formatted diskettes are
acceptable;

@ a hard copy of the contribution, including
detailed notification of the insertion points
of illustrative material.

@ all illustrative material in a separate en-
velope, but with the name of the author and
contribution noted on it.

Contributions are to be submitted to any
member of the Board, or sent to:

The Editorial Board, Education 2000,
Faculty of Education, University of Malta,
Msida - MSD 06 - Malta
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n the first months of the
exciting new Maltese
initiative in informa
tion technology and
education, there are
many new fields to explore
and questions to ask. This
short article aims to raise a
few issues that seem, to the
author, to be worth consider-
ing, both in the short term and
in the not-so-short term.
Through raising these issues,
others may well come to light,
and it is hoped that an on-go-
ing debate can be established,
with the general goals of rais-
ing awareness, developing ef-
fectiveness and supporting
teachers and students.

On a day-to-day basis,
teachers and students are
likely to be addressing very
practical issues, such as “How
do I inzroduce the machinery
to the children?”, “How do [
ensure fair use of the machin-
ery?”, “How can I introduce
a given application?”, “What
can young children do with a
given application?”, “What
kind of record-keeping and
assessment techniques are ap-
propriate?”, etc. These are all
important questions, and need
effective answers so that
classroom practice can de-
velop. It is also, however,
good to step back a little and
to bear in mind the much more
general question “Why use
computers in schools?”. One
answer to this question ad-
dresses the need for knowl-
edge of and practice with the
technology of computers, in
order that school-leavers will
have achieved the skills
needed for them to join an

®Which I.T.
applications
will be most
useful in the

classroom?%

Marilyn Metz
is an IT consultant
in London.

No.1 @ 1997

11

Information Technology
in the Primary Classroom
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increasingly electronically sophisticated work-
ing world. In this case students would be in-
troduced to I.T. applications that will be of
direct use to them in their future careers. A
second answer emphasises the teaching and
learning process itself, recognising the role
that computers can play as a teaching and
learning tool. In this situation I.T. applica-
tions would be chosen on the basis of their
effectiveness in introducing curriculum con-
tent and developing students’ knowledge and
understanding in various curriculum areas.
These two reasons are not mutually exclusive,
and can, in fact, broadly co-exist. I am sure
that there are also other, equally legitimate
answers to the question. What is important is
that educational practitioners give careful
thought to the rationale for computer use, and
realise that the focus of computer use in the
classroom will differ, depending on which
dimension of the total rationale dominates at
any given time.

Teachers working with young children are
much more likely to focus on the role of the
computer as a teaching and learning tool. One
of the first questions they will be asking is
“Which L.T. applications will be most useful
in the classroom?”. When working with 6-7
year olds and computers, I found it helpful to
ask myself the following questions when mak-
ing decisions about which L.T. applications to
select:

1

Can the children do this work as effectively
in any other way? It is important to remem-
ber that the mere fact that a computer is being
used in a classroom does not automatically
guarantee that work is being done effectively
or that the machinery is being used to best
advantage. For instance, programs that offer
drill and practice in, say, spelling or arithmetic,
may have initial novelty for the child, and may
support a child who needs help with written
work, but in the longer term they offer noth-
ing that a teacher cannot offer in other forms.

2

Will I be using this application in the same
way with the same children in a month’s time?
An affirmative answer to this question may
imply that the computer is being used simply
because it is a computer, and not as a tool to
develop children’s knowledge, skills and un-
derstanding. Good classroom practice is ori-
ented towards progress. Of course, differen-
tiation of children’s individual needs may
mean that the same application will be used

in the same way with different children, or
may be used in a different way with the same
children, and may thus earn the right to be
included as a useful application, along with
others. Examples of such an application are
those which have specific content (say, letter/
number recognition) but which offer the flex-
ibility of different levels of complexity for the
children.

3

Is this I.T. application offering the chil-
dren the opportunity to be active learners?
Many young children have experience of so-
phisticated electronic machinery in the form
of games, where their role is primarily a pas-
sive one. They re-act to the electronic envi-
ronment, rather than take a pro-active role.
This re-active role implies that the computer
is the “expert” rather than the “expert tool”.
An expert is knowledgeable and capable in her/
himself; an expert tool needs an active user in
order to fulfil its potential. It is arguable that
the most potentially productive 1.T. applica-
tions are those where the user takes an active
role. In writing this article using a word-pro-
cessing package, my role is entirely active.
The word-processor cannot have the ideas; it
is simply the medium I have chosen. It can
assist in the rapid reorganisation of words,
sentences and paragraphs and to some extent
can help me with spelling, but only when I
decide to use these features. In a similar way,
a data-base cannot collect the data or make
decisions about which fields to create. It can
sort, select and classify but only that data
which the user has entered and only in a way
compatible with the fields the user has cho-
sen. Educational theorists such as Piaget,
Bruner and Vygotsky have argued that in or-
der to become an effective learner a child needs
to be actively involved with what s/he is learn-
ing. If we accept these theorists’ arguments
then any I.T. application used in the classroom
must, therefore, offer the child the potential
for active learning.

hese three questions are, of course, in
Tno way the only important ones to ask,

and there are no right or wrong answers
to them. They are offered simply as general
guidelines. The importance of developing and
maintaining consistency within and between
schools does, however, mean that the ques-
tions could be seen as relevant not only to in-
dividual classroom practitioners, but also to
managers and administrators concerned with
the development of school and national policy.
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EDUCATIONAL
ASSESSMENT AND
THE 'S.E.C’’

EXAMINATION
Tionatd G. Sullana

®To what
extent are our
assessment
practices
helping
children

become more
motivated to
learn??

RONALD SULTANA
D.Phil., is a Senior
Lecturer at the Faculty of
Education, University of
Malta and Editor of the
Mediterranean Journal of
Educational Studies.

s an educator, my main interest

in systems of assessment is to

consider the way these succeed

- or fail - to facilitate the pro

cess of teaching and learning.
That is not to say that there are not other (of-
ten dubious) uses of assessment - many, for
instance, value it since it helps to sort out stu-
dents into different ‘ability” groupings, while
others think - often wrongly - that credentials
and certificates signal competence to employ-
ers, and who are thus better placed to choose
appropriate personnel for specific occupational
tasks. In my view, the main question to ask
when considering assessment is: What range
of evaluation techniques can we use to find
out whether our students have made progress
in learning, and to discover what it is that
they have failed to grasp? Of course, the re-
sult of such an inquiry is to be in a better po-
sition to design teaching strategies that help
students move forwards. It also goes without
saying that techniques and strategies used
must be positive for all students, and do not
contradict the essential goals of education by,
for instance, engaging pupils in excessive
competition, or by extinguishing their moti-
vation to learn.

A rather brave effort has been made in
Malta to establish an indigenous examination
system that promotes assessment practices
which coincide with a progressive educational
philosophy, since they privilege achievement
over selection, and since they cater for a wider
range of students than did, for example, the
exclusive General Certificate Examination. It
is a brave attempt because the sheer amount
of organization that is needed to set up a struc-
ture of national examinations to cater for all
students finishing their secondary education
is overwhelming, particularly for a small state
with a limited pool of human resources. In-
deed, to my knowledge Malta is the only small
state in the world that has gone this way -
other countries have either set up regional
examination boards, pooling their resources
in order to manage the situation better (e.g.
the Caribbean Examinations Council or the
South Pacific Board for Educational Assess-
ment), or have, to a greater or lesser extent,
remained attached to metropole countries such
as the U.K.
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The new Secondary Education Certificate
(SEC) examinations for students completing
their fifth year of secondary schooling have
now been in place since 1992. In this short
article I will outline the effect that these ex-
aminations have had (and are likely to have)
on educational practice in Malta.

It must be made clear from the very outset
that there has been, to date, no full-scale evalu-
ation of the impact of the new examinations
on the educational system as a whole. The SEC
is too new to allow research to explore the ex-
tent to which students - especially those from
the low-ability range - are in fact profiting from
the opportunity to get useful credentials. Nei-
ther are we in the position to know whether
standards have been maintained or improved,
and whether teachers are adopting different
pedagogical strategies anywhere near the ex-
tent to which it has been hoped they would. In
this context I will therefore report impressions
obtained from personnel involved in running
the SEC examinations, as well as general feed-
back that teachers, parents and students pro-
vided through letters they wrote to the press. 1
will also hypothesize on the probable impact
that the new examinations have had and will
have in the near future given my familiarity
with the educational culture prevailing on the
islands.

SEC examinations seem to have encour-
aged teachers to place more importance and
attention on course-work as a legitimate com-
ponent in the continuous assessment of stu-
dents. More value seems to have been given
to project and practical and applied work in a
system which is best described as being ‘mag-
isterial’ in style, with lecturing and note-tak-
ing being the most common form of pedagogy.
Interviews with different members of the
MATSEC Board indicated that, given the
strength of the examination culture in Malta,
where teachers teach - and are expected by stu-
dents and parents to teach - with exams in
mind, then a change in the mode of assess-
ment has an important ‘backwash’ effect and
influences teaching methodologies. To give
two examples, the SEC stress on practical labo-
ratory work has led to the establishment or
better resourcing of laboratories in a number
of local schools, given that log books detailing
experiments make up part of the total assess-

*l/e need
to evaluate
the extent
to which
more
effective
teaching is
taking
place®
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ment in science. Similarly,
language teachers have had to
give more importance to oral
and aural work, with some
schools introducing ‘spoken
English’ as a discrete slot on
their timetables. Pedagogical
experiments in one area, such
as language teaching, have
influenced the teaching styles
adopted in other subjects, and
the fact that the course-work
contributes to the final assess-
ment of students has placed
teaching methodology at the
centre of the debate on edu-
cation. There is the hope that
teachers will now be induced
to privilege modern and inter-
active methodologies in the
classroom, though of course
one cannot tell the extent to
which this shift has taken
place before full scale evalu-
ative research has been car-
ried out.

Since syllabuses are set
locally, educationalists have
been able to include elements
of Maltese and Mediterranean
culture and realities across
most if not all subjects, and
in some areas, such as envi-
ronmental studies, social
studies and history, the sub-
ject matter revolves almost
totally around Maltese con-
cerns. This is crucially im-
portant not only for political
and ideological reasons, but
for educational ones as well.
Students can more easily re-
late to the curriculum if this
resonates with themes and
concerns they encounter in
their everyday life, and learn-
ing is more likely to happen
when there is a connection
between schooling and stu-
dents’ frameworks of rel-

evance.
The wider range of assess-
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ment techniques - including short-answer
questions, structured questions, essays, prac-
tical tasks, an aural/oral component, and an
internally school-based component - ensures
that different skills are, in fact, given impor-
tance. In addition, the internally assessed
school-based component encourages ‘the set-
ting of relevant tasks, allows the candidate to
choose the best from his or her work, allows
more direct guidance from the teacher, and
enables the teacher to contribute to the pro-
cess of assessment’ (SEC Brochure, p.10). The
new examinations have therefore presented
teachers with a unique opportunity to fulfill
one aspect of a professional role which has
long been denied them.

An important regulation which represents
a break from the past refers to the fact that
‘only candidates who complete their studies
in Form V or who have reached the age of 16
years by 31st December [of the year in which
s/he sits the examination session] will be al-
lowed to register for the Secondary Education
Certificate Examination’ (Regulation 6.1).
One of the advantages of a locally-controlled
examination system has been the identifica-
tion of strategies to counter educationally de-
bilitating practices, such as the spacing out of
examinations, starting from Form 4 and occa-
sionally from Form 3, in order to ensure passes.
As the editorial of one of the newspapers re-
marked, greeting positively the new regula-
tion in an article captioned ‘Examination
Mania’:

‘The major preoccupation of many of our
secondary school students on being promoted
to Form IV is how many...examinations they
are able to ‘get out of the way’ in order to have
their year in Form V as plain-sailing as pos-
sible. They home in on five or six subjects,
priming themselves up with extra doses of pri-
vate lessons (in some cases from their own
teachers at school), aided and abetted by their
parents who are willing to pay what is neces-
sary for their offspring to collect as
many...passes, and at the highest marks pos-
sible, to ensure entry into the Sixth Form, and
eventually to University, or to the labour
market...The change in rules should bring back
some sanity to secondary schools, both State
and private, where teachers and students in
the upper two forms - completely unmotivated
because the passes have been obtained any-
way - face serious disruption and are in effect
under-utilizing, or rather wasting, the educa-
tional system’s resources’ (The Sunday Times,
February 26, 1995, p.14).

