carefulness therefore required from the mediator, This contrasts with histortcal wlerance of

creativity and concurrent rebelliousness whicll, it is suggested, s neither necessary nor

desirable in the current South African context. Nickerson er af (1985) suggest four
components of creativity:

8. Abilities with specific reference to "ideational fluency” (Nickerson ez af, 1985:89) L.e.
tie capacity to produce a great deal of appropriate ideas easily and quickly: "remote
associates” (Nickerson ef af, 1985:91) or the retrieval of information not readily
agsoviated with the situation at hand,

b.  Cognitive style, specifically a tendency to explore and readiness to change ~ problem

~ finding rather than problem solving (Getzels & Csikszentmihaly! in Nickerson ef 2/,
19835). _
C. Attitudes, refarring to the orientation of craative people towards autonomous Judgment
| independent of social influence, with caveatee as detalled below; the valuing of
complexity, an unusually strong need to find order, a greater degree of self-reference
in work, wide breadth of interest, comtnitment to work, valuing of feedback, the
possibiiity of multiple perspectives.

d Strategleé involving deliberately long searches for solutions, close analogical thinking,
and possibly bralnstorming, although etapirical support of this latter is unconvincing
(Nickarson ef al 1985),

These criteria correspond directly with Feuerstein's (1991) definltion of the mediation of
Transcendence in that the essence of transcendence Is an extension of the learner beyoitd the
immediate problem or activity, This extension implles retrleval of information not readily
associated with the situation at hand, a teudency to explore and readiness to change, the
possibllity of multiple perspectives, and strategies involving deliberately long searches for
solutlons,

Studies have shown extenstvely that the capacity to think creatively can be taught, most
successfully when both cognitive and emotlve factors are accounted for, when there is
sufflcient motivation and structure, and teaching conditions which allow for Involvemett,
practice and interaction with teachers and peers, Further, deliberate and direct teaching of
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Lack of MLE and consequent cultural deprivation is suggested as the proximal aetiology ol
low cognitive performance (Feusrstein, Miller, Hoffman, Rand, Mintzker & Jensen, {9811

Glanz, 1989:).

The following discussion explores the speeific dimensions of MLE in terms of certain
cognitive process, These processes are creativity, cognitive autonomy, ateibucion, and locus
of control,

2,1 MEDIATICN OF TRANSCENDENCE: PRECONDITIONS OF CREATIVITY
Intefleciual functioning, detailed in the paradigms adopted above, implies but does not specify
a notion of steativity, In this study creativity is taken to mean the capaclty for thinking which
is | |

. Independent of the original stimalus or content

- active rather than passive in the projection and creation of new forms of
thought within the individual, 1.e. generative (de Bono, 1976)

- evaluative, divergent and convergent rather than previous notions that
divergence I3 a sufficient conditlon of creativity (Guilford, 1967; de
Bono, 1976; Tucke-Bregsier, 1992),

This canaclty Is founded, like other cognitive functioning, in a context of Mediated Learning
Expertences, i.e. it is promoted by the presence of a mediator who could extend the learners
innate imaginal capacitles, In the absence of such mediation, it Is sugpested that full creative
potential s unattainable. Most significantly for teaching purposes, creatlvity is incremental
In nature (Welsberg, 1986), Theorists have focused on varous aspects of the creative
process: personality, mechanisms of creative acts, environmental influence, and the
manifestations of the creative act (Torrance, 1963; Khatena, [982), In this study no one
aspect is focused upon at the expense of another, in an attempt to support the definition of
creatlvity itself,

‘The conceptual approach to creativity, outlitied here, is founded in an understanding of
cognitive processes which are used in a soclally and personally responsible manner, and the
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in which all lsarning occurs and specified it as the provision of five dimensions: intentionality
of the mediator, transcendence from the immediate situation, assignment of meaning by the
mediator, a feeling of competence on the part of the learner, and the regulation of behaviour
through modelling differentiated rhythms of action. Currently MLE is also specified by the
provision of recipracity 1., the evocation of the interest of the learners sharing or attending
to needs for interdependence and co-operation; individuation i.e. the valulng of uniqueness;
the means for goa! planning and finally challenge which is the mediatlon of both intrinsic

motivation and seif-change, Most important for this study is the notion that the

wapararnetars of mediation, as definsd by Feusrstelu and his coliahotators, sribirade and promuote
ant inteyration of the different dimensions of human functioning - copaitive and affactive:
individusl aod social; divergentand convargent! culture-speciflo and unlversalistic...mediation may
provide 5 kay to interdimendional ad intercultursl co-oparation (Skuy, 1992:2),

An understanding of mediation as the capacity to "percelve and take perspectives other than
one's own. and thus to engage in empathy" (Skuy, 1992:12) is pivotal to the way In which
provision of MLE is undertaken, The fundamental responsibility of the mediator in providing
tools for cognition and metacognition to both the iearner and him or herself in processes of
self-growth, cannot be overemphasised.

Feuerstein posits that MLE is the necessary precondition for all learning (1979). Feuerstein
notes that MLE is intentlonal and volitional, requiring the active participation of the
mediator, MLE Is a prer_ehuisite of autonomous use of environmental stimuli, resulting
ultimaely it reflective thinking, inner represantatibn and operational behaviour, E.'arly MLE
is preverbal and based in the opportunity for repetition {Feuerstein, 1979b:1981). Feuerstsin
(1982) maintaing that MLE is not equivalant with parenting although pareni:ing does include
a mediational role specified by Kleln (1992) following from the original "mediating mother"
{Feuerstein, 1981:97). '

Most significantly, when mediating within the paradigm of intersultural co-operation (Skuy,
1992), MLE is the modality for cultural transmission, paralleling Vygotsky’s notion of the
cultural and historfeal antecedents of higher intellectual processes, Cognitive deficiencies are
seen consequently as a failue In the provision of MLE by immediate mediator
{mothet/teacher) or broader mediating systems, a fallure in the provision of culture and the
scheduled transmisslon of information, values and attitudes it embodies (Feuerstein, 1979),
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CHAPTER ONE : LITERATURE REVIEW

L. INTRODUCTION _ _

Cognitive development in South Afrlea has been compromised by Apartheid i different ways
for ditferent raclal groups in profound and complex ways. For black pupils in the st
education system, it is suggested that autonomy of thinkiug, radial capacities to imagine and
metacognitive skills have been seriously impaired, Cognitive and metacognitive skills are
developed primarily by processes of mediation, i.¢. an lnterposed adult intentiona'ly
transforming and organizing random stimull into meaningful groups. frames and order.
Change Is engendered in both stimuli and learner with regard to the meaning of the former
and the latter’s percepiions and attitudes to the stimull,

Mediation in South Africa has been through a cultural transmitter systemically bound up in
a political hegemony invested, it is suggested, In producing cognitive dependency . It is
further suggested that the impalrment produced has transformed cuftural difference into
cultural deprivation (Skuy & Mentis, 1992). o

There have been varioue attempts by organizations partial to change in South Africa to

reverse these destructive sducational trends, Intervantions of remediating thinking skills have

proved effective in specific situations. In particular, Feversteln’s Instrumental Barichment

brogtamme as 2 vehicle for enriched Mediated Learning Experienice has been applled and

evaluated, largely positively, in different contexts of cognitive and affective modiflcation,
remediation and ensichment, '

The alm of this study, in the light of the above, was to explore the benefits of the pervasive,
system-wide application of E in a school, rather than a special class or similar circumscribed
approach, This system-wide approactt {s an attempt to redress Imbalance a5 effectively as
possible, These beneflis wers examined in terms of what type of subject benefits, and in
what manner from the teaching of Instrumental Enrlchment, The examination thus Includes
exploration of opportunities for MLE both outslde and inside the VCC,

2, MEDIATED LEARNING EXPERIENCE
Feuersteln (1979) originally dessribed Mediated Learning Experience (MLE) as the settlng
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ABSTRACT

in the ligﬁt of deficits in the Black Education system, historically entrenched by the ruling
potitical hegemon},f, Black edducation has been severely compeomised in S,A. Inan attémpt
to redress the sltuation CEFSA, a non-governmentai organisation, has set up a technical high
school for adolescents, founded on the principles of Fouersteins Instrumental Enrichment
Programme, Five Instruments were 'taug'ht in 1992, This study is an evaluation of the
changes in the students over the year on dimensions of Cognitive Processes, Learning Styles,
Creativity and Self-estzem. Changes weré related to both the FIE programme, as well as to |
broader Mediated Learning Experiénce opportunities both within and outside the school.
N = 114, Statistical procedures licluded a range of descriptive statistics, a stepwise
regression and a principal components analysis, Results indicated that changes on the above
dimensions occurred in both positive and negative directions, T-tests highlighted significant
changes, Demographic variables were use to explain these changes in a stepwise tegression
procedure, Competence on Instruments were found to be significantly positively related to
end of year academic results, irrespective of demographic variables. The Influences of the
[E intervention were then discussed, both positive dnd negative in an attempt to gain
understanding of future directions to be taken in teaching thinking skills within a rapidly
changing soclo-political coritext. o
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Skuy, Mentis, Nkwe, Arnott & Hickson, 1990a and b).

Circumscribed interventions of teaching thinking skills have proved etfective (Mentis, 1988: |
Skuy et aly 1990 1 & b), [n particular, Feuerstein’s Instrumental Enrichment programnie as
a veluele for entiched mediated learning experience has been applied and evalyated, lacgely
positively, in numernus different contexts of cognitive modification, remediation and learning
disabllities (Feuersteln, Krasilowsky & Rand, 1974; Passow, 1980; Beasley, 1984; Shayer
& Beasley, 1987; Rand, Tannenbaum & Feuerstein, 1979; Feuerstein & Hotfman, 1982:
Skuy & Mentis, 1992; Burden, 1987; Burd n, 1990; Feuersteln, Miller, Hoffman, Rand.
Mintzker & Jensen, 1981: Skuy et af, 1990 a & b; Feuersiein, Hoffman, Rand, Jensen,
Tzuriel & Hoffman, 1986: Arbitman-Smith & Haywood, 1980; Haywood, 1981; Savell,
Twolig & Rachford, 1986: Kanlel, 1992; Skuy er af, 1993).