Another positive effect of the SEC exami-
nation has been the extension of the range of
curriculum subjects offered to students. In
principle, the MATSEC Board has to react to
curricular initiatives in schools, so that if a
new course of studies is offered to students in
a particular school, then the latter can ask the
examining Board to prepare an SEC paper in
that subject. Previously, schools based their
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curricula and syllabuses, not to mention teach-
ing strategies, with an eye on GCE require-
ments. With the new system, schools can be
much more proactive in the development of
curricula, syllabuses and pedagogy.

While there is still a definite reliance on
the U.K. for textbooks, there has been a new
phenomenon in the past few years which saw
local educational authors and publishing en-
trepreneurs investing in the production of high
quality texts in a large number of curricular
areas. Since these texts are tailor-made to SEC
and Matriculation specifications and require-
ments, they prove to be a valuable resource
for teachers and students alike, and more of
them are being published from year to year.

In short, therefore, the new examinations
have given Maltese policy-makers the oppor-
tunity to be more autonomous in establishing
an organic and holistic vision for educational
practice on the islands; they have encouraged
the development of curricula and textbooks
that take local culture and realities into ac-
count; they have expanded the professional
roles of teachers, who are partners in the as-
sessment of their own students; and they are
likely to modify the traditional and deeply
engrained pedagogical culture of magisterial
lesson delivery. They have effectively puta stop
to a massive annual hemorrhage of foreign
currency that Malta could ill-afford to service,
and have, moreover, achieved credibility
among parents, teachers, students and employ-
ers, and are exchangeable on the world mar-
ket of credentials.

This is no mean achievement for a micro-
island with limited human and material re-
sources. The next challenge that now needs to
be faced is the monitoring and improvement
of current practice through systematic evalu-
ative research, as well as the professional de-
velopment of staff and personnel involved. We
need to be in a position to know, for instance,
whether there have been changes in the peda-
gogical styles adopted in the classroom, and
what is facilitating such changes as well as
what is obstructing them. We need to evaluate
the extent to which more effective teaching is
taking place, and how new forms of assess-
ment are impacting on the learning process.
Are new teaching styles being used to cater
for the different learning styles and needs of
different pupils? We also need to ask the extent
to which teachers are being supported in the
new roles that the SEC examinations demand
of them. What in-service training do they need?
How can we best deliver that? How is
curriculum construction and development
dove-tailimg with new assessment strategies?
To what extent are our assessment practices
helping children become more motivated to
learn? These and several other questions need
not only to be asked, but also to be answered
if one’s interest in assessment practices is
motivated by a genuine commitment to the
educational commitment of students.
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Ghalliema u Genituri

lI-Prattika tas-Shubija
fil-Livell Primarju

Cavmel g%’m%

®Nemmen li
I-akbar
osservaturi
tat-tfal huma
I-genituri u
m’ghandix
dubbju li jekk
nisimghuhom
se johorgu
b’ideat
tajbin.”®
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(Toronto), is lecturer in
Curriculum Studies at
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Education. His
academic interests
range from critical
pedagogy to forms of
curriculum inquiry and
development. Dr. Borg
is a member of the
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review. He is also
General Secretary of the
Association of School
Councils.

Is-Sensiela

Sikwit nisimghu u naqraw dwar il-bzonn
li 1-genituri jippartecipaw aktar fil-process
edukattiv. Implikazzjoni ewlenija ta’ din 1-
ghajta hija li I-ghalliema u 1-genituri ghandhom
jahdmu aktar flimkien ghall-gid tat-tfal. Din
is-sensiela ta’ artikli ged tinhema bil-hsieb li
tlaggaghna ma’ prattika lokali u barranija li
ghandha I-ghan li tkattar il-kultura tas-shubija
billi ssahhah il-linji ta” kommunikazzjoni bejn
I-ghalliema u I-genituri.

Nittamaw li dawn l-artikli, imzewqin bil-
kontribuzzjonijiet taghkom, iqanqlu aktar
interess fil-kuncett tas-shubija, u jghinu lil
dawk li ghadhom ma jafux minn fejn se jitilqu.

Dan l-artiklu se jiffoka fuq strategiji ta’
kommunikazzjoni Ii ghandhom l-ghan li
jintroducu lill-ghalliema u 1-hidma taghhom.

Qabel tibda
l-iskola...

Il-hidma ta’ 1-ghalliema li jridu jistabilixxu
rapport pozittiv mal-genituri tat-tfal tal-klassi
taghhom generalment tibda xi jiem qabel 1-
ewwel jum ta’ l-iskola. L-ghalliema jistghu
jvaraw il-hidma taghhom f’dan il-qasam
permezz ta’ ittra qasira ta’ introduzzjoni. Din
l-ittra ghandha sservi biex l-ghalliema:
jintrodu¢u ruhhom mal-genituri; ifakkru lill-
genituri meta se tibda I-iskola; u jistidnuhom
biex fil-jum imsemmi jiltagghu maghhom.

Man-nota li tintbaghat lill-genituri, I-
ghalliema jistghu jibaghtu ittra ohra qasira lit-
tfal. Kemm il-genituri kif ukoll it-tfal jiehdu
pjacir ikunu jafu li l-ghalliema prospettivi
huma entuzjasti dwar il-klassi I-gdida li se
jeghallmu.

Wiehed jistenna li qabel tibda s-sena, I-
ghalliema diga’ jkollhom it-taghrif mehtieg
dwar it-tfal tal-klassi. Dan it-taghrif jista’
jwassal biex jigu identifikati problemi
partikulari fil-klassi. Hawnhekk ukoll, 1-
ghalliema jistghu jahdmu id f’id mal-genituri.

L-ewwel kuntatt ma’ familji bi tfal bi
problemi jista’ jaghmel differenza kbira fil-
livell ta’ koperazzjoni li l-ghalliema se jsibu
mill-genituri ghall-bgija tas-sena. Hawnhekk,
telefonata tista’ twitti t-triq ghal azzjoni
pozittiva.

Jista’ jaghti 1-kaz li genituri ta’ tfal bi
problemi ghandhom storja ta’ telefonati
negattivi, fejn I-iskola tikkomunika maghhom
biss meta jkun hemm xi problema. L-
ghalliema ghandhom jinqdew b’telefonata ta’
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introduzzjoni biex iserrhu mohh il-genituri li
din id-darba l-istorja se tkun wahda differenti.
Ghalhekk, I-ewwel telefonata trid tkun wahda
pozittiva, b’messagg ta’ rieda tajba u
dispozizzjoni lejn hidma komuni ghall-gid tat-
tifel/tifla.

Minhabba n-natura sensittiva tat-telefonata,
ikun mehtieg li wiehed jippjana t-telefonata
sew. L-ewwel kliem jew frazijiet se jhallu effett
kbir fuq il-kumplament tal-konversazzjoni.
Tajjeb infakkru lill-genituri li ahna ged
incemplu ghax verament jimpurtana mit-tfal, u
nixtiequ li s-sena li tkun se tibda tkun wahda
ta’ success ghal uliedhom.

Is-sensittivita lejn il-genituri hija kru¢jali.
Nissuggerixxi li nhallu ’1-genituri jitkellmu
huma dwar il-problema, aktar milli nibdew ahna
bil-litanija ta’ problemi. Mistogsija bhal “kif
mar it-tifel is-sena l-ohra?”, tista’ twassal biex
il-genituri jirrakkuntaw l-istejjer 1i ghaddiet
minnhom il-familja. Fi ftit kliem, huma I-
genituri li se jmexxu l-agenda ta’ l-ewwel
telefonata.

Nisimghu lill-genituri
Ghalkemm jista’ jkollna hafna ideat dwar
X’jista’ jsir, tajjeb i nisimghu lill-genituri dwar
x’jahsbu li jista’ jsir biex uliedhom jkollhom
sena ahjar. Ghandna tendenza li
nippatologizzaw lill-istudenti u ’l-genituri
taghhom. Inharsu lejhom bhala falluti, u allura
ftit li xejn ghandhom x’joffru.

Ma nahsibx li dan hu I-kaz. Nemmen li 1-
akbar osservaturi tat-tfal huma I-genituri u
m’ghandix dubbju li jekk nisimghuhom se
johorgu b’ideat tajbin.

Importanti li waqt il-konversazzzjoni taghna
nuru lill-genituri li s-support taghhom huwa
krucjali, u allura t-telefonata ta’ introduzzjoni
mhux se tkun l-ewwel u l-ahhar telefonata.
Nistghu naghlqu I-konversazzjoni taghna billi
nheggu lill-genituri jkomplu jikkoperaw
maghna halli t-tfal ikollhom sena ahjar minn
dik ta’ qabel.

L-ewwel jum...

Fl-ewwel gurnata ta’ l-iskola nistghu
nibaghtu ittra ohra mat-tfal li permezz taghha
mhux biss nistiednu lill-genituri jzuruna, izda
wkoll nispjegaw il-pjanijiet taghna ghas-sena.
L-aktar ingredjenti importanti ta’ ittra bhal din
huma:

@ ma ntawlux, pagna tkun bizzejjed

@ it-ton ghandu jkun wiehed pozittiv u

entuzjazmanti

@ infakkru li I-edukazzjoni tat-tfal hija frott

il-hidma komuni. Ghalhekk, il-koperazzjoni

taghhom hija krucjali.

@ Nesprimu sens ta’ fiducja fis-success

prospettiv.

Ma’ din I-ittra, nistghu nibaghtu kodici ta’
dixxiplina ghall-klassi, u kopja tal-politika li
se naddottaw rigward ix-xoghol tad-dar. II-
kodici u l-politika se jkunu s-suggetti li se
nitrattaw fl-artiklu li jmiss.
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The new Saxo is the perfect blend of style with
substance. Beneath those sleek flowing lines you'll
find the strength, durability and reliability of a car
that's built to last. Meticulous attention to detail has
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o English Language
Teaching Projects

ast year a number of students from the Faculty of Education

followed an intensive two-week course in English Language

Materials Production and Methodology at the University of

London Institute of Education. The course was designed by

Dr Charles Mifsud of the Faculty of Education and Angela
Hobsbaum and Peter Hill of the University of London.

The students were involved in lectures, ‘language across the curricu-
lum’ and ‘reading and writing’ seminars, materials development work-
shops and school visits. They participated in sessions dealing with Infor-
mation Technology in ELT and book-making workshops at the British
Library. At the end of the course the students organised ELT projects that
reached high levels of creativity as attested by their London tutors.

The students had the opportunity to work in a number of schools in
East London. They discussed educational and language matters with their
professional counterparts in schools and worked with children in class-
rooms. The exchange of ideas was very rich and benefited both sides.

The social programme included visits to a number of sights and muse-
ums in London, a river cruise from Richmond to the tune of South African
music and dance and a day trip to Cambridge that included a tour of the
colleges and punting on the river Cam. The visit was made possible
through the financial assistance of the British Council and had the support
of the Faculty of Education, the British High Commission and the Interna-

schools.

tional Office of the University of Malta.
In this issue we are featuring some of the ELT projects that were
organised by some of the students (now teachers) in a number of London

The Malta Sightseeing
Board game

Target learners:
Year 4 and Year 5 pupils

Objectives:

The Malta sightseeing board
game can be played by two to
four people. The aim of this
board game is to motivate

children to learn through

play. Children can practise
language skills such as ask-
ing and answering questions,
putting words in order to form
sentences and filling in the
blanks.

How to play
the game:

Each group will have a turn
at throwing the dice and the
group with the largest num-
ber starts by following the

marked footsteps around London. Stopping
on a coloured footstep means that the player
will pick up a card according to the colour of
the footstep.

For example, if the player ends up on a
red footstep s/he will pick up a red card and
follow the instructions of that card.

The game consists of four different
coloured cards.

Red cards: These have instructions such
as: “Stop to take some photographs. Miss one
turn.”

Green cards: The green card sends you
for a ride on a Malta bus. One could be lucky
and move forward or very unlucky and must
return to where s/he started from.

Blue cards: The blue card is a specific
question regarding the place the player is in.

Yellow cards: The questions on the yellow
cards are flexible. The teacher can adapt the
questions according to the topic being dealt
with by the class.

This board game can easily be adapted to
any locality, say where the particular school is
situated.

ke ) )3
Food and Drink
in Ancient

Egypt

Qfggaéy SPicvilewa

Target learners:
Year 6 / Form 1

Aims:

To make students aware of ancient cultures
and traditions so that they can compare them
to modern cultures that they are familiar with.

Objectives:

To practise the four language skills of
speaking, listening, reading and writing.

Resources:

@ Papyrus chart depicting ancient Egyp-
tians hunting and fishing for food (This can
be produced during an Arts and Crafts lesson).

® Illustrated handouts describing differ-
ent types of food and drink, and how these are
produced.

Start the lesson with a brainstorming ses-
sion requiring students to describe and discuss
the papyrus chart and then list the vocabulary.
From the information given students can come
to their own conclusions about what the An-
cient Egyptians’ diet consisted of. Handouts
of passages and illustrations are handed out to
be read silently by the students. The students
are split into groups and given flashcards. The
students take one each and match the printed
word - for example trellis - to the illustration
depicting the named object, and then find the
sentence/s that contain the said ord. There-
fore, aided by the illustrations and sentences
students will try to explain what the term on
the flashcard means.

In order to enhance their comprehension
students are asked to re-read the passages.
After having discussed the chart and passages
the students should have a clear idea of what
Ancient Egyptians used to eat and drink, and
thus they can now compare that to what they
eat at home.

Using the papyrus chart and papyrus book-
marks we would generate a discussion about
the material they are made of and be able to
feel the texture of papyrus. Students can then
experiment with the hieroglyphic alphabet by
writing their names on pieces of papyrus. This
would then be followed up by the writing ac-
tivity handout as a last activity.
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As teachers, we
should try and help
our students react
to narrative texts
and encourage a
critical response to
them

fm ==

2
: g
3 F

No.1 @ 1997

Myths and
Monsters

The theme chosen by Rachel
Portanier and Stefania Brincat was
that of Myths and Monsters. Each of

them designed a set of activities

revolving around the stories of King
Arthur and Odysseus respectively.
These activities were designed for
Grade 6/Form 1 pupils.

Odysseus
y/e/anm PBaiincal

Illustrations

The adventures of Odysseus are obviously
too long to be dealt with in one project. I there-
fore decided to focus on the episodes where
Odysseus meets Polyphemus the Cyclops and
Circe the enchantress. The first thing I did
was to hunt through various children’s edi-
tions of Odysseus to find the most eye-catch-
ing and powerful illustrations of these epi-
sodes. This is because I feel that different il-
lustrations of the same story can constitute an
activity in itself. The procedure is as follows.
The pictures are photocopied (colour and all),
enlarged and laminated. They are then stuck
onto the board using blu-tack, and the students
are encouraged to describe the scenes illus-
trated in the pictures and hazard guesses as to
what the story they are depicting is. This ex-
ercise in prediction will hopefully stimulate
their interest and increase their motivation. It
also functions as a lead-in, so that the students
are prepared for the reading exercise that fol-
lows.

Focus on
Understanding

After the students have read the episodes
(which they can do at home or during lessons,

depending on the teacher’s aims) some com-
prehension-type questions are necessary to
check their understanding of the story. I there-
fore tried to formulate questions that would
help me to realise whether my pupils have un-
derstood the plot of each episode or not. These
questions are reproduced here:

Excerpts from the worksheets
Odysseus

Why do Odysseus and his men go up to
Polyphemus’ cave?

Why do you think Odysseus tells
Polyphemus that his name is No One?

Circe the Enchantress

How did Odysseus and his crew arrive at
Circe’s island?

Focus on Grammar

Narrative texts often prove a valuable re-
source to the language teacher, and can be used
to revise or present a variety of grammar
points. The text I chose about Odysseus and
Polyphemus, for instance, contains a lot of
dialogue. I therefore formulated this question
and inserted it in the worksheet:

Rewrite the marked passages in the story,
changing all direct speech into indirect speech.

Naturally, I could have focused on other
aspects of grammar such as verbs, prepositions,
or punctuation. It all depends on what the
text has to offer and on the teacher’s aims.
All these activities, in fact, may be adapted to
suit almost any text, at almost any level.
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Focus on
Description

The Maltese secondary
school syllabus (1995) re-
quires Form 1 students to
write “coherent paragraphs”
describing “people and
things”. With this require-
ment in mind, I included a
question in my worksheet that
focuses on description:

@ What did Polyphemus
the Cyclops look like?

@ Write three adjectives
describing his character.

Encouraging a
Personal

Response

As teachers, we should try
and help our students react to
narrative texts and encourage
a critical response to them.
The tender age of my pupils
requires this reaction to be a
simple one, and the question
I formulated was the follow-
ing:

Do you like Odysseus?
Why?

The word “Why” is im-
portant here as forces the pu-
pil to think about the reasons
behind his/her reaction to the
hero of the episodes.

Creativity and
Media
Transfer

The last two activities I
thought of are possibly the
most demanding for the pu-
pil, as they require good writ-
ing skills and a measure of
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creativity on their part. The first asks them to
imagine that they are Odysseus, stranded on
Circe’s island. What Odysseus must do is write
a letter to his wife, Penelope, explaining why
he hasn’t come home yet. The pupils are asked
to draw a picture to go with the letter. 1 saw
this activity being done in one of the schools
we visited during the course: Marian
Richardson Primary School, in London’s East
End. The creativity of the pupils was really
wonderful in both the writing and the illus-
trations. Some pictures, for instance, consisted
of maps of Circe’s island and the letters were
either loving or full of loving excuses.

The second activity is more difficult. It
requires the pupils to get together in small
groups and rewrite any episode they choose
as a script. They will then have to act it out in
front of the class. This activity, of course,
would be spread over a series of lessons and
would require much help from the teacher.
The skills involved, however, are manifold.
In order to write the script the pupils must
summarise it mentally, argue over what is to
be included and what is to be left out, rewrite
it in dialogue form and finally act it out.

The Legend of

King Arthur
Ractel Solanier

Reading for enjoyment
and general

understanding

The plot of King Arthur revolves around a
group of stories, each having the potential to
be exploited as a separate story in its own right.
In order to promote interest and motivate stu-
dents, I thought it would be a good idea to
adopt the jigsaw reading approach. An epi-
sode or story, say Arthur’s success in pulling
the magnificent sword out of the stone, could
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be divided into three parts, A, B and C. The
students would be asked to read through their
part, answer the questions (which would ide-
ally move from the factual to the interpreta-
tive so as to promote personal response and
evaluation) as a group, and list the main points
of their extract.

Setting a context,
inferring and
predicting; building
confidence in
communicative skills;
encouraging personal
responses; media
transfer

Each group should then prepare a mini-
presentation. The presentation should consist
of the main details of the group’s chunk of the
chapter and the students’ prediction of what
came before and/or after their part of the chap-
ter. Students could also be asked to read their
favourite paragraph aloud to the rest of the
class, explain why they found it interesting,
and provide an accompanying illustration.

Accountability

To improve the quality of group work, an
accountability factor could be introduced where
each group is questioned by the other groups.
Alternatively, the teacher could tell the stu-
dents that they are being graded on both their
individual commitment as well as their co-
operation as a team.

Adaptability

I feel that the jigsaw method approach to
reading is highly recommendable since it may
be used for practically any subject which in-
volves reading (Social Studies, History, etc.).
Moreover, it adds life to rather boring texts
which students are reluctant to read at home.
Finally, it may solve problems for those teach-
ers who do not have enough texts for every-
body.

Head start or
lead-in activity

As a warming up exercise, illustrations
from the reader The Legend of King Arthur
could be provided. In groups, students are
invited to make intelligent guesses about the
plot of the story - Who is the man? Do you
think the sword is important in the story? Who
is Merlin?

Prediction and discussion are exercises
which stimulate and motivate children by
making them eager to learn about the story.
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Profiling

Gharles CMifsud

oth locally and abroad the system of streaming is considered

universally to be a very unjust system of selecting pupils on

the basis of end-of-year exams. However, locally there has not

been much discussion of what could be the possible alternatives

to this undesirable system. In this brief article we present the
system of ‘profiling’ as a more just alternative for the assessment of pupils’
achievement in school. At this stage where a number of pupil profile systems
may be piloted at the various levels of the Maltese educational system these
systems need to be promoted as being complementary to the existing
assessment procedures rather than as outright substitutes.

®%There is an
increasingly
explicit
concern that
schooling is
not bringing
about the
outcomes it
sets for its
students.”

CHARLES MIFSUD
M.Phil (Cantab), Ph.D
(Lond.) lectures in English
Language Teaching at the
Faculty of Education. His
current interests are in
ELT teacher education
and literacy development.

Whilst it is generally accepted that subject-
based external examinations are a major means
of ensuring quality control amongst
educational systems, there is now a ground
swell of opinion amongst both educationists
and, to some extent, parents and pupils who
feel that there is a need for a more
comprehensive and curriculum-integrated
approach to assessment. There is also an
increasingly explicit concern that schooling is
not bringing about the outcomes it sets for its
students.

The Criticisms of
Public Examinations

he criticisms of public examinations are

I long-standing and well-known.

' Examinations are frequently inaccurate
(as a result, for example, of marker fatigue or
markers’ subjective preferences) and they may
not be a valid measure of what a pupil can really
do (he or she has had an off day or has bad
handwriting, for example). They can only
measure a small sample of educational
achievements; they encourage intrinsic
motivation rather than the desire to learn for
its own sake. They encourage and are deeply
associated with an educational process which
discourages co-operation between students and
emphasises individual competition. Maltese
teachers, like their counterparts in other
countries, complain frequently that the
existence of such external examinations
narrows what they can offer to students in
curriculum and pedagogy. Worst of all, the
aggregate examination grade may conceal vital
differences between different kinds of
competencies that a pupil may have acquired.

The Impediment to
Change

hy then do we persist in relying
heavily on formal examinations in
the face of such strong arguments

against them? There is the question of
legitimacy in the selection process, and the
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need for objectivity to militate against bias and
injustice in the allocation of life chances. There .
is an important need for face validity in the
procedures used, and for reliable identification
of what has been achieved and of specific
inadequacies. There is also the selection
function, which requires some basis for
discrimination between candidates, a high
degree of reliability, some measure of
predictive validity and legitimacy which makes
the whole process acceptable by the larger
society. Itis because external examinations are
the best means so far devised of meeting the
criteria of comparability, reliability and
legitimacy that they have enjoyed such
continuing popularity. Despite their negative
effects on the learning process and their
inefficiency in providing the information
employers really want to know we have come
to ‘over-depend’ on examinations. Exams
haunt the lives of the large majority of our
children and their parents..

The Objectives of
Schooling

he objectives of schooling are
I_ frequently conceptualised in terms of,
for example, the acquisition of self-
knowledge; the development of inter-personal
skills; the development of maturity; emotional
and moral awareness; the development of
academic skills; an enthusiasm for learning; a
respect for society, human rights, etc. All too
often, however, people do not develop self-
awareness and they see no connection between
education and life. Their self-image and self-
confidence is steadily eroded by the repeated
experience of failure and condemnation, and
they are encouraged to rely on teachers to teach
them rather than on themselves as learners.
Entering school as enthusiastic and active
enquirers, all too often they become passive
and apathetic, uninterested and lacking in
initiative and self-discipline. There is
widespread dissatisfaction with the
instrumental, extrinsic orientation induced by
qualification inflation and excessive
competition.

The Need for Change

ur educational system has been for
O many years dominated by external-

exam certification procedures.
Although over the years there have been
repeated attempts to introduce more
comprehensive and relevant assessment
procedures, these have had little impact on the
examination monopoly. Previous failed
attempts to do away with examination
procedures, public concern about educational
standards and professional inertia have
militated against change. More recently,
however, major structural changes in the
economy and related policy developments have
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stimulated interest in
assessment procedures for
accountability and efficiency.
The range of approaches
currently being explored are
not mutually exclusive.

Changing the
bases for
assessment

he traditional methods
of exams are too
crude and global and

mask individual

differences. By
making fuller, more detailed
use of the information about
performance in subjects that
we already have, we can give
more recognition to the fact
that, at all levels of ability,
different students are
developing in different ways.
Any educational institution
must increasingly be able to
demonstrate that it is fulfilling

All too often people
do not develop
self-awareness and
they see no
connection between
education and life.
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the aims that it has set for itself. The major
purposes that assessment procedures have to
fulfil need to meet the needs of pupils, teachers
and ‘consumers’.

Alternative forms of
assessment

T he structural changes in the economy
of this country are now making possible
a genuine alternative approach to
assessment which is capable of improving both
the curriculum and communication functions
of assessment. The principles on which this
innovation is based may be summarised in
terms of:

® reinforcement of the learning process

@ respect for learners,

® relevance for action.