IF has been miost su¢ sessful when measured by standard non-verbal measures of Intelligence
which emphasise skill in processing spatial Information (Feuersteln, Hoffman & Miller,
1980; Savell, Twohig & Rachford, 1986).'Subsequently tesults on verbdl measures have been
positive (Skuy &t al, 1990: Skuy et al, 1993), The effectlveness of IE, however, is difficult
to determine with objective, normatlve tests although subjectively positive features are
obvious and from initial implementations thete have been “mild but promising” results
{Arbitman-Smith & Haywood, 1980; Baltes, 1986; Dixon & Baltes, 1986). The principles
of 1E have been extended into the common therapeutic situation of co-existent learning
disabilities and self-esteem problems (Skuy ef aZ, 1993),

It is noteworthy that IE has Indlcated important gains in adolescants’ cognitive performance
in a varlety of culturally deprived settings (Haywood, 1981) supporting the notion of
eeversibility Irrespective of age (Rand, Tannenbaum & Feusrstein, 1979), More recent results
of initial and follow-up studies {n Israel. Venezuela, Toronto and Phoenix, USA are "striking
and suggest the possibility (at least with culturally disadvantaged students) that FIE ls capable
of producing some lasting improvement Ir the abitity of some students to do well on at least
some measures of intellectuul ability" when sufficient Instruments ave taught over sufticlent
number of hours by teachers also teaching o: er subjects (Savell et 4!, 1987:390; Watts,
1984; Waksman, 1986: Emerson, 1987; Stavros, 1989; Hoon, . 90), Most significant are
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the iut‘ormation before it is processed and the use of error as a field for learning (de Bono,
1976), In particular.'perception appears to be the foundation stone for thinking cleari y. with
the specific meaning of attending to as much information as possible, encoding, inferring
relations, mapping from one part of a pattern (o the next, applying the relation to alt parts
of the pattern and tinally selecting optimal alternatives (de Bono, 1976; Sternberg, 1984},

Feuerstain follows un, theoreticaily speaking, from a combination of the Piagetian cognitive-
developmental constructs of schema arising from sccommodation and assimilation:
Sternberg’s Intellectual processes; de Bono's concepts of teaching thinking, and Vygotsky's
notion of mediation in the zone of proximal development. All of these appear 10 be intrinsic
to Feuerstein’s notion of cognitive modifiability founded in directed or mediated learning
_ experlences (Link, 1980) and the develop.ient of his Instrumental Enrichment programme
a5 a product of modifiability enhancement theory and change (fensen, 1992).

Feverstein's focus was initially on retarded performers and consequently on the correction
or reversibility of defleiencies (Feuersteln, 1979; Arbitman-Smith & Haywood, 1980;
Haywood, 1981 Skuy & Mentis, 1992), These included e.g. impulsive and unsystematic
exploratory/ perceptual behaviour; impalred capacity to deal with more than otie source of
information at once; failure to identify and define problems; insufficient comparative
behaviour; poor hypothesis-festing; Insufficient use of logle; Inadequate planning; difficulty
In synthesising aspects of experiencs (Sternberg, 1984), Correction involves the acquisition
of bastc cognitive concepts, labels, vocabulary, operations and relationships, the development
of seif-motivational and sslf-reflective processes, motivation towards task-orientation ratier
than immediate seif-gratification and movement from passive reproducer of Information to
active generator (Feuersteln, 1979),

Subsequent to the edrly focus on deficlencies and delays, IE has been used with all categories
of learner, both to remediate and to enhance, Following his own notion of Intelligence as
comprising thres components, input, elaboration and cutput, Feuerstein addresses remedlation
or enhancement to all threa (Narrol & Bachos, 1975: Passow, 1980). Thls approach is
theoretically congruent with tecent thinking on intellectua] processes as it teaches
metacomponentlal and performance componential aspects of thinklng skills (Sternberg, (984;
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*ereate” and "interact with" each other respectively. A single sign-using process brings them
together {Hickmann, 1985), The nature of this creatlon/interaction 5 most evident from
Vypotsky's assertion that development (cognition) tags behind fearning (culture), aithouglf
not in any fixed manner. This engenders the space in which the child can act ok both nature
~ and culture: in which generative mechanisms operate to transform ‘flowers’ to ‘fruit’, thus
¢habling people to transform their conditions of existence by practising what they do not yet
know (Miiler, 1989),

It the South Africa of the 1980's and early 90's, I.e, the school-going years of the subjects
of thig study, potentlals for change have been dismissed or suppressed. Subject matter was
limited and badly taught by frequently underqualified teachers. More important than content,
however, learning processes have been ‘mediated’ with the intentlon of perpetuating the
dominant political {deology and the nbstruction of autonomous thinking skills. Psople who
have been ‘educated’ in this manner have not only been critieally hindered in their crossing
of the zons of proximal develapment but also have come to employ thought processes
developad in and by 4 political hegemony dependent upon its subjects mot thinking., The
crisis currently faced by major South Afrioan universities which have traditionally assumed
12 years of training in the basies and now frantically atienipt to condense thess (2 years into
*bridging programmes’, is a testlmony to the extent of damage to people minimally affected
by the "success" of the Black Education System, This {3 not a denial of active agency ot the
part of the black learner, but it is an attempt (0 draw attention to the subtle but extensive
psychological damage caused over maty geverations.

4,  INSTRUMENTAL ENRICHMENT : SUBSTITUTIVE MLE

In the light of the above, it appears that the teaching of knowledge, although cruclal, is
perhaps less immediately important than the teaching of thinking skills in the context of an
optimally mediating vehicle (de Bono, 1976; Vygotsky, 1578; Feuerstein, 1979; Stecnberg,
1984; Skuy & Mentls, 19%%: Haywood & Switzky, 1992). The instruments are means rather
than ends (Sternberg, 1984), vehicles to focus the mediated learriing experlence provided by
the teacher,

Any tlituking skills programm: ~ust account For deliberataness, broad perceptual sweep of
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The new organjzation through language is crucial to the mastery necegsary for voluntary
- activity and cholce, evidenced by intetnal locus of control and greater imaginal capacities.
[t Intentions can be formulated. there Is a shift from the outcome to a focus on problem-
solving, from the product to the process, The construct of intention s interwoven with the
idea of activity as voluntary: "...slgns are used to master the self" (Vygotsky. 1978:33)
Voluntary activity is thus a function of historicat-cultural development of behaviour.

- In South Africa, access to the English language has been limited within the education system.
~ exeluding the majority from a full experience of both the language and the mainstream
culture, I addition, thers has been an emphasis on teaching circumseribed content without
also teaching thinking skills, The vapacity to evaluate the content has not been taught,
compromising metacogaition generally and the metapragmatic aspects of language use in
particular,

In mitigation of an assumption of isomorphic adverse effects inherent In the abuse of
metapragmatic language, de Bono (1976) draws attention 1o non-equivalence of thinking and
semantie thinking, Although the relationship Is close (Vygotsky, 1978) thought appears to
tontain fanguage and is predicated upon affect which in turn is created In terms of perceptual
clarlty provided by thought (de Bono, [976). The relationship of thought and tanguage, rather
than thelr identity, Is taken up by Feuersteln (1979) in his description of early Mediated
Learning Experience which appears at a preverbal level, In additlon, Levatt (1989) notes that
indlvidual positioning within a range of available discourses means that consequences are not
linearly affected and can be contradictory, Effects of adversity cannot be assumed and must
take into account factors such as developmental level and resilience (Dawes and Tredoux,
1989}, It iy the present intention to clarify the positiuns adopted by black adolescents rather
than to assums damage.

The seope for compromise in Intellectual development in terms of mediation has been
explored above, Development Is further compromised, it is suggested, in terms of traversing
of the gap between achievement and potsntial ~the zone of proximal developmont- which
permits the ongolng possibilitles of boath change and the entrance of mediated learning
(Vygotsky, 1978), Cole (1985) and Hickmann (1985) maintaln that culture and cognition
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allows them 1o perslst despite failure, It 15 necessary to build upon this hope through
mediation towards intercultural co-operation,

3. MEDIATED LEARNING EXPERIENCE AND COGNITIVE DEVELOPMENT
IN SOUTH AFRICA : THE NATURE OF THE COMPROMISE

It Is clear from the above that cognitive processes are mediated, and oceur [n the travetsing
of a spacs between actual and potential intetligence (Vygotsky, 1978: Feuerstein, 1980). This
immediately calls Into question the natre and quality of medlator.and nediation in the
movement from practical intelligence to higher mental processes (Wertsch 1985: Feuerstein
{1979); Schwebel, 1992), The Black Education System embodies the filter through which the
child comes to Impese meanlng upon hissher world both direetly from school age and
indirectly througlt his_fher parents who have already been subjected to the teacilings of that
system or other apartheid-informed systems (Skuy & Mentls, 1992; Skuy, 1992).

Mediatlon in South Africa has been based in the deviant creation of a chasm between the
usually interwoven practical and cultural elements of cognitive functioning, Frequenty
conventional schooling has been guilty of this (Donaldson, 1984); but in South Africa both
elements have been additionally used separately and equally to divide and rule: practical
limitations have been racially "established” and cultural elements mediated within sultable
iribal confines (Skuy & Mentis, 1992), The educatlon syster has been an effective builder
~of higher mental processes that refiect South Afriean "cultural forms which, In turn, embody
the constraints of thess processes” (Miller, 1989:5).

Moving to developed higher mental processes Is beset by contextual difficulties, These are
exacerbated because these processes are dependent upon speech and language (Vygotsky,
1978). The Importance of language in creating thought and of finguistic constructlon in social
{ife cannot be aversinphasised (Shotter & Gergen, 1989), Symbolle activity has a "specific
organizing function that...produces fundamentally new forms of behaviour" (Vygotsky,
1978:24). The child masters his environment through spesch; thus forming new relations with
environmetit; which in turn influsnces a new organization of behaviour in the child.
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Internals assimilate and use information better, 'T11is may be because they are more apt to
" recoghise the pertinence of information for their purposes, because they are more certain
of their purposes and values and therefore are mote ready to perceive the opportunities that
will facilitate value realisation (Lefcourt, 1976). Locus of control has also been examined
in relation to attention. In studies of locus of control and attention, internals were found to
show variable agtentiveness, concern and interest, depending on the situation, [f the task was
challenging or competerice important, then internals bacame more deliberate, Less important
decisions alicited some carelessness and impulsivity from internals, Other studies quoted by
Lefeourt (1976) point to the fact that externals seem to require more structure before they
can petform Optinialiy on tasks, whereas internals search for the meaning s tagk withou;

being told to do so,

[utarnala engage nt their life weks with eurioslty v to the purposes and meanings of those tasks,
Externals, pithough not hereft of the degires for accomplisiiment, do not seem as Hkely to question
the point of the deriandy made upou thew and iy o conasquence thay find [esz raason to partleipue
with enthuainsn wnill they are Instrusted ng to the potentlal value of the task" (Lefaours, (97678},

It is clear from these descriptions of lnterhals and externals that their stats is a function of
the quality of MLE available, It is suggested that mediation of personal challenge linked with
mediation of goal planning is a method of shifting the positioning of an individual from an
external orientatlon {(which may have been necessary historically) to an internal orienation
{which is necessary for productive members of a changed South Aftlcan soclety), In turn,
such a shift in locus of control Is predicated upon opportunities for MLE of self-change
which explicats the need, meaning and means for internality.