Under reinforcement are subsumed the
curriculum functions of a new kind of
assessment philosophy, which emphasises
diagnosis of a student’s strengths and
weaknesses, conceptualises learning as an
interactive process that emphasises mastery
and achievement rather than norm-referencing
and failure. These principles together make
up what is now receiving increasing attention
as the formative function of assessment.

Under respect comes a concern for open
and collaborative relations between teachers
and pupils, in which it is recognised that only
by engaging with pupils will they come to a
personal commitment and respect for their own
learning. This mutual respect is taken to be
the best basis for motivating both teachers and
pupils.

‘a form of assessment.
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The relevance dimension relates more to the
communication function of assessment, and the
provision of information about skill, aptitudes
and capabilities which will be useful for pupils,
their teachers and their families, and for
potential consumers of such records. Thus we
are talking about an approach to assessment
which is novel, both in content and procedure,
and is both formative and summative.

Profiles and Records of

Achievement

uch an assessment procedure has become
S known as ‘profiling’ - an approach to

recording which results in the production
of a ‘profile’ record. A ‘profile’ is not in itself
Nevertheless, the
production of a profile depends upon the
provision of appropriate assessment
information and in practice the two stages are
often inseparable. A profile is essentially
derived from a separation of the whole of an
assessment into its main parts or components.
It is often used synonymously with the term
‘record of achievement’, although this is
normally used in a narrower sense to describe
school leavers’ documents which may include
the results of a variety of examinations, graded
tests and other assessments and information
about a student, compiled by teachers and/or
students and covering the total educational
progress of the student.

The arguments for this profiling initiative
are expressed in terms of the mutual benefit that
would accrue to both students and their future
employers from better means of school
reporting, and also the impact that such a
process would have on pupils’ motivation
during their passage through schooling itself.
In other European countries, profiles and
records of achievement have been used with
immense success at all levels of the educational
system and in different areas; e.g. technology
education, and in as diverse settings as the
training branches of police forces and airline
companies.

A Word of Warning

t is profiles and records of achievement
I which are the most significant in

threatening to break down the barrier
between the cognitive and the affective domains
in both curriculum and assessment terms. It is
their very challenge that also makes profiles and
records of achievement the most high risk
initiative. Careful monitoring will be required
to ensure that the rationale for the new
procedure is indeed drawn out of its practice.
It demands careful scrutiny and presents a most
fertile ground for change. Public acceptability
can no longer serve as a sufficient criterion for
the acceptability of assessment procedures. The
elevation of educational concerns to a position
of prime consideration is long overdue.
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MEDIA WORKSTATION

THE OVERHEAD

PROJECTOR
Céor_q CMallia

The intention
of this series of
short articles is
to help the
teacher with
the use of
media: to
examine its
worth, lacks
and, overall,
what it can
add to his/her
lessons.”

GORG MALLIA

B.A. (Hons.), M.A.

at present lectures

in the Department of
Communications and
Instructional Technology,
Faculty of Education. He
also taught at many levels
in Secondary Schools
and Sixth Forms

for over 16 years.

ossibly the most common (where
available) piece of equipment to
project visual aids is nowadays the
overhead projector.

First of all, for those few who have no idea
as to what overhead projection is, Heinich et
al’s definition is proffered:

Projection by means of a device that

produces an image on a screen by

transmitting light through transparent
acetate or a similar medium on the stage of
the projector. The lens and mirror
arrangement in an elevated housing creates

a bright projected image over the head or

shoulder of the operator.

(Heinich, et al, 1996, p.413).

The intention of this series of short articles
is to help the teacher with the use of media: to
examine its worth, lacks and, overall, what it
can add to his/her lessons.

The OHP, for example, has two clear main
advantages:

1. Daylight projection. There is no need
for any form of blackout unless there is strong
direct sunlight on the screen.

2. When using it, the teacher faces the class.
There is no need to turn his (/her) back: no
need to stand at the back of the room.
(Romiszowski, 1988).

To which can be added that it is lightweight
and portable; easy to operate; materials are
easily available and in abundance and can either
be self-prepared or bought ready in pre-
prepared packs; and it helps the teacher be
better organised in his/her plan as transparency
preparation creates and guiding regimen for the
lesson.

Basic guidelines on the effective use of the
OHP (summarised from Ellington & Race,
1993) are:

® Make sure the projector and screen are
placed in such a way as to be seen by ALL the
members of the class or group, say in the corner
of the room, away from other possible media;

@® To avoid one or more types of the
KEYSTONE EFFECT (i.e. a distorted image
with one side, normally the bottom, tapering),
make sure the axis of projection is at right
angles to the screen, both on the horizontal and
on the vertical planes. Tilt the screen, if need
be, or the machine, to make sure you’re all right
in this;

@ For all the class to be able to see, utilise
all the screen if possible, by adjusting the
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distance between it and the OHP, and make sure
you’ve focused correctly;

@ Check to see that the platen and head
lens surfaces are clean to avoid reduction of
brightness and image clarity.

There are two basic types of OHP’s: (i) the
transmissive type, with the light from the lamp
transmitted through the glass stage (or platen)
and transparency, and (ii) the reflective type,
with the light from the lamp reflected off the
mirrorlike stage.

OHP’s come with roughly two platen
shapes: the square platen that was popular some
years back, and the more user-friendly A4
shaped platen being produced today. The
problem with the square platen is that parts of
the sides of a horizontally generated A4
transparency are not projected, while areas of
image-less light project at both top and bottom.
A cardboard mask for the latter is suggested,
and for the former, either (i) that the middle
part only of A4 sized transparencies be used,
or (ii) two images be produced to utilise fully
the space afforded by the (relatively expensive)
transparency, and a cardboard square be used
to cover up one side of the image at a time.

OHP software also comes in two forms: (i)
the continuous roll, excellent for creating
supportive display material during the lesson
itself, using water-based OHP markers that can
be bought at most stationers. If the lesson is
not to be repeated, the transparency can later
be wiped clean for reuse; (i) the single
transparency, a more flexible form that can.be
used both in the manner of (i) and also for
creating images that can be stored and reused.

The OHP can be used instead of a chalk or
white board, instead of a magnetic or felt board
(project silhouettes of objects), as a flip-chart,
and, of course, as a projector of pictures.
Heinich et al (1996) suggest a few ideas (at
times applied to the Maltese example by the
present writer):

Art: primary and secondary colours;
Drama: stage lighting explanation;
Language arts: colour coding of nouns,
verbs, etc.

Literature: various forms of poetry
compared;

Music: three-part harmony, with
different coloured notes for each part;
Mathematics: fractions - circles and
squares cut into pieces;

Library skills: floor-plan of library and
its main components;

PSE: a CV plan, a blank cheque, a job
application, etc.

Geography: map measurements;
Science: magnetism - show silhouettes
of iron filings aligning to poles of a
magnet.

And so many other possibilities (Green,
1982).
Continued on page 43
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TEACHERS’
COMMENTS ON THE
FORM 2
MATHEMATICS

SYLLABI
CMichasl SBuhagiar

Introduction

y personal teaching experience suggests that at second-

ary level the mathematics syllabi are generally over-

loaded to such an extent that they are hardly ever ad-

equately covered. Consequently, teaching is deminated

by the notion of covering as much of the syllabus as pos-
sible, even if superficially, in time for the all important exams. The NMC
approach certainly requires well-designed syllabi (see Cockcroft Report,
1982, paragraphs 449-451) which permit the individual students to work
at their own pace on topics which they can understand - a far cry from
what I suspect we presently have in Malta.

SALt
secondary
level the
mathematics
syllabi are
generally
overloaded to
such an extent
that they are
hardly ever
adequately
covered®

MICHAEL BUHAGIAR

B. Ed (Hons, M.Ed,
teaches Mathematics at
the Junior College. He
has taught in both Primary
and Secondary sectors,
as well as in the Faculty
of Education.

This paper sets out to examine whether the
limiting effects of the syllabi as experienced
by the present writer are more generally felt.
In particular, a group of form 2 mathematics
teachers from different schools were invited
to share their views on the subject.

Methodology

etween the 12th and the 14th July 1995
B an in-service course was organised by

the Education Division for teachers of
mathematics in the state and private sectors
currently teaching at form 2 level®. The
course was attended by 25 participants. At
the end of one of the sessions the tzachers were
asked to fill in a questionnaire based on a 3 or
5 point Likert-Scale. Participating teachers
were guaranteed both anonymity and confi-
dentiality. One of the participants chose not
to respond. Of the 24 respondents, 8 taught
in junior lyceums [JL], 12 in area secondar-
ies [AS] and the remaining 4 in either church
or private schools (hereafter referred to as pri-
vate schools [CP]). Present writeup offers only
partial analyses of the collected data limited
to teachers’ comments on the syllabus accord-
ing to the type of school.

Results

hen viewing teachers’ comments on
the coverage of the syllabus , it is
interesting to note that 88% of all

the teachers report that it is either difficult or
very difficult to finish the syllabus in time.
None of the 24 respondents finds the full cov-
erage of the syllabus easy or very easy to
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achieve. 88% of the junior lyceum teachers
and 83% of the area secondary teachers report
difficulty to various degrees in finishing the
syllabus. All private schools teachers (100%
in the difficult range) are experiencing prob-
lems as regards the coverage of their respec-
tive syllabi.

Teachers were also asked to express their
opinion regarding the effect of the syllabus on
students’ mathematical understanding (see
table 3). 71% of the teachers report that stu-
dents’ mathematical understanding suffers due
to the prescribed syllabi. All private schools
teachers and three-fourths of junior lyceum
teachers are of the opinion that students’ un-
derstanding is suffering because of the sylla-
bus. Area secondary teachers seem a bit less
pessimistic: while 58% claim that students’
understanding is suffering, one-third of these
teachers are of the opinion that the effect is
negligible.

Present data suggest that the vast majority
of teachers consider that the present syllabi
ought to be revised. The overall percentage in
favour of such a revision is 75%. While some
(25%) think that a revision of the syllabi may
be due, none of the teachers are of the opinion
that there is no need. It should be noted that it
is the junior lyceum teachers (100%) who are
the most in favour of a revision. Correspond-
ing figures for private schools and area sec-
ondary teachers demanding a revision are re-
spectively 75% and 58%.

75% of the teachers report that they find
the teaching of their syllabus either quite or
very stressful. Apparently, it is the junior ly-
ceum teachers who are the most stressed in
this regard. As much as 75% of these teach-
ers report very stressful experiences. The bulk
of the other groups of teachers are in other
categories. For instance, 75% of the private
schools teachers and 42% of the area second-
ary teachers sustain that they find it quite
stressful to teach their syllabus. Another 42%
of the area secondary teachers only mention
average stress.

Given the right to choose only 13% of the
teachers involved would prefer not to teach at
form two level. While 54% of the teachers
would like to keep the same form, the remain-
ing 33% are undecided what to do. It is inter-
esting to note that all those who prefer not to
teach any further at form 2 level are junior
lyceum teachers. Private schools and area sec-
ondary teachers are apparently more willing
to keep the form. The percentage of teachers
willing to teach again at form 2 level is 75%
for both private schools teachers and for area
secondary teachers.

Discussion

1l the results in the previous section
Aand the comments hereunder are to be
taken with utmost caution. Not only
is the sample not random and representative,



s ) )}

% Junior
lyceum
teachers
emerge from
present
findings as the
most
negatively
affected by the
syllabus®

It is evident that
teachers at form 2
level are
experiencing great
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coverage of the
syllabus
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but the items of the questionnaire are by no
means exhaustive enough of the topic at
hand®. Again, the analysis undertaken is very
limited. It is advised that the reader takes this
paper for what it is worth: namely, an indica-
tive piece of research which definitely calls
for future more vigorous investigation. In
spite of all these limitations the present study
still has its own merits. For instance, the
sample size (referring here only to state
schools) is more than adequate as the state
schools teachers in this questionnaire repre-
sent the bulk of the state schools teachers teach-
ing at this level ©.

It is evident that teachers at form 2 level
are experiencing great problems when it comes
to the coverage of the syllabus. Present find-
ings suggest that this problem is shared by all
irrespective of the type of school in which one
teaches. Again, most teachers think that the
syllabus is negatively affecting their teaching,
something which is felt mostly by junior ly-
ceum teachers. Although the majority of the
teachers express fears that students’ math-
ematical understanding may be suffering be-
cause of the syllabus, teachers in area second-
aries are less pessimistic on this point. Teach-
ers’ responses also suggest a desire on their
part to see a revision of the current syllabi.
While, junior lyceum teachers are very deter-
mined on this point, the minds of the area sec-
ondary ones are less made up. Stress caused
by the syllabus is another problem which form
2 teachers have to live with. While the major-
ity of teachers, irrespective of the type of
school, report stress, it is the junior lyceum
teachers who are apparently the most vulner-
able in this area. However, in spite of the above
findings, the vast majority, given the chance
to choose their classes, would still not rule out
teaching at form 2 level again.

The results in this paper suggest general
trends which are worth discussing further. For
instance, junior lyceum teachers emerge from
present findings as the most negatively affected
by the syllabus. They are the most dissatisfied
with their teaching methods, very much aware
that students’ understanding is suffering, the
most in favour of changes in the syllabus, the
most under stress and the least willing to keep
teaching at the same level. On the other hand,
present data show area secondary teachers in a
more positive light. Their responses suggest
that they are the least negative group of teachers
regarding the effects of the syllabus on their
teaching methods and on students’
understanding. And although their majority are
in favour of changes in the syllabus, a
substantial number of them are undecided on
this issue. Notonly do they emerge as the least
stressed but they are also the most willing to
keep teaching this form. It is very hard to
comment on the private schools teachers given
their small number. However, one may hazard
to comment that present data appears to suggest
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that private schools teachers usually lie
somewhere in between the two positions taken
by the other groups.

Conclusion

Ithough teachers’ perceptions of the
Asyllabi seem to vary according to the

type of school, the overall picture is
rather unacceptable. Teachers’ responses are
generally negative and one can generally say
that positive responses are conspicuous by their
absence. This paper undoubtedly suggests that
the limiting effects of the syllabi as experi-
enced by the present writer are also being felt
by other teachers, namely Form 2 mathemat-
ics teachers, across the whole spectrum of
schools. The present study, inconclusive as it
is, does sound a warning. Teachers, even if
informed and willing, are basically not in a
position to translate the NMC’s recommen-
dation into sound classroom practice due to
the severe limitations imposed by the syllabi.
However, further investigation is recom-
mended. Should future more scientific inves-
tigation replicate the present findings, posi-
tive action, along the lines suggested by the
Cockcroft Report (1982), ought to be taken
immediately in order to improve on the cur-
rent syllabi. On a more immediate level, I feel
that educators entrusted with the announced
revision of the NMC stand to gain by keeping
in mind the present teachers’ comments.

Notes

(1) The in-service course was held according
to the agreement between the Education Di-
vision and the Malta Union of Teachers (see
Agreement 1994).

(2) For instance, it would have been interest-
ing to ask the teachers if the syllabus matches
the ability of their students, or whether or not
it is a balanced syllabus.

(3) Information provided by the education de-
partment.
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SOFTWARE REVIEW

“JUST GRANDMA
~ AND ME” IN THE
YEAR ONE CLASSES

KNorman &

Just Grandma & Me

NORMAN C. BORG, B.
A., B. Ed. (Hons), is an
Assistant Headteacher at
Birzebbuga Primary A.
He has recently
completed the Diploma in
Education (Administration
and Management), and
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ost reading software nowadays fol
Mlows the ‘Living Books’ approach

rendered popular by the Brederbund
software series, with the following typical el-
ements. The story is presented in short para-
graphs, each paragraph appears in one page
(screen) accompanied by a detailed illustra-
tion. As soon as the page appears, the para-
graph is read through by the narrator, with
the words highlighted in the process. Click-
ing on an object at the start of the sentence
enables the child to listen to the reading more
than once. Very often there is also the option
of switching from one language to another.
This is only part of the story. The characters
in the picture are animated and the rest is
‘acted out” before the next page is displayed.

Usually there are two versions of the story:
‘Read To Me’ and ‘Let Me Play’.. ‘Read To
Me’ goes through the whole story, in which
case the children will just have to sit back,
watch and listen.

In ‘Let Me Play’ the children will have a
more active part, as they will be able to go
back and forward through the pages. In this
mode, most of the background objects in the
page can be activated by clicking on them.
This will activate an event which has nothing
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to do with the story itself, but which is usually
quite entertaining. Given the chance, the chil-
dren will spend hours exploring by clicking
on every minute object in each picture.

Application: Different
Ways of Using Reading
Software

ne of the Brederbund titles listed above
O is currently in use in the Year 1 classes

in state schools. Just Grandma and
Me has a very simple storyline, but the theme,
basically a day at the beach, is directly rel-
evant to the children’s everyday experience,
presenting through text, pictures and anima-
tion objects and situations which can easily
make part of a simple conversation. This is
important as we should use the software as a
vehicle towards spoken as much as written
English. The point is that although this is
supposed to be reading software, we are here
dealing with other skills than just reading: lis-
tening, and self-expression.

The pages contain little text, just like in
any other traditional reading book addressed
to this age range. However the opportunities
for striking lively conversations are enormous,
especially because of the sound, speech and
animation presented. The teacher’s main aim
when using this kind of software, therefore,
should be that of monopolizing all the pos-
sible options on offer. The two main methods
of going about it are:

Know the software inside out. Try to dis-
cover all the possible hidden elements in ev-
ery page in the ‘Let Me Play’ mode. Relate
these to particular curriculum objectives and
use only a couple of these in every session.
Even the two cartoon sequences in the Credits
section can offer some fun and room for dis-
cussion!

Let the children discover the story (and all
those entertaining hidden elements) for them-
selves, monitor their reactions and observe
their comments. Something they say may just
as well be a good starting point for a particu-
lar topic. The ‘Read To Me’ section can be
opted for later on.

Suggested Activities

iscussing Events in “Let Me Play”
D Mode Observe their comments while

seeing the events. Observe which
event they will click on the most. Some events
will certainly interest them more than others,
and they will continually click over them to
watch them over and over again. The older
classes may be asked to write sentences or para-
graphs about these events, but for children in
Year One, simply asking them questions to
help them use their imagination and encour-
age self expression should be enough. Taking
the first page of the software Just Grandma
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®The first step
should be that
of going
through the
software
thoroughly
before
presenting it to
the children.”®

Encourage them to
give comments
about the
characters, the way
they move, the way
they speak.
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And Me, for instance (Fig. 1): upon a particu-
lar click by the user, a bee alights on the char-
acter (introduced as Little Critter) and even-
tually flies off the screen. Little Critter’s re-
action is that of fright. Questions at this point
may be: Where do you think has the bee gone?
Are you afraid of bees? Why do you think
was Little Critter afraid of it?

Discussing the Story

his may not necessarily be conducted
T after the children have gone through

all of the program. Rather, try to stimu-
late their imagination by asking them to try
and continue the story before they actually turn
the page. Example, on page one Little Critter
and his Grandma are waiting for the bus. What
happens when the Next Page arrow is clicked?

Discussing the
Characters

Encourage them to give comments about
the characters, the way they move, the way
they speak. What is special about Little Crit-
ter? Do you like Grandma? How are they
dressed?

Word Recognition

he narrator reads the paragraph through
| as soon as a new page is displayed.
Although the words are highlighted
along the narration, this may be too fast for
the children to follow, especially in the early
months. Word recognition may be achieved
through another method. In this software,
every word can be clicked individually, and
the computer reads it back. Concentrate on a
few key words only, from a selection of pages
at a time. ‘

Initial repetition drilling may be possible
with the whole class, with the software dis-
played on the large classroom monitor through
the teacher’s laptop. Pinpoint the key words,
click for the narrator’s readout and then ask
the children to repeat, on an individual basis.
This of course is definitely not going to take
just one session, and at this point one cannot
simply go through all the pages available at
one go.

Once repetition drilling is considered suf-
ficient by the teacher, the next step should test
the children in recognizing the words before
listening to them. Challenge some of the chil-
dren in each group (or in the whole class us-
ing the large monitor) by pointing at a word
on screen and asking them to read it. Then,
click on the word and let them listen. Train
them to discuss each other’s way of reading
certain words: the computer is always there to
give them the right feedback.

Once the children get used to the activities
they can be left in groups to experiment on
their own. Basic sentence construction may
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also be possible through the clicking of indi-
vidual words. Let the children make the com-
puter read their own sentences by click-ng on
words in different sequences, creating logical
or nonsensical sentences. Observe their reac-
tions.

Additional teaching aid material should be
used to complement the computer activities,
of course. Reproduce the key words on flash-
cards. If there is the software available, pro-
duce poster-size printouts of one or two of the
pages. With suitable software and a decent
colour printer this is quite possible. Print Shop
Ensemble III or its cut-down version Print
Shop Deluxe II1, for instance, enables you to
make poster-size images (larger than the nor-
mal A4 sheet) which can be hung up on the
walls as charts. This program has beea pro-
vided by the Division to all Year One c’asses.
In a future article we will discuss the creation
of poster-size images with this software.

Other Activities

any other activities not directly re
Mlated to reading and word recogni

tion can be set up using the sof-ware,.
specifically aimed at enhancing self-expres-
sion. Elicit the pupils’ comments about the
story’s sound effects, for instance. Encourage
the children to draw scenes or characters from
the story. Play short animated sequences with-
out sound, and encourage the pupils to put in
their own dialogue and invent other ‘versions’
of the story. Use the story background to
launch a project: At the Beach, for instance.
The graphics in the program represent an open
book with pictures, like a photo album. A good
idea is that of creating the children’s own photo
album entitled We Went to the Beach.

Beyond the Software

ocabulary may be enhanced by going

\ / beyond the set number of words pre

sented in the software. In connsction

with the photo album activity mentioned above,

one could get the children to mention other rela-

tives than just Grandma, and introducing other

related words such as Father, Mother, Brother,
Sister, Grandpa, Aunt, Uncle, Cousin.

Conclusion

ost teachers will be able to develop
Mother activities with this software

package beyond the ones suggested
here. The first step, though, should be that of
going through the software thoroughly before
presenting it to the children. It is quite obvi-
ous that such a package on its own is not
enough to develop reading skills and self ex-
pression. It should be used in conjunction with
the other software packages already ava-lable,
but it should also be complemented by similar
packages which should gradually be intro-
duced in the classrooms.
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Master of Education
dissertations - 1996

In this issue we are featuring a synopsis of the abstracts
of MEd dissertations presented to the Faculty of Education

in 1996. These can be consulted as reference material.

®Economics is
compatible
and
contributes to
the aims of the
Maltese
Primary
School
Curriculum?®

®The
importance of
the political
involvement of
teachers as
responsible
and guiding
members of
the learning
community®

Fundamentalism,
Pluralism and
Education:

A Euro-Mediterranean
Perspective

CMaria Callus

Fundamentalism and pluralism have
overpowered the contemporary social,
political, and economic life of the
Mediterranean region. The former is usually
perceived to be an expression of the South and
pluralism to be the narration of the North.
However, the main argument of this
dissertation is that there is a fusion of these
two paradigms in every state of the
Mediterranean region and that they are not
strictly bound to one area.

Infusing Economics

into the Primary

School Curriculum
Christopher Sfava

This study argues that economics is
compatible and contributes to the aims of the
Maltese Primary School Curriculum and that
economic concepts and ideas can be imparted
to and learnt by nine and ten year old children
in a curriculum based on the teaching of
separate subjects. It set out to investigate
whether the selected economics content can
be effectively taught through the use of an
experiment. The conclusions of the study
provide evidence that children can grasp
economics concepts.

Textual Selves: Girls’
Subjectivities in the

Secondary School
&larissa fleri Qboler

This dissertation focuses on the influence
of school discourse in English Literature
lessons upon secondary school girls’
subjectivities. An ethnographic case-study of
a Form Four grammar school class is carried
out within the framework of Interpretative and
Post-modern Feminist conceptions.
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Emancipatory Educa-
tion and Political Action

Qbimone Galea

This study, built upon a critical and a
emancipatory theory of education that sees
conscientisation as the first step in the process
of empowerment, gives a critical account of the
changes in our socio-political culture and points
out to the contradictions of teaching as a
professional activity. It draws upon the theories
of Freire and Habermas to focus on the
importance of the political involvement of
teachers as responsible and guiding members
of the learning community. This dissertation
thus has the emancipatory interest in identifying
the enablements and limitations of the local,
political and educational systems and in
outlining the possible actions that educators can
undertake to advance democratic changes in our
society.