The necessity of mediation of challenge and goal planning is clear when examining locus of
control as an important predictor of achievement behaviours, although Its exact operation
remains unknown. Wiener In Lefeourt (1976) has concluded that choosing to engage in an
achlevement actlvity Is a fungtion of Internal variable factors. People who perceive that
outcome in achievement activity Is determined by their own affort will find more pleasure
In engaglng in their pursults, Persistence despite failure is more likely if the causes of the
fallure ave seen to be variable, It seems that 'being ineffective and defensive and a sense of
helplessness exacerbate each other, although in which way Is not clear, Research has polnted
to the batter usé of coping mechafisms that Internals employ which allow them to accept
failure with greater ease than externals, Internals retain an idea of resldual hope, and this
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situgtions, the indlvidual comes to be deprived of a sense of seif-determination inevitably,
In general. percelved contro! is positively assoctated with access to opportunity, (Lefeourt.
1976:31).

In discussing social antecedents of locus of control, Lefeourt (1976) cites the studies of
Stevens and Watson, who argue that the serception of contingencyis probably necessary in
the transition from one developmental stage to another, They assign an antecedent role to
causal perceptions in generating Intelligence and reflective a‘étivity. Locus of enmrol
becomes crucial to the development of metacognitive activity &s a function of cognitive
autonomy. |

Looking at the research of familial orlgins of locus of control Lefeourt points to an optimal
sltuation of an attentive, responsive, critical and contlngent milieu as a precursor of the
development of an internal locus of control, Conversely, poverty and deprivation craate a
climate of fatallsm and helplessness reflected in the scores that individuals obtain on locus
of vontrol measures. Groups with minimal power due elther to class or race tend to score
higher In the external control direntlon {Dyal, 1984). Political-situational urcertainty Increnses
exiernality, and control Ideology 15 influenced by both cultural and situational factors in
uttknown ways (Relmanis & Posen in Dyal,1984),

Internal locus of control parallsls notions of the autonomous seif, described above. Further,
acceptance of responsibitity derives from the persons’ maintenance of a framework of
personal causation and the ability to differentlate and assess the quality of demands made on
him ¢ ... the maintenance of an internal control orientation is a bulwark agalnst
unquestioning  submission to authority,”  (Lefcourt, 1976:46). People who resist
unquestion’ag obedience to authority, and malntain the framework of personal causatlon that
applies in normal situations, are able to differentlate between legitimate and illegitimate
demands, Self-direction entails more active cognltlve processing of information and s
reflectad in the types of strategles that characterise an internal or external locus of control
individual,

Locus of conwrol has 'heen correlated with several cogritive dimensions, indieating thas
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It Is suggested that the balance of internal/exrernal attributions made by black South African
‘adolescents has been shified In the course of their cognltive development to inappropriate
externalization. In additior., modes of attribution which undermine the metacognitive process
of intrinsic motivation, (Ideci & Ryan, (985) developed and encouraged multi-generation Wy
do not end abruptly and axternalizing causation can continue albeit in different guises (Steele,
1990}, Initial attempts t> redress such entrenched Imbalances through enriched MLE
prbgrammes niay be unsuccessful if viewed In isolatlon from each other. (he parameters of
what constitutes success or fallure of the Individual programme in the context of radical
socio-political and educational change are unclear, However, persistence with such
programmes will, It is suggested, have a long-term positive effect, following the tenets of
cognitivé modifiability. '

2.4 MEDIATION OF GOAL PLANNING & CHALLENGE : LOCUS OF
CONTROL
An individual's perception of control ot locus of control can be described as the extent to
which he perceives a causal link between his actions and their cutcome (Lefcourt, 1976),
Unlike asteibutional processes, locus of control is a static description of an individuai, not of
what he does but rather what position he adopts. Individuals with an internal locus of control,
upon which intrinsie motlvation depends, perceive thelr own efforts as contributory to success
rather than luck, Learning disabled people tend to be more extrinsically motivated, have
higher expectations of fallure and attribute failure to events beyond their control, thus setting
up a detrimental cycle oft belief - obstructed learning - belief (Haywood & Switzky, 1992),

When an aversive event Is predictable its effects are minimised, (Lefoourt,1978), The
corollary is that "percelved lack of control over valued reinforcements can help to create the
passive acceptance of aversive stimulation”, (Lefcourt, 1976:16). Lefoourt (1976) concludes
that the perception of cotitrol Is a significant determinant of the response to aversive evenis.
To people who live v continually aversive circumstances life does not appear to be subject
to confrol through thelr own efforts i.e. they are fatalistic, Fatalism Is prototypic of the
outlook of disadvantaged groups and Lefcourt points out that it would be foollsh and
"Intropunitive” for many individuals to view themselves as being In charge In these
sltuations, Desplte the positive aspects of attributing external causality ln diSadvamaged
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2.3 MEDIATION OF SHARING: MAKING ATTRIBUTIONS

One cognltive process pertinent to effective thinking is that of attribution i,e the drawing of
ittferances from overt behaviour about the insernal state of seif or other. [f MLE is to occur
within the frameworl ¢ f "interdimensional and invercultural co-operation” (Skuy, 1992} then
it becomes [mportant that attributional processes are mediated with the end-purpose of
empathic metacognitive capaclties (Skuy, 1992). The manner in which attributions are made
can be from an empathic or a non-empathic stance, thus assoclating attributional processes
with the mediarion of Shating. o

Attributions are important for prediction 1.e, making sense out of the incoherence of other
peoples' behaviour, Self.concept is founded in how thess predictions are made. An
individuals’ experiences of success and failure are atiributed to four sources: ability to
perfotin the task; amount of effort expended, diffienlty of task and luck (Haywood &
Switzky, 1992), Attributions to effort rather than luck are predictive of greater task succass
{Haywood & Switzky, 1992)., The way in which Black South African youth have come to
impose meaning upon an existence fractured through history has been influenced by mediated

learning experiences directed away from empathic responses:

+ people ‘spesk through' the idealogles that are active In their socinl context

and which reven! themselves in the everyday formal and {nformal practices of

people...In ssesnce, ateibutions are mediated by the ideological dontext, the
individual’s level of consciowanesa and the experlence of oppresslon (Seedut in

Davles, 1989:19)

Centeal to prediction of causality is "whether to attribute a glven act or event to Internal
states or to external forces" (Fréedman ef al, 1978:104). The cause van be perceived to be
stable or unstable, Significantly, ", ..when 2 person is seen as not being under the control of
environmental clreumstances, his statements are perceived as more sincers and trustworthy
reflections of his true internal attitudes...he has more persuasive impact under such
conditions" (Freedman et af, 1978:113), If MLE s offered by mediators who are experienced
by learniers 1o be relatively Independent of an "establishment”, and to be more personaily .
invested in the mediation process, the chances of cognitive modifiability are optimized, The
students' perceptions of thelr teachers becomes a factor possibly detracting from quality of
mediation, It is suggested that this historical factor must be accounted for in any évaluation
of MLE programmes which involve both black adolescent puplls and white Afrikaans
teachers,



uchisved by an infadt or young child as he beging 1o exist us an agent und to
acquire # miniroal reperoire of skills tor producing intended effects, and that
achiever by normul adults, able to refleot critically on their wans, needs, and
situation, and thereby to make their life their own in a sense not applicable to
any wreature Incapable of critical reflection (Haworth, 1986:20)

The second level of autonomy Is characterised by critical reflection, or metacognition
(Feuersteirt, 1979, 1982, 1986; Nickerson, Perkins & Stmith, 1985) which makes choices part
of an individual's own life, whether this conforms to others or not, i.e, the person may be
prozedurally dependent but not substantively, ied by his own agency rather than by others,

Rather than contradicting creativity, the reasonableness implicit in this second level of
autonomy is fully in accord with the active agency required for true creativity, which is
contained by idantity and gives rise to knowledge {Albert & Spangler, [992; MacKinnon,
~ 1992), One "effect of critical reflection is to cause the activity it guides to come out from
under the conirol of other people” (Haworth, 1986:28),

In summary, autonomy corresponds with competence, procedural Independence and self-
contre! when making decisions, Haworth (1986: 125) refers to a "domaln for autonomy"
between the extrames of opportunity and constraint, in a "tissue of practices embodied in
institutions, a structured environment that grounds autonomy” (Haworth, 1986:125), Liberty,
If exercised without such autonomy is destructive to self and others (Albert & Spangler,
1992), Finally, cognitive autonomy includes the capacity for metacognition which hag been
isolated as a group of teachable thinking skills, i.e, effective planning and strategizing,
monitoring and evaluation of own knowledge and performance, recognition of the utility of
a skill, abiiity to access information and to transfer it (Nickerson et =, 1985; Butterfield,
Stoctm & Neiscn, 1992; Crawford & Das, 1992). Cognitive autonomy, or the provision of
medfated self-regufation and individuation, is cructal to any programme teaching thinking
skills, particularly in the current context of change in South Africa (Skuy, 1992),



ciassroom but in daily life (Feuerswein, Krasilowsky & Rand, 1974}, Included in the
- dellberate exploration notion of thinking is a focus on errors commonly made in thinking -
partialism, initiai judgment and extremes (de Bono, i1976); confusions between truth,
consistency, polarity and validity, inductive and deductive argument forms, the use of or's
and and's, ineffective use of negative information inter afia (Nickerson, et al, 1985).