English in Physics: The
influence of English
language proficiency on
Maltese students’
attainment in Physics
at Advanced level

CMartin Sfarrell

The aim of this dissertation was to
investigate what influence different aspects of
English language proficiency, including writing
skills, word understanding and text
comprehension can have on attainment in
Physics at Advanced level. Two hundred
Physics students, attending Malta’s main and
largest sixth-form participated in the study. It
was found that only a small percentage of
students obtained lower grades as a
consequence of their inability to articulate their
ideas in meaningful and clear English.

Education in an
Opening Market
Smmanucl Mifsud

Some students of Maltese policy-making
refer to the parallelism which lies between the
economic and social policy developments
brought about by the Nationalist Party since
1987 and those which have taken place in the
West. This is located within the New Right
ideology which has spread all over the West in
the 1980°s. Through interviews with some of
the main actors in the political, economic and
educational scenarios, and through detailed
examination of relevant documents, the
dissertation concludes that there are in fact some
significant similarities between Maltese policy-

Continued overleaf
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making and the New Right

ideology, although there are
marked  instances  of
contradictions, particularly in
educational development.

Policy-making
trends in
education:
1987-1994
Karen
HMuglictt

This dissertation
investigates which actors are
initiating and generating
policy in the field of education
in Malta, and how their
discursive practices are
affecting the policies in
education, whilst leaving
other problems at bay. It
focuses on the trends pursued
by the Nationalist government
and the Malta Union of
Teachers in the process of
policy formation. It tries to
establish the type of
relationship this government
has formed with the Malta
Union of  Teachers.
Importance is given to the
powerful role of both Minister
and Union within education.

Safety
Education in
Maltese
Primary State
Schools

Carmen

Muscar

This dissertation studies
safety education, that is the
need to educate individuals to
take healthy risk decisions and
to prevent accidents. It
focuses on sixty-six primary
state-run schools, the study
reveals that safety education
is scarce. Significant results
were obtained for sex and
regional differences in safety
education. The poor attitude
to safety is also reflected in the
primary schools’ physical
environment. There is a high
prevalence of serious
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accidents amongst primary school children,
especially for the boys.

Critical Perspectives on
Travel Education
Canya Muscat

This dissertation examines the post-war
development of travel as a leisure activity.
Futher investigation is carried out on the
prevalent ‘consumer culture ideology’ and
postmodernism and how these affect this
industry and its consumers - the tourist.

This study profiles the Maltese tourist
during the temporary displacement abroad,
especially in Europe and problematises the
Maltese tourist’s particular socialised forms of
life as s/he positions his/herself between the
‘us’/’them’ dichotomy. Finally the study
proposes the introduction of a leisure travel
education at the primary level through critical
pedagogy to be carried out in a non-hierarchical
teacher/student relationship based on the proces
of dialogue.

Getting them on while
keeping them in:
Education and the
Politics of
Incarceration - A
Maltese Case-Study
Soseph Vella

This study explores the curious marriage
of the punitive and educative elements in
prisons and particularly at the Corradino
Correctional Facility (Malta). The theme that
permeates this work is, that the punitive
element tends to marginalize and even co-opt
those initiatives such as the educational,
psychological and others related with the
welfare of inmates, making them participant
in the exercise of control and power. It aims
to expose the conflicts that invariably exist
between punishment and education and to
attempt to resolve this conflict.

An Evaluation of
Physics Practical work
carried out in
Secondary schools

Raul SCucreh

This study investigates the different aspects
relating to Physics practical work in secondary
schools. These include facilities, teachers’
characteristics and distribution, teachers’ aims
for doing practical work, the type and extent
of practical work that was carried out before

el )

the introduction of the Secondary Education
Certificate and beyond; setting and
management of practical sessions, assessment
procedures; and the constraints affecting
practical work. It was discovered that most
schools have the required minimum equipment
for periodic practical sessions. The least
equipped are girls’ private schools.

The language of the
Italian Media and its
contribution towards

the spontaneous
acquisition and journal
learning of Italian in
Malta.

Qbandro GCaruana

This research work set out to examine
secondary  school students’ eural
comprehension of words and phrases/sentences
selected from Italian television progranm-mes,
as well as their oral proficiency in the langaage.
A quantitative analysis is carried out. The
results are presented in the light of the fo-eign
and local literature in the field. A linguistic
analysis is also carried out to determine which
words and phrases/sentences of the Italian
media Secondary school students comprehend
better than others.

A Curriculum History
of Domestic Subjects in
Malta

Lorraine Rortelli

By their very nature, domestic subjects are
linked to the cultural heritage and the socio-
economic conditions of the country in question.
Topics such as needlework, basic hyg.ene,
nutrition, home management, domestic science
and home economics, which all form pert of
the broader field of studies known as Domestic
Subjects, were included in the Maltese school
curricula in an attempt to improve the general
conditons of local society. This thesis traces
the historical development of the teaching of
domestic subjects in Malta.

These dissertations are available
for perusal at the Faculty of
Education Resource Centre,

Centre for Communication
Technology, and in the Melitensia
Collection, University Library,
University of Malta, Msida
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What you need to do

TEACHING TIPS

MAKING RECYCLED

PAPER
O?Do%ardA G?kato'uti

g

DEBORAH CHETCUTI,
B.Ed (Hons.),
specialising in Biology in
1989. M.Ed in Curriculum
& Instrucion at McGill
University, Montreal in
1992. Currently reading
for a Ph.D in Education at
the Nottingham Trent
University. She taught
science related subjects
in secondary schools for a
number of years.

We Use Trees
to Make Paper

It takes about 20,000 trees to make the
Saturday edition of a big-city newspaper.
That’s more than a million trees in a year - and
more than 22 000 000 kg of Carbon dioxide!
Recycling paper saves trees from being cut
down.

SAVE TREES BY USING LESS PAPER!
SAVE TREES BY RECYCLING!

What you need

old newspapers

hot water

starch

food colouring
bowls, beakers, dish
wire netting

1 . Tear up the newspapers into tiny bits
and pieces and put them in a bowl.

Add the hot water and soak the paper
for about fifteen minutes.

2. Use a bowl to tear up the paper into
even smaller pieces (use your hands).

3. Addaspoon of starch to give strength
to the paper and a few drops of food
colouring if you want to end up with
coloured paper.

<4 Place the wire netting which you have
cut into squares at the bottom of a shallow
dish and spoon the paper mixture on to the
netting. Cover with another piece of wire
netting and squeeze out the excess water.

5. Put the netting with the solid mixture
on to some newspapers, cover with other
newspapers and press hard with a book or
something heavy.

6. Allow the mixture to dry for a few
hours and then remove from the wire
netting. Now you have your recycled
paper which you can use to make cards,
write letters or simply for decoration.

f

@ 1 SUCCESSFUL LIVING |

222 Merchant Street, Valletta. Tel: 237782
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The latest
MITAC
models with prices starting

from Lm500

MITAC Pentium® - based multimedia notebooks

plus the largest selection of
MULTIMEDIA CD’
the latest titles available.

YOUR COMPLETE
COMPUTER SUPPLIER

Abate Rigord Street, Ta" Xbiex Tel: 318865, 320307 Fax: 334689




' ||} |} |)

No.1 @ 1997

Into the 21st Century

Science Education

in Schools
San SCarding

®%All young
people are
entitled to a
solid
foundation in
science to
prepare them
for living in
the 21st
Century,
which will be
increasingly
dominated by
science and
technology®

JAN HARDING Ph.D

is currently an equal
opportunities consultant
and chairperson of
GASAT (Gender in
Science and Technology).
She is a member of the
fawcett Society Education
Committee, external
examiner at a number of
Universities and an
elected Fellow of the
Royal Society of Arts.

n the middle of September, 1996, just

before schools reassembled, an

interesting event took place at the

University of Malta. About one

hundred teachers and administrators
who had some responsibility for science
education came together in a Forum to discuss
the present state of , and future possibilities for,
science education in Maltese schools. The
Forum was sponsored by the Malta Chamber
of Scientists, the Faculty of Education and the
Education Division.

I was one of three science educators from
Britain sponsored to the Forum by the British
Council. We found that many of the issues
identified were similar to those encountered in
Britain a few years ago: the perception of
science as formal and difficult (and so not
appropriate for primary pupils or the less
academic); the retreat from science by girls by
girls post 16; the strong gender stereotyping of
vocational education; the demands of
competing sciencees with ever-expanding
syllabuses; the lack of confidence of primary
teachers to introduce science in their
classrooms and the unpopularity of physics post
16.

The entitlement aspect
of science education

Il three visitors emphasised the
A entitlement aspect of science

education, that all young people were
entitled to a solid foundation in science to
prepare them for living in the 21st Century,
which will be increasingly dominated by
science and technology. As citizens in a
democracy they will need to be prepared to
participate in debates about the use of science
and technology and to contribute through them
to the national economy. In Britain a ‘broad
and balanced’ science curriculum is in place
for all pupils from 5-16. For most 14-16 year
olds this leads to two subject equivalents in the
General Certificate of Education.

It was agreed that the extent of science is
such that complete coverage is not possible.
Foundations must be laid to facilitate life long
learning and laid through enjoyment and
stimulation of interest leading to commitment.
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This requires abandoning the dominance of
conceptual structures in initial presentation of
topics and starting from the current interests
and concerns of young people.

Elizabeth Whitelegg continued this theme
in her workshop presentation of the post 16
Supported Learning in Physics project, while
I demonstrated to chemists how the
components of a formal chemistry syllabus can
be rearranged to fit into a modular course
starting from the concerns of adolescents.

Dr. Susan Tresman outlined, in a plenary
session, the project she directs from the Open
University in Britain to support primary
teachers in their task of implementing the
science of the National Curriculum and
expanded on the project in a workshop. Three
hundred teachers are currently involved in
Britain and the project materials are already in
use in several states in Australia. As Malta
moves to a National Curriculum, with a
primary science component, there are plans to
collaborate with her project also in Malta.

Low female
representation in
science and technology

rom my background of many years of
F research into the low representation of

girls and women in science and
technology, I shared insights I had gained on
the conditions that are likely to encourage girls
to continue to study and work within science
and technology. In Britain, choices in
vocational education continue to be gender
stereotyped and this area is the focus of my
present work and campaigning.

Papers submitted by the British Council
contributors will be available through the Malta
Chamber of Scientists.

We were impressed with the commitment
and concerns expressed by the Maltese teachers
we met. As changes are contemplated they
need a more effective organisation through
which to make their views known. We wish
them well as they contend with change and
developments in science education into the 21st
Century.
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A questionnaire on language learning
Loaul A Attard

eachers need to
know well their
students as learn
ers. However,
they generally do
not have the time to do so, es-
pecially in secondary schools.
The following questionnaire
can help teachers to get to
know their students better,
discover their self-perception
as learners, their attitudes to-
wards teaching and learning,
and their study habits. While

®Language
teachers may
wish to use this
questionnaire
exactly as it is
or adapt it to
their
particular
situation and
needs*

Please note that when
reproducing the
questionnaire for use,
writing and ticking space
should be enlarged for
better effect

Paul A. Attard , Assistant
Director of Education,
Planning and Research ,
for 20 years Head of
Department in a Technical
Institute, pioneering
Teaching English for
Specific Purposes. Was
Director of Studies for the
Council of Europe
Workshop on language
and culture awareness
held in Malta in 1996,

answering the questionnaire, the students are
made to think, however summarily, about
themselves, their likes and dislikes, their atti-
tudes and habits and the way they study and
learn.

Language teachers may wish to use it ex-
actly as it is or, preferably, adapt it to their
particular situation and needs. They should
replace “this language” in the questionnaire
by the language being taught, for example,
English, Italian, French, etc. Teachers of
other subjects may adapt the questionnaire to
suit their particular subject. It would be ben-
eficial if teachers were to discuss as many of

the answers to it as possible with their stu-
dents both individually and as a class.

The questionnaire was partly developed by
a group of participants during a Workshop on
“Learner autonomy and self-directed learn-
ing " held at the Council of Europe’s European
Centre for Modern Languages in Graz, Aus-
tria.

It would be interesting to hear from teach-
ers who have used the questionnaire with their
students. Education 2000 is willing to pub-
lish some of the observations made and results
obtained together together with teachers’ com-
ments on their students’ answers.

Main objectives of the questionnaire

In relation to students’ learning of a language, to find out:

@ their self-perception as learners,
@ their study habits, likes and dislikes, and

@ their attitude towards the learning of a foreign language

Students’ name:

Form:

Answer all the questions in the following questionnaire.

Fill in and tick in ( x ) as appropriate

A. General questions

1. Do you think you generally do well at school?
Very well Well Satisfactorily Poorly [ don” tknow
2. Do you think you can do better?  Yes No I don’ tknow
LEA0; WhYY  onrrmmmmmmmsess s i s s s s ot A R RS
TE 908, TOW?  ccnmmasemmsonsnmannsasmnssensassssnessssiomsonsmssien iaas Biomess et shhominessh 55 558 557 G5 T3 POHERARRR RS
3. Name three subjects you really like?
T m—————
- R T
B nsio R oA S S R
4. Do you like working:
alone? Yes No Not so much [ don” tknow
in pairs? Yes No Not so much [ don’ tknow
in a group? Yes No Not so much [ don’ tknow
with the whole class? Yes No Not so much [ don’ tknow
individually with your teacher? ~ Yes No Notso much I don’ t know
5. How do you feel when you are asked to:
read aloud in class? [ like it At ease Uneasv
speak aloud in class? I like it At ease Uneasy
write on the board? I like it At ease Uneasyv
6. How do you feel when:
you do not know the answer t0 @ qUESHION? .......ccceiveiviiiiiiiiiiiiiie i
what do you do to find the anSWer? ..o
YO HIAKE 4 TISTAKEY soncmmummsmsmsmromnim fisntomsimmn s sy s s i s
what do you do 10 COMETE ALY  oocrosnemmonromnssms ssmssmmes s s w R R At
7 How much time do you spend:
doing your written homework every day? hours minutes
studying on your own at home every day? hours minutes
watching television every day" - hours minutes
reading (newspapers, magazines, books) hours minutes
8. What activities outside school are you interested in?
e o 0 Vi s s g TS ST
B cemmnmmmnsssnmmmaiesasimsisamns sl 5 s SR 85 S B A TS S S DA R S SR T 35
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9; What do you like to
18aXm BDOMET | e cerocmorsmoniansimis i asmsssisiis s s s stas i i S A S A B AT o
PEAADOULY ciuoomsssmimssssssios s suasiass dunsi 56 ahmat 5 ammmanams an s sins e e w s s osms e s s i
WIS AEONE hnonmmnsmmsiosesimonosssme sy om0 i o A o i S R
SPRERABOUED oomummmmmmessriasiiisesss s s e P R S S S RS AR S
BSEEILEOT e oo mommmommom cnomom s s i st st A e S o A AR
10. What would you like to be/do when you leave SChool? ................coooiiiiiiiiiiiie e
B. Questions related to language learning:
11. Why do you think you need to study this 1anguage?..............cc.ccoeeiiiiiiieiiiiniiiinieceece e s esr e e sebeesans
12. Are you doing well in this language?
Very well Well Satisfactorily Poorly [ don’ tknow
13. How do you compare your work with that of your classmates in this language? (name the language)
Better Equal Worse
14. Do you find learning this language:
Easy Not so easy Dif ficult Very difficult
WRTY smcsnomsemmmsmmnsmrsiossentesssmsesssnssnm s R R 8885 15489350 555 67058700 9404453 ¥ A wm b s s nm s nmsis
15.1 Do you like the way you are taught this language?
Yes, very much Not so much Not at all
WY sonmmnss s smsms 6000050 nmmnais i insio s i i s 30 e S
15.2 Do you think this language could be taught in a better way?
Yes No [ don’ tknow
IE Y@S, NOW? oot ettt ettt s enaee e
16. Do you find the textbook/s you use to learn this language helpful?
Yes Not so much Not at all
WHEY cssmsammammmmmasnss S 5 S s S S TR S T T T T Es e
17. While learning this language, do you find:
reading Easy Not so easy Dif ficult Very difficult?
listening to and understanding Easy Not so easy Dif ficult Very difficult?
speaking Easy Not so easy Dif ficult Very difficult?
writing Easy Not so easy Dif ficult Very difficult?
18. How could you improve each of the following skills?
fEadms: 00 mapsstsemescroseceseseese s o s s o s oss el Sl e
listening and understanding: ..ooioiiiiiiii e e e et e e e e e e e e enneeeaeanes
SERAKINTE =~ e es e B R S T S e e
WEILIREE e e s e N S A R SR R R T
leggmnpz =@ ==z sseseessreswseesssoeeesorereomon st s sy e
You may refer to the use of books, magazines, radio, television, videos, computer, teacher, friends, tourists, in answering the above questions.
19. How useful do you find the following activities in learning this language?
doing grammar exercises Very useful Not so useful Not useful at all
doing vocabulary exercises Very useful Not so useful Not useful at all
doing language games Very useful Not so useful Not useful at all
writing a letter Very useful Not so useful Not useful at all
writing a composition Very useful Not so useful Not useful at all
reading a text Very useful Not so useful Not useful at all
reading a book Very useful Not so useful Not useful at all
listening to audio cassettes Very useful Not so useful Not useful at all
watching a video Very useful Not so useful Not useful at all
using a computer Very useful Not so useful Not useful at all
20. In learning this language do you use
a grammar book Regularly Sometimes Rarely Never?
a dictionary Regularly Sometimes Rarely Never?
21.1 Do you read on your own:
books Regularly Sometimes Rarely Never?
magazines Regularly Sometimes Rarely Never?
newspapers Regularly Sometimes Rarely Never?
21.2 Do you use the library  Regularly Sometimes Rarely Never?
22.1 Do you watch television programmes in this language
Regularly Sometimes Rarely Never?
22.2 If you watch television, which two programmes do you like best?
Licuvomsnsniunsnnmosssmsnessn s mssens s s ey i S p s e L
23. Do you ever use this language outside school?
Regularly Sometimes Rarely Never?
24. When / where do you think you may need to use this language?
25. Do you think you will need this language when you leave school?
Yes No [ don’” tknow

IE yes, I WAL WY .cxonrnnsresnsonsanssnsonsassanmsassomsanssnssssosonmamsst s 58 58555 550555 0m 658 450 IR RS TPES )
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Int ukoll ghandek tifel with special
needs fil-klassi fejn qieghda?

" OPINJONIJIET
Soseph Giordmaina T

JG  Jigifieri ma ghamilx Year One?

in is-silta li gejja hija parti minn diskussjoni li jiena 82 Le. Poggietu Year 2 mill-ewwel.
kelli ma zewg studenti li qeghdin fil-kors tal-B.Ed(Hons) Mieghu ghandu  facilitator. Eye-
contact ma tantx jaghmel. Meta tghajjat
mieghu jhares. Idur mal-klassi; imma
I-facilitator tghinu hafna. Tghallmu I-
kuluri, matching, tiehu hsiebu. Hu
gieghed fuq il-pillolli. Daqqa jigi fil-
hdax u nofs, ma ghandux hin fiss. Gieli
jkun gieghed jiddejjaq u t-teacher
tohorgu mill-klassi u tiehdu go kamra
apposta. Gieli jaghmel PE maghhom.
Imma lanqgas ballun ma jzomm sewwa.
Idejh dejjem ponn. Lanqas il-lapes ma
jzomm.

Li kieku kellek issaqgsi lill-ghalliema
tieghu: Kieku kellek izzommu fil-klassi
lil dan it-tifel, Izzommu jew le?
X’tahseb i tirrispondik?

Nahseb hi tippreferi li tghid le. Mhux
ghax ma tridx tghinu, imma ghax itellef

ta ’l-ewwel sena. Bhalissa dawn l-istudenti jkunu
geghdin iduru l-iskejjel biex jiehdu Il-ewwel
impressjonijiet taghhom fuq xi tfisser li tkun ghalliem.

Tajjeb, mela ghiduli ftit dwar il-klassi
li geghdin fiha
i 5 s Sl Hija year 3,b’population ta’ 24 jew 25
JG: J. Gior dma'na, JG  Innutajtu jekk hemmx xi ‘slow—léarner’
S1: Studenta ta fdin il-klassi?
l-ewwel sena s1  Iva, hemm wiehed handikappat.
S2: Studenta ohra JG Hemm tifel bi bzonnijiet spe¢jali.
ta’ l-ewwel sena X’ghandu differenti mill-ohrajn? IG
S1 Hu mhux ‘physically handicapped’ -
imma mentally. Fil-fatt ghandu tmien
snin u gieghed fl-ewwel sena. Kien
f’pushchair - imma issa gieghed jimxi ~ S2
X’inhi I-problema li hemm?

Novembru 1996 G

®Ma jafx o

s o S Majafx jagra; kuluri ma jaghrafhomx. lill-ohrajn. ~ Ghax hu gqieghed
Jaqra’ In-numri ma jathomx. Trid tagbad u semplicement hemmhekk biex jintegra
kuluri ma togghod tghidlu kollox int; il- one bhas- mat-tfal.
o suldati. Trid toqghod tghidlu kollox. 1I-  JG  Il-facilitator tahdem mat-tfal 1-ohra?
Jaghraﬂlomx. one biss jaf, u kultant jithawdu. S2  Le, mieghu biss gieghda.

It-tfal 1-ohra tal-klassi x’jaghmlu?
Jidhku bih. Hi tghidilhom tidhkux bih,

Mentally jaf in-numri minn one sa ten, JG
imma ma jafx jiktibhom. JS2
X’inhi l-idea taghkom dwar tfal bi ghax dak ma jistax jitghallem hekk,
bzonnijiet specjali fi klassi normali? bhalkom, imma ghalxejn. Xorta jidhku
Itellef. Ghax, bhal dan it-tifel...id-dar bih.
imdorri jaghmel 1i jrid. Jghid lit- JG  Intom li se tibdew bhala feachers, meta
teacher: Miss ejja ’I-hawn, teacher ejja tmorru teaching practice, kif sejrin
issa,ejja "l hawn. Anke lili,beda jghidli tharsu lejn din il-haga, tahsbu li
hekk. U jekk ma ttichx dak li jrid jibda taffetwakom, tippreferixxu li ma
jibki. Imma jtuh anke fits. jkollkomx tfal bi bzonnijiet specjali?
JG  Xjigifieri? S1 Jekk ma jkollniex tfal handikappati
S1 Jintelag ma’ l-art, jaghti ma’ l-art, jaghti ahjar...ahjar ikunu kollha l-istess.

bis-sieq, jaghti mal-hajt b’saqajh, JG  Ahjar ghaliex?

b’idejh, b’rasu. S1 Ghax ahjar ikollok it-tfal kollha
JG U t-tfal l-ohra tal-klassi, x’jaghmlu? normali. Iktar tista’ tghallimhom.
S1 Heqq..it-tfal jibdew sejrin: Ara, miss Inkella jkollok facilitator mieghek.

x’inhu jaghmel. U jibdew jidhku bih Hekk forsi taghmel xi haga.

ukoll.
JG  Tahseblit-teacher ghandha xi ammont ’inhuma I-kummenti tieghek? Fejn
hu post tfal bi bzonnijiet specjali?
Min huma dawn it-tfal? Ghandek

ta’ stress fugha?
Sl Iva hux. Lit-teacher idejjagha
IG Imma t-teacher ghandha facilitator? xi esperjenza li tixtieq tagsam ma’ ghalliema
ohra? Ghidilna kif tahsibha.
Tista’ tghaddi 1-fehma tieghek billi

S1 Imma I-facilitator Kindergarten
tikkuntatjana b’wiehed min dawn il-modi:

In-numri ma
jathomx. G
Trid tagbad s
u togghod
tghidlu
kollox int*

Assistant. All right, ghamlu xi haga
fughom .. fuq tfal hekk; imma anke hi

JOSEPH GIORDMAINA
B.Ed, B.A., M.Ed.,
lectures in Philosophy of
Education, Philosophy for
Children and Critical and

stess galet 1i hi mhix tajba ghal mieghu.
Ghax ma ghandhomx fejn jitfghuha
ghamluha mal-handikappat. Meta nizel
ma’ l-art ma kinitx taf x’se taghmel bih.
Kelli ninzel jien mieghu.

Posta
L-Editur, Education 2000
Fakulta ta’ 1-Edukazzjoni
Universita ta’ Malta
e-mail

Creative Thinking atthe JG  Jigifieri din mhix taghmel xi kors ta’ sk .
Faculty of Education. He facilitator hux? jgio@cis.um.edu.mt
is also currently involved ~S1 ~ Hi ghamlet kors ta’ Kindergarten Ma hemmx ghalfejn tghidilna ismek,
y

in the Diploma in
Inclusive Education.

Assistant, kors ta’ xi sentejn, u tefghuha
hemm.

imma napprezzaw jekk tghidilna xi haga fuq
il-klassi u skola li qieghed titkellem fugha.
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PUNTO From Lm4,330

The Fiat Punto, Panda and Cinquecento
- three cars for today's fun loving
and outgoing youths.