22 MEDIATION OF SELF-REGULATION & INDIVIDUATION: THE
PROVISION OF COGNITIVE AUTONOMY -

Autonomy is defined here as self-rule guiding the independence of thought processes enabling

the individual to move from passivity through minimal competence to active agency. intrinsic

motivation and se!f-determination (Deci & Ryan, 1985; Haworth, 1986). This definition is

analogous to Feuerstein's (Feuerstein, Kiein & Tannenbaum, 1991) description of the MLE

dimensions of seif-regulation and individuation. -

The competent, creative, lmmah or functional self is arrived at through the developmental
sequence described above much in the same way as higher mental processes. The developed
person is aware of self both as object and as subject or agent in three modes; knowing
oneself and one’s worth through concepts (self-concept); awareness of self in the feeling
mode (self-esteem); and awareness of one's active agency (sense of competence) in both
specific acts and general attitude to life (Haworth, 1986). Metacognitive capacities, it is
suggested, are crucially impeded without a mature and textured self-understanding (Damon
& Hart, 1988).

The connection of minimal competenes with minirnal autonomy results from the
involvement of the zelf In both, An autonomous person rules himself, and this
sxcludes domination of and by others and by his own impulses. A self is thus
affectively interposed and mediates these lnfluences, But this self i5 nothing
ather than the competent human, the human who has acquired an ability to
produce Intended #ffects (Haworth, 1986:14), '

All of these aspects are focal points of Mediated Learning Experience (Feuerstein, (979)
which crucially promote the capacity for critical reflection. This capacity directs the
movement of the child from the first (minimal) to the second (normal) level of autonomy,
where the first is '



creative thinking is most effective (Torrance, 1972, Khatena, 1982; Nickerson, ef al, 1985).
The successful teaching of credtive thinking is one of the principies of Feuerstein's
Instrumental Enrichment programme and is therefore important to its implementation at Vaal

Career College.

It is noted that khowledge. intelligence and thinking are not unitary (de Bono, 1976;
Nickerson, Perkins & Smith, 1985), Nor are they discrete entities and the furtherance of the
one is contingent upon the availability of the others (Haywood, 1981; Sternberg, 1984: '
Nickerson, Perkins & Smith, 1985; Anastasi, 1986; Goodnow, 1986; Horn, [986:
Humphreys, 1986; Zigler, 1986). ”

Iﬁtelligence is conceived of here as multifaceted, mulridetermined, inherited polygenetically,
is insufficient per se to produce effective goal~ Lought, problem-solving or adaptive
social interactions (Haywood & Switzky, 1992). These latter are instead accounted for by a .
set of thinking skills and motivational processes {(Haywood & Switzky, 1992:28).

The manner in which these processes reach adult format is revealing of the extent to which
processing can be compromised both in terms of the interactive environment-heredity -
phenomena and developmental trajectories posited by Haywood & Switzky in their
transactional model of intellectual development (1992).

Cognitive processes are acquired by direct person-environment transactions or by mediation
of these transactions, a mediation which can be supplied by educators (Haywood & Switzky,
1992) or withheld even though this is not the apparent intention but rather the result of the
"inextricable link between politics and éducation” (Skuy, 1993:4), In addition, cognitive
procisses operate concomitantly with creative processes (de Bono, 1967, 1976) and are
Inextricablv intery:oven with self-concept (Feuerstein, 1979),

Thinking skills, which operationalize cognitive processes, and which develop in a context of
mediation (Feuerstein, 1979) do not only cover logic and reason but rather “the deliberate
exploration of experience for a purpose” (de Bono, 1976:33), an unrestricted purpose which
includes understanding, decision-making, planning and problem-solving not only in the



BXpress appropriate feelings, liking for oneself, and satisfaction with one's attainmens,

The Following description of the version of the DAP used in this study is taken from
Rosenbaum (1989), In a study carried out by Braun (1988), the selfureport technique was
found to be an unreliable measure of seif-concept in black disadvantaged children. The DAP
| test, however, is a widely used culture-fair measure which was considered to be particularly
useful in the present study because It could overcome the obstacle of the pupils' lack of
familiarity with English, the standard language,

The Draw-a~Person Self-Concept Seale (DAP-8-CS), developed and valldated by Bodwln &
Bruck (1960} was used to score the DAP, This method of assessment was chosen on the basis
of its successful use in three previous studies with black disadvantaged childeen. The first
was that of Gordon (1983), who showed that the self-concept of black pupils in Soweto was
significantly related to school failure, Subsequent research carried out by Skuy & Westaway
(1985) made use of this scale, in a study which suggested that both self-concept and
temperament was significantly correlated with school performance in black children,

The DAR S-CS was designed to measure self-concept in terms of self-confidence, freedom

to express appropriate feelings, Hking for oneself, and satisfaction with one's attalnments,

Bodwin & Bruck (1960) found that drawings judged for certain characteristics correlated
significantly  with a2 psychlatelc interview, Seme -of these characteristics include
reinforcement, shading, erasures, sketchy lines, transparencies, incompleteness, opposite-sex

wlentification and tmmaturity, Drawings are scored according to the presence of thes

characteristics which are considered to reflect self-concept, The characteristics are rated on

a 3-point scale which ranges frot markedly present (scores 1) to markedly absent (scores 5).

Appendix C {scoring system} illustrates allocation for each ltem. One of the difficulties
regarding the use of the DAP S-CS s that some of the items, for example, ftem 12
{(primitiveness) and item 13 (immatority) tend to be ambiguous, resultlng in subjective
interpretation and subsequent scoter bias, [n an attempt to minimize scoter bias, workshop

sessions were held where scorers discussed each item, and consensus was teached on how
e_ach {tetn of the DAP $-CS should be scored.
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affective involvement. Structure-fact ratios are ba!énced by positive or negative

affectlve involvement. [n general, there ate positive outcomes when the S-F ratio is

at a level of difficuity which the student can handle, :
In additlon, the LPQ addresses metalearning i.e, the student's awareness and control of his
or het own leacning processes, Blggs' (1987) definhtion of metalearning refers to the
individual knowing both content and that (s)he is involved in the act of learning per se i.e,
knowledge of own motivation and strategy choice. "Students show lack of mewalearning
capability when they choose strategies that are incongruent with thelr motives..." (Biggs.
1987:5), Evidence of metalearning is apparent in deep and deep-achtevmg approaches
(Frielick, Moelwyn-Hughes, aud Krigl, undated). -

4,3, Raven’s (1958) Progressive Matrices
The Raven's measutes the cupacity to compare, reason analogously and to think logically.
The test conslsts of 60 designs each with a part missing. Six or eight alternatives to fill in
the missing part are provided. The deslgns are grouped into 5 sets, each with 12 matrices of
increasing difficulty. Rel]ablllty ls from 71 to 90; valldity ranges between ,80 and .90
(Anastagl, 1988:303),

did,  Similarities (WISC.R)
Relfability cosfficisnt = ,81; stability coefficlent, .81 (Wechsler, 1974). This subtest of the
Wechsler Intsiiigence scale for children ~revised, eliclts capacities to abstract meaning, to
categorize and to assoolate ideas In the verbal sphere .. verbal conceptualization, Pairs of

- words are read out to the subjects and they have to note what is the same about each word

in the pair. Scoring is according to the WISC-R-criteria.

4.5,  Draw-a-Person ‘
The Draw-a-Person test has been described as an acceptable screening instrument of
nonverbal cognitive ability, casily administered in group settings as well ns a projestive
technique designed to sliclt self-concept (Goldberg, 1983; Koppitz, 1968; Og lan, 1978;
Rasenbaum, 1989}, The Draw-a-Person Self-Concept Scale (DAP $-CS) was used to score
* ibig test, This scale has been valldated (Bodwin & Bruck, 196G; Gordon, 1983 Skuy, Sne!)
& Westaway, 1985) as measuring self-concept in terms of self-confldence, freedom to

2%



determine length and type of disruptions and changes as well as outlngs, standard repetitions.
and achievements, Further questions elicited information about time and money constraims.

From the list of blographical data, parental education level was taken as one independent
viriable against which to correlate changes in scores on other measures, competence on [E
measures and end~of-year results, '

Living arcangements were also investigated i.e. with whom the subject lives, whether or not
electricity is supplied, wheve (s)he has spant most of the time, whether or not a study place
at home and/or tn the (ibrary, help for homework and time fore oneself are available. Based
on living in uncrowded, electrified conditions with pnfe'nts. space and time for oneself a
*sood tiving conditlons" score was accorded, If there were more than 5 people per dwelling,
‘no eleetricity, no individualized time and space, a "had llving conditions” score was
acorded, Living conditions then became the other tndependent variable correlated with
change measures, [E competence scores and end-of-year gcademic resulis,

Independent variables were grouped in thls way (2) in order o reduce the data to be
unalysed, '

Refer to Appendix B for precise detalls of the content ahd structure of this measure,

_ 4.2, The Blggs Learning Process Questionnaire (LPQ)
This assesses an Individuals's motives for acquiring knowledge (and thersfore his or het
intrinsic motivation and locus of control fastors) as well as learning strategies. The measure
distinguishes 3 sets of factors:
Presage factors independent of the learning situation, including personal factors (1Q,
LOC, age) and situational factors (stress, tralning);
Process factors which refer to whather strategies and motives are combined in various
assoclations of deep, surface or achieving. Differsnt combinations result in different
learning outcomes with deep achieving processes being optimal,
Pexformance factors, broadly divided into ratios which reveal the extent of cognltive
Involvement in reldtion to factual knowledge (i.e. a struciure-fact ratio) as well as
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identifying relevant parameters of comparison: and the rele of comparison in other areas of
funetioning are mediated, '

3,3.4 Categorization: _

This comprises 31 pages in modalltles of verbal, pictorial, schematic and flgural modailtles.
Based on skills learnied in comparisons, this teaches the capacity to discriminate details and -
to categorize while gathering data, .This teaches the capacity to elaborate gathered data
“through organizing It higrarchically into superordinate categories. It is designed to counter
the exclusive usz of assoclative cognitive styles, One attribute taught is the ablllty to subsume
new experiences and new stimuli within already existing schemata, another 15 the capacity
to define the rules for categorization and v« encode the operation, presenting informatfon in
diagrammatic form. Purposes and limitacons of categorization are indicated, as are Such
issues as the depeadance on a chosen organizing or deflning principle of a given
caregorization of phenomena.

3.3.5. Analytic Perception: :
This comprises 38 pages dealing In Increasing complexity with analysis in terms of the
relationships of parts to each other and to the whole, [t teaches the capaéities to analyze and
synthesise, to observe, label and compare and plan {n problem-solving, It aims inter alia 1o
‘mediate relationships of individuals to society; of specific tasks and principles to a general
universe of learning. |

4 THE MEASURES
4.1, Biographical questionnaire

This questionnaire has been devised for this study to provide 4 comprehensive proflle of each
subject, The aim of collecting this Information was to facilitate acourate description of the
sample as well as to correlate biographical da with outcomes on the other measures, In chis
way descriptions of the kind of individual who benefits most from Instrumental Enrichment
have been refined.

cneral questions about backgiound included religion, home language, parents) employment
and educational level, In addition, queétions eliciting subjects’ school history were asked to
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- promoting awereness and an understanding of the need for organization and
planning and acquisition of principles, ctiteria and methods of organization
and planning;
stimulating cpmmunication, _

- correcting deficient cognitive functlons,
acquiring basic concepts, vocabulary, labels, operations and relationshlps:

. producing Intrinsic motivation, reflective processes and changing perceptions
towards an Internal locus of control,

The task requires isolating figures, internallzing them and projecting of virtual
relationships via conservation of constancy, visual transport, precisely and accurarely.
summating, restraining impuisivity, discriminating, and segregating proximate
glements. using error as a source of critleal thinking, Above all, the Instrument serves
as a basis for mediating and thus bridging the objectives into all sbheres of
functloning.

3.3.2. Orlentation In Space I
This comptises 16 pages. This attempts to “break the egocentriclsm of the children, to teach
them to divide space and to organize it In objective terms, to be able to see more than one
alternetive at once® (Natrol & Bachor, 1975); it promotes hypothetical thinidng, and
conisideration of the opinions and perspcctlves of others. The Instrument taught deals with
the concepts of right/left and front/back, and thus with concepts of relative .pace, and
relativity generally. '

3,3.3, Comparisons:
This comprises 22 pages, The flrst unit introduces concepts of commonality and difference
in pictorial and verbal modalities, Comparison of two items Is imposed on discrete
dimensions, beginning with size, form, number, spatial and temporal concepts and
coneluding with abstract characteristics such as function, composition and power, Perception
is tallored to recognizing comemonalities and discriminating differences, “Verbal
dlserimlnation bacomes finer as the children practice Justifying their cholees during teacher-
led group discussions” (Natrol & Bachor, 1975:12), Subjects such as comparison as the basis
of concept-formation are covered, and such lssuss as the importance of methods of
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The teachets were glven precise instructions for the administeation of the measures below,
which they did in March and December of 1992, See Appendix A for desalls of teacher
instruetions, Teachers® aftitudes to the ieaching of the dimensions of MLE Is reported in the
Results chapter following, 'Measurement of attitude is deseribed below.

Measures of cognitive und creative processes were administered early In 1992 and again at
the end of that school year. Two teachers completed both advanced workshops on
Instcumental Enrichment presented by accredited trainers Skuy, Rautenbach and Mentis at
the Unlversity of the Witwatersrand, The first five Instruments of Feuerstein's Instrumental
Enrichment Program were taught during the year and thls, together with IE incorporation into
the general curricula comprised the Intervention. IE per s¢ was taught for thrse periods a
week, each period lasting 50 minutes for 40 weeks, totalling 100 hours, In each of the school
subjects, the principles of [E were incorporated in that subject matter was related back to
Organization, Analytic Perception ete, In addition, meshanical workshops have been arranged |
according to these principles so that, for example, tools are categorlzed and wotk space is
organized, Al the teachers constantly made efforts to bridge from the Instruments to thelr
subjects, Competency on these Instruments was established through measures designed
specifically for this purpose by the Cognitive Research Team of the University of the
Witwatersrand,

3.3, THE INSTRUMENTS
In orger to circumvent barriers of culture and language, the Instruments are abstract,
representational and avoid factual and knowledge-oriented content (Nazrol & Bachor, 1975:
Link, 1980), The following description* are from Feuerstein ef a/, (1980). Instruments used
in the present study were non-verbal (Organization of Doty and Analytic Perception); those
involving & limited vocabulary (Qrientation In Space I and Comparisons); and one requlring
independent reading and comprehension skitls (Categorization), These are deseribed in detail
below, '

3.3.1, Organization of Dots:
This comprises 26 pages, each with between 14 and 18 exerclses. The task I8 to organize an
amorphous mass of dots Into a pregeribed structure with the following objectives:
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3.L.3, Participants : The teacters

The teachers at VOC are white Afrikaans-speaking males and females, Two have university
degrees, and the technical subjects are taught by artisans-turned-trainers, The teachers {ive
in and around the Vanderbijlpark area which is a politically conservative stronghold,
surrounded by the townships of Sebokeng and Bolpatong lnter alla. These have been focal
points for 1FP-ANC (Inkatha Freedom Party - African National Congress} and police
violence In the Iast 2 years, The male artisan-teachers refused to permit qualitative video-
monitoring of MLE actlvities in their classes, desplte the fact that videotaping had been
agread to and was required by the director of VCC, at whose Invitation this study was
carried out, This prevented an observational analysis of the quallty of IE/MLE
implementation at the school, -

3.2. INTERVENTION AND PROCEDURE

The teachers mediated either the IE Instruments themselves(deseribed in sectlon 3.3, below),
or specific subject matter according to the tenets of MLE, following the MLE Working
Manual of Skuy, Mentls ef al (1991), Mediation of Intentlonality Is found in the deliberate
guldance of an interaction by selecting, framing and internreting stimall, Reclproclty is
mediated by evoking demonstrated interest and attentlon to the mediators intention by the
learner; Meaning is the conveyancs by the mediator of the significance and purpose of the
activity, Transcendence oceurs when the Interaction extends the lssues beyond the immediate
problem or activity. Competence is mediated when the learner develops self-confidence
sufficlent to engage with a sense of success in a given act, Scif-regulation and control of
behaviour and Self-change are mediated by raising to consclousness the need to self-monltor
and adjust behaviour, [n line with Internal indlvidual criteria, sharing points to the need for
interdependence and co-operation and is orfented to the development of empathy.
Individuation ls the fostering of a sense of unlqueness and difference; eicouraging autonomy
and independence. Goal planning Is the dellberate livolvement of the leatner in sewting,
planning and achleving goals by making the process explicit, Challenge is mediated when
the mediator instills in the mediatee a festing of determination and enthusiasm to cope with
novel and complex tagks,
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MLE which underlies FIE, both in and outside the VCC.,

2, HYPOTHESES
| Following training in IE, there will be positive changes in pre-post measures,
Specifically, there will be positive change on
nonsverbal and verbal Intellectuni functioring (Ravens Standard
Progressive Matrices; Simllaritles subtest of the Wechsler Intelllgence
Scale for Children - Revised) (Flypothesis 1.1)
creativity {Torrance Unusual Uses Test, Khatena-Morse Multitalent
~ Perception Inventory; Khatena-Torrance Creative Patesption [nventory)

(Hypothesis 1.2); '
learning styles (Biggs L.PQ) (Hypothesis 1.3);
Joous of control (Nowlcki-Strickland LOC seale) (Hypothesis 1.4):
self-concept (Draw-a-Person Test) (Hypothesis 1.5).°

2 Demographic variables will be related to pre and post interventlons scores in the
. gbove masasures, as well as to changes in these measures,
Demographic variables will be related to competence on the IE instruments,
Competency on the IE instruments Is related to measures of academic achlevement
{snd-of-year marks),

3, METHOD
31 SAMPLE
3.1,1 Subjeots: the students
~The sample consisted of the entire male student population (96%) of Vaal Career College
(YCC) in the first year of study, One hundred and fourteen Black adolescent male subjects,
who had been selected for the VCC from township schools, primarily in the area of
_Vgnderb ljlpark, took part in this study. Age ranged between 14 and 23, with a mean age of
18, - |
[See Results for a detailed description of the sample],
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- developing communication skills needed for working and living;

- linking the teaching of theory and practics as required for careers and career
choices;
preparing students professionally for training and work in fields where skilled
people are urgently needed for economic and human development,

CEFSA has formed the privately funded Vaal Career Coflege, This is situated In the Vaal
Triangle due to the heavy Industries concentrated there and the absence of a maining
institution specitically catering to their needs, The school appointed Its first staff members
in 'September 1990 and opened to students in 1991, |

The aims of CEFSA are anafogous to the provision of Mediated Learning Experience and
thus the adoption of the principles and techniques of Instrumental Enrichment to create a
vehicle for this provision follows logically. [E has been pervasively incorporated into the
school. IE Is taught as a subject, other subjects are taught with UE incorporated, all teachers
are tralned in [E and the two teachers who teach IE per se have been provided with advanced
training.

The aim of this study, inthe light of the above, was to explore the benefits of the pervasive,
system~wide application of IE in & school, rather thana special olass or similar cireumscribed
approach. This system-wide spproach is an attempt to redress imbalance s effectively as
possible. Thess benefits were examined in terms of what type of subject benefits, and in what
manner, from the teaching of Instrumental Enrichment, The examination thus includes
exploration of opportunities for MLE both outside and Inside the VCC,

Specifically, the demographic variables of the subjects have been used to predict competence
on the IE Instruments, academic results ag well as changes in cbgnitlva functioning and self-
concept. {n addition, the interrelationships batween competence on [E Instruments, academic
results, coguitive functloning and self-concept have been explored. A model-building process
has been designed to descrive and explain the conditions under which 1E beneflts subjects
optimally, In what manner they are benefited, and the impact these benefits have on their
cognitive and affective development, These conditions, are the same as those which enhance
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CHAPTER TWO ; THE STUDY

L RATIONALE, SCOPE AND OBJECTIVES OF RESEARCH REPORT
Cognitive development In South Africa has been compromised by Apartheid in different ways
for different raclal groups in profound and complex ways (see Chapter 1 Secton 2 and

beiow).

For black pupils in the state education system, It is suggested that autonomy of thinking,
radical capacities to imagine and metacognitive skills have been seriously impaired. Coguitive
and metacognitive skills are dsveloped primarily by processes of mediation, i,e. an interposed
adult intentionally transforming and organizing random stimuli into meaningful groups,
frames and order, Change is engendered in both stimuli and learner with regard to the
meaning of the {ormer and the latter’s perceptions and attitudes to the stimuli.