Easy to park in tight spaces
Compact yet spacious

Very economical

Plenty of loading space

Safe for you and your passengers
Agile

Distinct styling

Excellent performance

So if this is what you want from your car, you'll be pleased to know
that SEJHTEIIEIYE may help realise your dream.

Enquire on our 'Personalised Service'. Phone us on 483879 or 443467
and ask for Francesca or Marceline.

ices: Msida valley Road, B'Kai
: Tel: 48387,

depending on exchange rat
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FACILITATING
COMMUNICATION
DEVELOPMENT IN

HEARING IMPAIRED
CHILDREN

Helen Giech

®Whether a
hearing
impairment
becomes a
disability or a
handicap
depends on
whether
functional
communication
skills develop
early
enough®

A
HELEN GRECH is a
qualified speech therapist.
She pursued
postgraduate studies in
Educational Audiology at
Manchester University.
She is co-ordinator of the
Communication Therapy
Division at the Institute
of Health Care,
University of Malta

hildren with hearing impairment

are a diverse group in terms of

degree, cause, type, age of onset

and age at identification. Among

the adverse effects of such a sen-
sory impairment, the development of verbal
communication skills seems to be the most cru-
cial. Whether a hearing impairment becomes
a disability or a handicap depends on whether
functional communication skills develop early
enough and whether these skills develop in a
deviant manner.

Researchers, clinicians and educators have
always been concerned in trying to minimise
the drastic effects of hearing impairment.
Speech therapists and educational audiologists
in particular are currently putting their efforts
in reducing factors that may lead to various
types of communication disorders in the hear-
ing impaired. One approach which is currently
being practised in some countries is to try and
meet the three crucial factors for verbal lan-
guage acquisition in hearing impaired chil-
dren. These being:

early identification

appropriate and consistent hearing aid
fitting (when/where applicable)

guidance and counselling to parents

Research data is now indicating that given
that these factors are met, verbal language
acquisition would develop along normal or
slightly delayed patterns (e.g. Robinshaw,
1996; Cole, Oshima-Takane and Yaremko,
1994)

ench (1992) commented that it is uni
Bversally agreed that for adequate ver

bal language acquisition it is impor-
tant that a child be exposed to speech in his/
her first two years of life. Ling (1988) indi-
cated that progress tends to be more rapid if
attention is given to the development of speech
communication in early infancy. This puts a
lot of pressure on early identification of hear-
ing loss. Hence, the earlier a child is identi-
fied with a hearing impairment, the more

mi | 1|1 )

likely he/she is to develop verbal communica-
tion skills up to his/her maximum potential.

eight week old infant to be fitted with hear

ing aids. This is successful provided there
is a good universal or selective neonatal screen-
ing service; and there is close professional
monitoring. Though this was perhaps con-
sidered too idealistic in the past for the Malt-
ese Islands, yet given the current resources
available locally, a screening service and ap-
propriate management following early identi-
fication can be implemented provided the
available tools are put together to plan and
implement an effective strategy.

In this day and age, it is not unusual for an

he aims for appropriate fitting of hear
I ing aids include consistency of input,
development of listening task and en-
hancing the development of the more natural
mode of communication, that is the naturalis-
tic verbal approach. (Incidentally this does
not deprive the child from acquiring sign lan-
guage as a second language.) However, it may
prevent him/her from developing a handicap.
Sign language acquisition as a first language
could be limiting the child’s opportunities for
social interaction. Appropriate fitting and con-
sistent use of hearing aids should not be con-
sidered as too idealistic locally. Qualified pro-
fessionals are now available who are able to
provide a good back up service for the local
hearing impaired population.

2 I “he professionals concerned are respon
sible in meeting the needs of the hear
ing impaired client and his/her imme-

diate family. Hence they are responsible in
helping parents of newly identified hearing
impaired children to go through the grieving
process without leaving negative repercus-
sions. Empathy, unconditional positive regard
and genuineness are among the professional
skills that need to be practised with such cli-
ents and their respective carers.

The process of ‘coming to terms’ with the
child’s condition seems to be related to the
quality and degree of input parents give to their
hearing impaired children. Guidance and
management may take different forms and may
be required by different professionals at dif-
ferent stages of the hearing impaired child’s
development. For example, speech therapists
are qualified to come up with an assessment
of the communication skills of the hearing
impaired child. They may help in planning
intervention strategies on the child’s:
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Speech
Therapy
service has
expanded in
the past year
by three hun-
dred per
cent.*”
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ability to understand communication

ability to put words together

use of voice

development of listening skills

development of metaphonological/lip
pattern awareness

development of skills for interaction

speech intelligibility (Steward, 1995)

panded in the past year by three hun-

dred per cent. Considering this in-
crease in service provision plus taking into
account that there are currently twenty-eight
other trainee speech therapists who would
hopefully join the work force in the near fu-
ture, the local Speech Therapy service should
now meet the needs of a greater number of
communication disordered which may include
those with a hearing impairment.

Would an alternative mode of commu-
nication (such as sign language) be a bet-
ter option to speech communication?

Mogford (1988) reports that only between
four to ten per cent of the hearing impaired
children have hearing impaired parent(s). The
majority of the hearing impaired are there-
fore exposed to the spoken language. It is
now clearly indicated through clinical research
data that the input that the child receives is a
strong determining factor in his/her success of
developing effective communication skills.

T he local Speech Therapy service has ex

@ Consistency is important for lan-
guage acquisition. Most hearing im-
paired children are consistently ex-
posed.to spoken language (via home
environment; school environment).
Hence introducing them to a sign lan-
guage as their first language may not
be providing enough consistency and
opportunities for them to acquire lan-
guage skills.

® [t is widely known that hearing
adults using sign language usually use
this without mastery and consequently
provide an incomplete input to hear-
ing impaired children. Besides, their
signing would be influenced by the
structure of spoken language (Mogford,
1988). This may not be beneficial to
the hearing impaired receiver.

@ Besides, learning sign language will
only begin after identification of the
hearing impairment. So there will still
be an initial delay in language acqui-
sition.

@ Spoken language is the language of
society. Sign language users are auto-
matically cut off from the hearing
world.
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( jonsidering all the above factors, the
only hearing impaired individuals who
may seem to benefit from acquiring
sign language as their first (native) language
would be the few odd cases whose parent(s)
are hearing impaired themselves.

Meanwhile, given today’s technological
progress and given local resources currently
available (particularly qualified Maltese speech
therapists, audiologists, teachers and psycholo-
gists) the best communication approach to en-
hance and facilitate language acquisition in
hearing impaired children seems to be the spo-
ken language mode.

This does not impede the possibility that
sign language develops as a second language
later.

Considering that research data is indicat-
ing that on meeting the above crucial factors
hearing impaired children are suffering from
less drastic delays/deviancies in their spoken
language (e.g.; Robinshaw, 1996; Cole,
Oshima-Takane and Yaremko, 1994) and con-
sidering that Maltese sign language is still in
the process of developing, spoken language
seems to be the more logical approach for most
hearing impaired children.
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®%Using the
OHP
inefficiently
actually
detracts from
your lesson.
Using it well
enriches its
communi-
cability.®
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THE OVERHEAD PROJECTOR

Transparencies can be produced: (i) by hand
- better for a cheaper reproduction of colour;
(i1) photocopied from opaque originals that you
can compile yourself (please, not directly from
books - nothing more untidy than having page
numbers out of sequence, or figure numbers
that make no sense out of context), (iii) printed
directly by laser or ink-jet printers - and here
make sure the transparency CAN be used with
these, or it’ll melt in your machine.

If text is to be used, lower case printing
should not be smaller than 4mm (excluding
ascenders and descenders); upper-case: roughly
8mm.

Useful display techniques: (i) Progressive
disclosure: covering up all or part of the
material on a transparency and progressively
revealing it; (ii) Use of overlays: using different
transparencies to slowly build a complete
image.

sing the OHP inefficiently actually

l | detracts from your lesson. Using it
well enriches its communicability.

Oh yes, and don’t forget to SWITCH OFF

the OHP when not using it. It’s hum and

brightness is a sure way of keeping your

students’ attention away from you and what
you are saying.
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e are
here re-

ferring

to the
educa-
tional needs of inmates at

Corradino Correctional Fa-

cility. The Faculty of Edu-

ave recently em-

rfamme (o

:d on a pro

Corradino Correctional Fa-

cility
We spoke to Mr. Joseph
Giordmaina and Mr. Anthony
Vella, both members of the
Department of Foundations in
Education, the co-ordinators
of the Programme. Asked why
they started an Education
project at Corradino Correc-
tional Facility, both replied
that they have basic beliefs in
education, beliefs which pro-
pel them to diffuse education
as widely as possible. Asked
what these beliefs are they
pointed out a few:
education is not fixed to a
particular age - it is a
lifelong process
education is not fixed to a
particular set of subjects -
it is a lifewide process
education is not tied up to a
particular site or institution
- it can take place anywhere
education is a good in itself
- the more educated the
public is, the better it is for
society.

Y orradino Correctional
(K Facility is an ideal site
./ for an educational
programme because:
there are people who have
missed out on education -
and are now motivated to
learn
there are different
educational backgrounds -
from illiterates to inmates
with degrees, so sharing
and support is possible be-
tween the inmates
themselves
inmates value education in
the belief that it can offer

No.1 @ 1997
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them a second chance in life
inmates have plenty of time which they can
dedicate to education.

l‘i‘\\f\}‘ ut what are the main aims of such a
_‘ IK%/\ programme? For Vella and Giordmaina
4" the Educational Programme should
seek to develop:

the educational level of the inmate - from
basic literacy and numeracy to a higher aca-
demic level;

the vocational education level of the inmate
(through specific courses e.g. carpentry,
hotel-services, gardening, construction etc.)
values education - specifically the devel-
opment of particular attitudes towards a
number of values e.g. the value of life,
liberty, etc.;

leisure education - creative arts, sports,
hobbies, cultural courses and activities;
life-skills - cooking, repairing skills,
problem-solving skills;

social skills and social knowledge;
Physical Education/Sport.

/A ndhow is education at Corradino Cor-
/% : i s
//_}\\ rectional Facility different from that
A I\ given at school?
For a start, it is the inmates’ needs that de-
termine the content of the lessons and not the
other way round. Unfortunately at school more

importance is given to the syllabus than the
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needs of the child. At the Corradino Correc-
tional Facility the courses are negotiated with
the inmates. The facilitator identifies and struc-
tures the course with the inmates. Generally
the groups are small - between six and eight
inmates at a time. Courses offered are of a short
duration, and are offered periodically.

One has also different problems from
school, for example you have inmates who
cannot make it for the lesson because they have
to attend at court or for other reasons. Even
the timetable - days and hours of tuition are
negotiated between facilitator and inmates.
There are to be no annual courses, but modu-
lar courses that are repeated from time to time.

¥ 1/ hy are these teachers called “facili-
“‘{\‘,,"\‘_\\ / tators”? For the simple reason that
V' V' theirroleis to facilitate learning. We
have moved away from the idea that there exists
a teacher who knows it all, and the idiot who
has no idea of anything in the world, and the
clever old man/woman explains it all to him/
her. The idea is to help self-learning, to guide
the learner into developing his or her educa-
tion.

Obviously the facilitators have important
roles. They all have a teaching background,
and were chosen after a public call for applica-
tions. Most important is the training they are
receiving themselves - mainly in adult educa-
tion methodology. The way you help an adult
learner to learn is quite different from the way
you help children - one has to, for example,
create most of the learning material oneself. It
would be foolish to try to teach Maltese to an
adult using Denfil or Gojjin. We have also
made it a point that both inmates and facilitators
have all the necessary backup in the form of
educational needs, such as books, library
facilities, computers and printers, etc.

Facility? In fact there is quite a large li-
Lbrary. Books are always in great demand,
especially those written in Maltese. An inmate,
with the help of a librarian, is in charge of the
library. Inmates also have the possibility of
borrowing books from libraries outside the
Corradino Correctional Facility.

fé sked if they had any final comments
\, to make, the answer was: Yes. One is

impressed at the respect inmates show
towards those who help them in one way or
another. The only problem we envisage is how
to meet the demand there is for education. One
has also to acknowledge the volunteers who
have been going to Corradino Correctional

s there a library at Corradino Correctional

_Facility for a number of years and the Prison

staff and authorities who always support the
facilitators involved.
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