Mediation in South Africa has been through a cultural transi sitter systemically bound up in
a po!i_tical_hegemony invested, it is suggested, (n producing cognitive dependency. It is

further suggested that the impairment produced has transformed cultural difference into

cuitural deprivation (Skuy & Mentis, 1992),

There have been various attempts by organizations partial to change in South Africa to
reverse these destructive educational trends. Interventions of remediating thinking skills have
proved effective in specific situations, In particular, Peuerstein’s Instrumenc, Snrichment
programme as a vehicle for enriched Medlated Learning Experlence has been applied and
evaluated, largely positively, {n different contexts of cognitive and affective modification,
reriiediation and enrichment, as detailed in the previous chapter,

In one attempt to redress deficlencles In the state education system, the Career Education
Foundation of South Africa (CEFSA) was formed in 1979,
The aims of CEFSA relevant to this study are:
. the developing of thinking skills; _
. creating an understanding of the Industrial system and its social, economic and
ecological implications; '

19



_autonomy; as the mediation of sharing as making attributions; and the mediation of goal
planning and challenge in the positioning of Locus of Control. The aim of this study was to
explore the benefits of the pervasive application of IE in a school, rather than a special class
or similar eircumscribed approach., These beneflis were examined in terms of what type of
subject benefits, and In what manner, from the teaching of Instrumental Enrichment. The
examination thus included exploration of opportunities for MLE both outside and inside the
VCC.
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the maintenance and even increase in these gains over time (Savell ef al, 1987).

Providing the holding environment or MLE is the crucial role of the teacher who thus
requires special training as well as creativity and a flexible attitude, Sternberg {1984) notes

. the extent of teacher-training required for [E as one of its weaknesses, although this is

questionable as all tencher-training requires a novel paradigm, Nevertheless, it is clear -
not all teachers are capable of learning how to teach IE (Arbitman-Smith in Sharron, 19:.,
Samuels & Price, 1992), particularly when it comes to bridging (Sternberg & Bhana, 1986).
Only those whd are able to make *learning a positive experience, who encourage original
thinking, who develop positive self-regard, who emphasise co-operation, who have respect
for divergent thinking, and who have few disciplinary problems...tend to be more successful _
in teaching the IE program” (Sharron, 1987:193}. Skuy & Mentis (1992) have found that the
addition of a component of sacivemotional development improves the effectiveness with
- which teachers implement IE, The same authors note that teaching [E can perhaps affect
teachers positively and render them more capable of teaching it. This supports the notion that
MLE is the prerequisite of learning and that IE is an effective substitute and has been found
as such in 2 South African study and suggests that FIE counters the damage described in
section 3 above. (Feuerstein, Hoffmal, Rand, Jensen, Tzuriel & Hoffman. 1986, Skuy et al
1993),

Skuy (1992) poihts out that white teachers are fairly optimistic about educational Integration
despite their fears of the problems entailed. However, the majority of teachers in South
Africa are black end have not received education or teacher-training equal {n quality to that
of their white counterparts, which is iiself questionably stet 1 ot in Apartheid ideology. If the
teaching of IE offers MLE to deprived_ teachers, and not only the students, imbalances in the
ecosystem are appropriately addressed at several levels, {Skuy & Menti~, 1992; Skuy et af,
1993), '

In the light of the above, FIE has been the programme of choice at Vaal Career College to
promote MLE and the movement towards autonomous and responsible students
"Autonomous” and "Respotisible” are defined here as the outcome of mediation of
transcendence ds creativity of self-regulation and individuation as the provision of cognitive
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2.1, DIRECTION OF CBANGE IN PRE- POST TEST SCORES

MEASURL | MEAN sD MBS : 3D N T-TEST
SCORE _ DIFFL  ENCE
PRE- POST PRE | POST | PRE - POST
INTERY | INTERY CORRECTED
ENTION | ENTIO RH
Surface aL.ye L34 3.36 | 3.64 | 0,60 4.65 | 81 2L16
Metivation _ o
Achjevameant 15,30 255 342 1 258 | L0 379 a0 {15 W
Muotivation _ _
Burface 17.61 16,68 4.22 4,12 | -0.60 5,82 | 80 ke
Strategy _
D e e p M1 23,54 | 333 [ 371 | 043 N I «1.10
Motivation ) o
s agp A4y 2.66 440 | 388 | 0.44 3,93 ) 82 101
Suniogy _ . .
Achlevarnent 3.4 23S 386 1 4.09 | -0.95 3.7t (81 2230 e
Steategy _ |
Surface 35,40 38.02 6.01 633 | -1.00 8.48 | 81 =Ll
Achlevemnent :
Strategy _ _ .
D s e p 47.44 47,20 6.79 596 1 015 628 | 81 0.21
Achlsvernent _ .
Strategy _ _ : _
Abhisving 47.40 44,66 | 595 { 575 | 274 5.92 | Bl ad, |7 dkn
Attinide
“W=p < ).05 DF = il Whete & = NUIMDer Of PAITS Of QDSEIVALIONS

In Table 3,4 the percentage of pupils whose scores changed in the desirable and non desirabls
directions, The table below indicates the dirsetion of change in all measures pre- and post-
training of subjects in [E:

TABLE 3.4 THE PERCENTAGE OF SUDJECTS WHOSE SCORES CHANGED FROM PRE- TQ POST
TEST IN THE UNDESIRABLE GR DESIRABLYE DIRECTIONS FOR CREATIVILY SELF-
B CONCE‘PT. COGNITION SKILLS SGAI.ES
Yarinbla Percentage of Fernuutauu ol
subjecty whase subjects whoan
soores heonn seores Improved
wotse
ALreptivity ©
LKhatena Morss
Crentlve Parcaption 5T 17
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‘MEASURE

MEAN

MEAN SD 5D | N T-TEST
SCORE DIFFERENCE
PRE- POST PRE POST | PRE - POST
INTERY | INTERY CORRECTED
ENTION | ENTIO (RY
_ N . _
Khatena- 114,78 | {14,68 2511} +1.98 | Q011 168 71 (.04
Morse . : . A
Versatility
st aie
TOTAL _ _ _
Locus of | 2074 | 2152 346 | 4.28 | .0.82 dad | |87
Comrol )
DraWnA- 60,95 | 6221 7.42 7.28 | =132 447 | 82 2,67 w¥
Person (self
esteem
TSaEUTS) _ _ _
Ravens 45.46 | 46,96 574 | 3.2 | L& 490 | 87 |29
Similacitles 24,32 | 3120 647 | 590 | 7.35 722 | T L. vl
Torranse 29.5% | 3437 8.04 9.57 | 491 . iL.40 BT_ d (ks
crentivity -
fusticy _ _ _
Torrange 28,58 | 32.88 7.76 | 10.45 | 4.08 1449 | 86 3,24 W
cragivity -
flexdbility o
Tocranos | 13,47 | 17,09 1082 | 934 | 540 10,02 | 86 5.0 W
creptivity «
froquancy ) .
Torrance 69.51 | 84,66 21,72 | 25,60 | 16.03 26,45 | 84 LN
sreativity = '
TOTAL ) |
Unususl 1943 | 1329 589 | 69 | S.12 6,93 | 55 2348
Usas - i WHH
fluency
Unugual 13.85 | L1 8.98 | 477 {-1.32 54 | 57 =132
Uses « :
tlexdbility _ _
U nusuy I 5:51 3¢9° 2¢33 2:18 ‘1-32 3-19 53 '3101 L
Usasg -«
froquancy _ .
Unuaual a1 ] 2736 12,02 } 10,62 | 744 12,81 | 57 o, 3§ wue
Uaes
TOTAL
Learning
Styles

39



© TABLE 3.2 THACHERS' ATTITUDE 10 MLE SCALE

SCALE MEAN 8D MEDIAN
Intentionality & :
Reciprocity Y344 613 | 95
Menning Trandcendetcs 84,44 (3,79 [ 90
Competencs 3.56 7.68 | 90
individuation 83.56 882 1 85
Goal-pletining 6. 14 6.51 | 100
Challengs 83,89 8.94 | 85
Seif-change 971,78 3,63 | 100
Sharing 76.67 7,68 | 75
Self-rapulation 75.00 1031 | 78

- 90,36 8.08 { 90

I

2, CHANGES IN PRE- POST TEST SCORES
The mean pre and post intervention scores as well as the mean pte- post test differences are
presetited with corresponding standard deviatfons in Tabie 3.3, Additlonally, in view of the
number of subjects whose scores decreased rather than Incrcased from pre to post test, it was
decided to present the percentages of puplls whose scores changed in the desirable and non-
desirable directions for each test, and the remaining percentage of scores being constant.

..... |
MEASURE MEAN - 8D MEAN s N | TMTBST
. SCORE _ DIFFERENCE
PRE- | POST | PRz | POST | PRE . POST
INTERY | INTER TORRECTED
ENTION | VENT (U]
ION _
Khatetta- 3206 | 20.66 | 5.3t 6.14 | -1.04 570 |72 2,82
Morsga
croative
porcapthon
subscale o
Khatena- 24,22 | 24.95 | 463 543 | 1,29 448 | TL 225 »
Morse Kind of .
person
subseale
Khatena- 59.56 | 59,08 [17.95 | 1602 | 0,73 17.04 |71 | D36
Morase
Multitatent
Il reroeptiayg
subscale
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Father*s veeupation ¢

Most fathers ate senviskiiled bive coflar workers,

Skilled (bive & whits collar)

Unemiployed - L% wiskdlled or unemployed,

Unskillsd 1% :

Semiskilled 24%

Semi-gkitled Bius coilar 16%

Qualifled artisans 54

Surniskitled Whito colfar 4

Skilled White collar (Manogetial) | 7% o

Futher's education 87% of fathers have matrieulation vr a tertiary
nona « primary 5% qualification
somne secondary 8%
masriculated 69%
tertiary 18%

Mother's oecupation Most thothers are unetployed and unskilled, although
Linomployed 4% | 17% havs achieved some gualifietion in bive and white
Unskillad 4% collar trades or professions.

Soemiskilled (lue & white collar} 13%
17%

SR

1.2. TEACHERS

The teachers’ attitude to providing MLE indicates the quallty of the coatext of MLE at VCC,
Results refiected in the following table show that teachers at VCC have a positive atitude
to MLE on all dimensions. The results refleoted in the Table 3,2 suggest an optimal-context
for the Implementationi of FIE. According to the followlng table, (Table 3.2), on all
dimensions the possible range of scores is 0-100,
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TABLE 3.1: DESCRIPTIVE SAMPLE INFORMATION

ALd of studsnt: 19 - 15 . 9% Slightly under Balf (4458} of students are aged 17 or
16 17% younger. ‘The others are aged [#-20 years
17 (8% .
i8 nH
_ 19 - 20 _ _ 24% _
Number of people living in a four room 6 pooyle par household s the mede. Amvrokinwtely three
house: 2 - 4 e quaters of students have betwgen § &  peopls living in
5.4 76% | their 4 roomsd house,
Nuniber of brothers: The mode : 2 brothers
2 or less 83%
36 17% _ .
Number of sisters: The mode 1 1 sigter
3 or lass 89%
411 1% .
Elegteicity @ supplied 75% Electeloity 13 supplied most frequently
not supplicd 5%
Urban upbringing 92% Urtian upbringing {5 most frequent
Rura) upbringing 8% . o
Plage available for study ! SHightiy over half of the students have no placs availahle
yes 45% for study
- nw e | - .
Help recesved with homework: Noarly 60% recsived no help with homework
yes _ 41%
o 59% 3 _
Use of Hbrary syes 49% Siiplutly leas tian hakf of students claim to make uss of
o 51% | the library -
Own room at home ¢ yes 43% | Most students do not bave thelr own room at home
o 1 57% _ o
Tltug to thomselvas iyes T4% The mode ¢ e majorlty had tlme to themseives
110 26% _
Bduontlonal cuting exporisiced syes The motle ! mote students exporlenced educational
: no 0% outlngs
_ - _ £1% ) _
Standard or grade repeated: 53% of studenta lrave reposted a Standard ot grade
nmver 41%
onee 46%
_ twles % _ _
Award pesviously recstved: yoy _ Moat smidents have received an awsrd previously
ne 5% '
— A7% _
Boyaots [nterruptlon of schoollng tyss Qvar holf of the studsats have expesienced school related
g 55% hoyeotts
45%
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CHAPTER 3 : RESULTS
The results of the research are presented In the following sections:

In the first section (3.1), frequency counts on biographic and demographic sample data are
supplied. Secondly, teacher attitudes to MLE are presented,

In section 3.2., the direction of changes in pre-post test scores are examined by presenting:
meann differences and the percentages of desirable and undesirable movements on pre-post
intervention scores,

In section 3.3 a stepwise regression has been used to examine relationships between
difference scores and demographic variables; competency on the IE instruments and
demographic variables; competency on the IE instruments and end-of-year marks,

A Principle Comporents Analysls was then condueted in order to reduce data,

1.  FREQUENCY COUNTS

The following demographic variables wer: examined: age, number of people In the house,
educational level and occupation of fathers and mothers, number of brothers, number of
sisters, electricity, urban/rural upbrliging, place to study, help with studying, use of library,
own room, time for oneself, educational outings underiakén, number of times a
standard/grade has been repeated at school, awards received, schoollng interrupted by
boycotts, and/or serious illness/death, compulsory work unrelated to schooling.

1.1. SUBJECTS
Descriptive sarple i.forination about the subjects follows In Table 3.1 overleaf
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4,

Demographic variables will be related to competence on the IE insiruments. This

hypothesis was tested by means of a stepwise regression,
Competency on the IE instruments is related to measures of academic achlevement

(end-of-year marks). This hypothesis was tesied by means of a stepwise regression,
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multivariate approaches were required to reduce the data to manageable proportions. Firstly,
the data has béen described by medns of frequency counts (see 2 below). Difference scorés.
corrected by a regeession to the mean, (l.e. using R® excluding error variance) and indicating
the magnitude of change between pre-intervention and post-intervention measures wete then
listed, Thirdly, a stepwise regression delineated the rélationships of Blographical variables,
 Difference scotes, Competency on IE Insttuments and End-of-year Academic results, A
Stepwise Regression was chosen as there was no way of knowing beforehand which groups
of variables would emerge from the data and this prdcedure assists In model-building
{(Howell, 1982), Following from this procedure, and derived conceptually trom i,
contingency tables were drawn up, These suggested possible combinations of Biographical
variables which had ocourred most ffequently_with Difference scoras, Academic results and
Competency measures, treated separately. On the basis of these tables, as well as the
retationships betwesn Competency and measures of creativity, self concept, and cognitive
processes, a Principle Components Analysis was conducted.

Hypotheses tested: _

L. Following training In IE, there will be positive changes in pre-post measures, This

' hypothesis was found using frequency counts, corrected mean differences and v+

tests for significance, Specifically, there wiil be positive change on _

non-verbal and verbal inteilectual functioning (Ravens Standard
Progressive Matrices; Similarities subtest of the Wechsler Intelligence
Scale for Children « Revised) (Hypothesis 1.1)
creativity (Torrance Unusual Uses Test, Khatena-Morse Multitalent
Perception Inventory; Khatena-Torrance Creative Perception Inventory)
(Hypothesis 1.2);
learning styles (Biggs LPQ) (Hypothesis 1,3);
locus of control (Nowicki-Strickland LOC scale) (Hypotheéls Ladn
self-concept (Draw-a-Feison Test) (Hypothesis 1.5},

2, Demographic variables will be related to pre and post interventions scores in the
above measures, as well as to changes In these measures. This hypothesis was tested
by means of a stepwise regression. '
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a number of different studies (Nowicki & Strickland, {97(), 36 items of the 40 item
questionnaire were ineluded, scored continuously.

4,11, Instruméntal Enrichment Competency Measures

These have been designed specifically for this study by the Cognitive Research Programme
of the University of the Witwatersrand to measure not only competency on selected itams of
the Instruments themselves but also levels of increasing transfer and "communicative use of
language" (See Appendix F for example} Pe:formance on Instrument items score either a
haif ot whe 2 mark for each correct iterr tems requiring the subject to transfer his cognitive
skills to school-related problems were weighted by a factor of 3 and to daity-living related
problems by a factor of 5. Scores were then totalied (maximum possible scores varied across
- Instruments between 175 and 180) and combined with a measure of between 15 and 20 poinis
for the extent to which language has been used by the subject in an effectively communicative
mantier, accessible to the reader, Maximum total score is 200 on any Compatency measure.
The mex'ures have face validity and & median cut-off was performed to distinguish the
categories incompetent-competent.

412, Atttude to MLE seales
Nine profiles of “Teacher's attitude to MLE in the Clagsroom" were collected, representing
100% of the teacher complement (see Appendix G for example). Dimensions for scoring
were: intentionality and reciprocity, meaning, transcendence, competence, self-regulation and
control of behaviour, sharing, indlviduation, goal planning, novelty and challenge and self-
change. Low MLE was scored as 0%; High MLE was scored as 100%.

4,13. Academic Results _
Marks were given by the VCC teachers at the end of 1992 for the following subjects:
Communication, Mechanical Trade Theory, Electrical Trade Theory, Englneering Science,
Mathematles, '

5. DESIGN
The design of this study is correlational pre- and post-test, Several statistical procedures were
used to analyse the data coilécted vig the measures deseribed above, Both univarlate and
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4.8, Unusual Uses _ |
This is 2 test of creatlvity, requiring the subject to lfist as many uses for a newspaper as
possible within a 5 minute time limit. Unusual Uses is subtest of the Torrance Tests of
Creative Thinking (Torrance, 1974}, fc presents unstructured stimuli devised to elicit creative
thinking. Reliab_ility.co-efﬁcients tange from .70 to .90; and the test has been found to
possess concutrent and content valldity, with sonie evidence for construct vai idity {Khatena,
1982),

Scoring has been derived and used by the Cognitive Research team of Wits University in a
number of ongolng projects. In this study scoring was according to eriterla of fluency,
flexibility and frequency (i.e. Infrequency of response is equivalent with originality), Fluency
requires the capacity to produce many ideas for a given task, each idea scoring one point.
Flexihillty requires the subject to shift between categories of thinking (e.g. bulldings): each
categoty scoring one point. Originality refers to the capacity to produce ideas whicl are
unusual or remote from the original stimulus. One point Is scored for each response given
by 8§ ot fewer subjects (Skuy, Mentis, Nkwe, Arnott, & Hickson, 1990; Rezek, 1990).

4.9, Cognitive Rating Scales

These self-report scales have been developed specifically for this type of study by the
Cog~ idve Research Programme of the University of the Witwatersrand, They are based on
the cognitive disfunctions formulated by Feuerstein (1979) and involve a transformation of
each discrets dysfunction into a function - dysfunction continuum, as well as an
operationalization of terminology used to describe each funetion, One form asks teachers to
rate students; the other asks studerits to rate themselves, They were included (n the test
battery in order to elict an evaluation of the teachers to their students as well as the
‘metacognitive processes of the students themselves, The 5-point scale has 26 questions of
B metacognitive nature, eliciting in¢er alfa, cognitive strategies. The questions ask the
frequency each strategy is embarked upon, ranging from always to never, (Appendix H)

4.10. Nowicki-Strickland Locus of Control questionnaire for children
Internal consistency = .74; test-retest reliabllity == .71, The scale is designed to measure
externality or internality of locus of control and hag proved a useful and valid instrument in
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write their names on the top left hand side of the page and then told "draw a picturs or a
person in pencil. It must be the whole person, not just the head or a stick figure”, The
teacher then had to draw an example of a stick figure and explain that this was incorrect, The
students were told that thev were permitted to erase and redraw. On completion, the students
were told "Give the person you have drawn a name and an age and to write this in the
bottom right-hand corner." Several minutes were allowed for this task although there was no

strict time-limit.

Scoring of the DAP §-CS
Scoring was done by Masters Students in Educational Psychology, research assistams and the
“author., Each DAP test was independently rated by at least 2 scorers to deermine inter-tater
reliability. |

Scoring was In terms of presence or absence of certatn characteristics e.g. shading on a 5-
point scale, ranging from markedly present (1) to markedly absent (5). Scoring is along
seventeen dimensions, which included

a, ftems 1 - 13 ! Bodwin & Bruck’s Draw-a-Person Self-Concept scale; .

b, Iterns 1 - 17 ; a combination of Bodwin & Bruck's scale and four additional items;
¢ Items 1 - 4 (four additional items},

4,6, Khatena-Morse Multitalent Perception Inventory
This inventory has two scales of 50 items each designed to identify leadership, music, art and
creative talent of people over 10 years of age. Most subjects can complete the Inventory in
10 to 30 minutes, Scoring consists of counting affirmative responses with the total serving
as an index of versatility, Reliability co-sfticient = ,88 on average; validity co-efficlent =
.72 on average (Khatena and Morse, 1987).

447, Khatena-Torrance Creative Perception Inventory
The laventory consists 4.y alla of 3 activities vzad in thiy study: Plcture Construction,
Picture Completion and Lines (See Apperdix C). Norns are standardized on adolescants
between 12 and 20 years of age, Sworing procedure Is described in point 8 bslow. Reliability
= 71 - ,97; Validity .32 - 75, (Khatena & Torrance, 1973).
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Four new itenis were added by Rosenbaum (1989) to the DAP S-CS. See Appendix C which
iltusteates the score aliocation for each item. Rationale for the inclusion of the four additional
items was based on a review of the literature on smotional indicators of the DAP test, The
four items consisted of:

A. Size of Drawing . .
Ogdon (1978) found that unusually small figures reflect generalized discontent, feeiings of
inferiority, ineffectiveness, inadequacy and insecurity. Koppitz (1968) found that tiny figures
(less than 6 crn in height) reflect insecurity, shyness, inadequacy, cxcessive defensiveness and
low setf-esteem, Ottenbacher (1981) found that tiny drawings reflect poor self~concept. Large
figures (greater than 22ctn in height) reflect immaturity, grandivsity and poor self-concept
- (Koppitz, 1968).

B. Fantasy Figures
These include monsters, clowns, wamps, witches and cartoon characters. Koppitz (1968)
found that these figures refiect intenise inadequacy and a poor self-concept.

C. Profile View
Machover (1949), found that drawings in profile are indicative of social anxiety, evasiveness
and & reluctance to face or communicate with others, '

D. Placeme 4t on tﬁe Page _

Central placement suggests a normal reasonably secure person (Lakin, 1956; Urban, 1963);
high on the page suggests insecurity (Levy, 1958}; low on the page suggests feelings of
insecurity and inadequacy, (Urban, 1963; Hammer, 1958); right side of the page suggvsts

possible introversive, inhibited or intratensive tendencies (Buck, 1950; Hammer, 1958); left
side of the page suggests possible feelings of uncertainty and apprehension (Machover,
1949). Placement in the corner suggest possible pathological feelings of Inferioriy
{McElhansy, 1969) '

The DAP S-CS pre-test was administered at the beginning of the school year with the other
tests by the teachers. Pupils were given A4 paper, pencil and erasers, They were told to
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it appears that a combination of detractors from MLE both inside and outside the school
explain negative difference scores. Most important, however is the situation of the school in
a sociopolitical context, of which the educational sub-system seguelse cannot be
overemphasised, Even though VCC aims are incompatible with the perpetuation of the
hitherto daminant political hegemc'ny, subjects at VCC have already been exposed to the
mediation of cognitive dependency rather than autonomy. The first year of + «ch a project
cannot, it is sugzested, hope to achieve more than the positive results described above,
Subsequent years of training in IE, if undertaken, will begin to address mote radical change.

2,  SCHOOL ACHIEVEMENT

It was hypothesised that demopraphic varlables would affect competonce on the IE
Ingtruments, A positive relationship was found betwesn competence on all the Instruments
and alt final marks, treated separately, However, the relationship is purely correlational and
causality in either direction cannot ve inferred. In spite of this, the result needs to be
deconstructed {n o1 .ar for it to assume the importance that flne examination will provide.
Although thers has been some mvestigation of the result in this stucly. there is indication for
further atudy.

Most significant is the positive relationship between all final scores (except Mechanical Trade
Theory) and competence on the Comparisons Instrument, Perhaps this is the Instcument
which needs to be the basis of & modification programme to prepare severely MLE deprived
individuals for the full IE programme, It appeats that the simple knowing that comparing
nvolves bot: *imiarities and differences is the one precusor of learning most obviously
destroysd by the vagaries of Black Bducation situated in Apartheld, The capacity to perceive
similarity in the face of multigenerational permission to know only difference has been to an
extent crippled, Medlation of intercultural empathy may find its beginnings ia the MLE
encapsulated by the Contparisons Instrument,

3. CONTEXT

It was hypothesised that demographic variables would affect the ch_ange In measures of
cogultive skills and styles, self-concept and creativity as well as competency on the (B
Instruments thetnselves, The results suggest that changes in all measures were positlvely
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ot Similarities(also found in Skuy et af, 1990: Skuy er af 1993) is of further (nipottance as
it is primartlv a test of the ability 1 reason abstractly, It appears from these results that such
an ability can be taught, Thig finding is both supportive of Fenerstein's founding notion of
Cognitive Modifiability and the extension of MLE and IE; and of using IE to begin to un-a
the extensive damage to disadvantaged black South African adolescents, The CEFSA aims
a; implemented at VCC appear, therefore, to be both valuable and practicable,

"~ Positive changes In non-verbal creative rasponses suggest that, to an extent, IE is addressing
thinking skills not only at the level of conventional measures of intellect but also in
circumseribed ways on a mote profound level, F‘ollow{ng the discussion of creurivity above,
and its relationship to the notlon of cognitive autonomy and mediation as fundamental to
intereultural co-operation, it Is suggested that IE as taught at YCC is Indeed addressing thess
issues, If creativity is pivotal to cognitive autonomy, which is, as argued in chapter 1
responsible thouglit, then an improvement on only non-verbal measures is perhaps a
beginning of a process of MLE which will extend to verbal measures in due course,

However, the negative movement of other measuras of creatlvity and the lack of movement
of the measure of self-concept require comment. It Is possible that IE has not been used
optimaily VCC as a transmission vehicle of the MLE dimensions of Transcendence, Self-
regulation, Individuation and Sharing. It is also possible that cognition and metacognition
inherent in these dimensions has been compromised outside VCC both historicaily and
curtently to the extent whete perhaps a bridging type of programme is required before the
Instruments themselves can be introduced. '

Of equal Importance to fegative movement in measures of creativity is the negative
movement in the Locus of Control score. This suggests that subjects have shifted towards
externalising responsibility for events and not percelving thelr positlon In a sequence of
events a§ being causal, It Is possibie that there has been overzealous structuring of their time
at school and & removal of opportunities for them to fail and learn constructively and
consequentially, In additlon, the subjects have been tirough a selection procedure to get into
VCC and possibly have a distorted picture of maintaining personal responsibility once in the
school,
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CHAPTER FOUR ; DISCUSSION
1. CHANGES

1,1, It was hiypothesised that thiere would be positive changes In measures of cognitive skills
and styles, self-concept and creativity after five IE Instruments had been taught to the
subjects,

Design limitations preclude knowledge of whether changes were significant or not, The
absence of a control group précluded 4 clear understanding of statistical procedures such as
ttests fo analyse the difference scores, Nevertheless, a qualitative review of changes
follows,

Positive changes did occur In conventional measures of intellectual functioning in both verbal
(Similarlties) and non-verbal (Ravens) dimensions, Positive changes also occurred in one
measure of creativity (Khatena-Torrance Creative Perception Inventory) which elicits non- -
verbal creative responses, However, the two measutes of creativity requiring vetbal
responses (Khatena-Morse and Unusual Uses) moved negatively l.e. on these measures most
subjeots responded less creatively after belng taught the IE Instruments,

In addition, half the subjects’ Locus of Control moved negatlvely i.e. their perception of
personal causality and responsibillty movad in an outward direction from a largely internizd
locus (70% were |nternals on the pre-test) towards the diffusion of responsibility rather than
its acceptance, Finally, there were no changes In self-concept after being taught IE,

1.2. The positive changes in conventional measures of iniellectual functioning after training

in [E supports the substantial body of litetature examined earlier with regard to the non-
verbal measure (Ravens), The verbal dimension has had supportive resulte previously whigh
ate not furthered by this study, Nevertheless, it 16 particularly relevant to note that 82% of
subjects fmproved on this dimension. The language component of thinking <kills cannot be
overlooked, following Vygotsky's theory explained earlier, and ag it has a plvotal role in the
communication of actual competence as well a3 in final academic reselty. The Improvement
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2.3 Learoing Styles

ning styles;
urthce motivacion*, Surface
trategy™
Deap motivation®* Achievement
Motivation¥*
Deep achisving® Ashleving™

2.4 Locuy of Control

Locus of Control, movemet
wards ltarpality®

2.5 Self cnncépt _ _ Draw A Parson».
3, Demographic vavinbies wili be  [Comparisong®,
IE'elated to competence on she IE  Xategorizations®,
nstruments Orgartization of Dats,
Orlentation in space*,
_ Anzlytic paroeption®,
4, Competenty on the 1B Communication®,
|E1mlruments Is relatod to miensures |Blactrical Trade theory™,
¢ academic achlevemeonts(end of schanical trads theory#k,
yong mirks) athematjogsm,
: nglnesring soinnca®»
Lo Y . .' TR _ .y
¥ As operationallzed by the impr vemant in the majorlty of scores,
-

As opeeationalizad by e deterioration in the majority of so0T68
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# PRINCIPLE COMPONENTS ANALYSIS _
As Using Pringipal Component scores would have resulted in sacrificlng between 24% to
7% of the variance in the measures, it was decided not to trade off reduction In information
at the expense of loss-of signifivant variance. The results of the Principle Component analysis
gan briefly be deseribed as follows: :
Approximately 3/4 of the variance in the demographic variables could be accounted
for by the first Principle Component extracted. In the case of demagraphic variables
73% of variance was accounted for by Fathers’ ocoupation, help received wlth
homework and Interruptions by boycotts and other serious events, 76% of the
variance in the creativity variabies could be accoutted for by the Torrance Creativity
and Unusual Usas tests, while 73% of the variance in cognitive skills and styles could
be accounted for by Ravens and Deep Strategy Learning Styles,

TABLE 3.8 : SUMMARY OF SUPPORTING AND NONSUPPORTING EVIDENCE FOR EACH

HYPOTHESIS

fyroTHEsrS . lSUPFORTING EVIDENCE # k«m SUPPORTING EVIDENCE
| ”

1, Follgwing tralning in IE thers
ltvriﬂ bo positive changes in mensures

1.1 notverbal and verbal iﬁteltlgenné IRavéns ¥, Simitaritlag **

1.3 ereativity

Torcance-Creatlvity Wek

Unuaua_l.Use'a b
Khatenn-Morss Varsatllity fndex
LELS

1.3 lenrning Styles

Achievement Motlvatlon'rs,

_ |Achisvement Statagy i,

chisving titituded*

1.4 Iocﬁs of control

[Movemen: towardy externa'ity

1.5 Solf conapt

No shahge

2, Demographic varlables will be
slated to measures oft

2.1 nonverbal and verbal intwlllgence

Rovens #
imllaritlos *

2,2 Croatlvity

Torrance Croativity *

{Jnugun) uses *
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End-of year Cormunication scores are related positively to competence on IE Analytic
Perception and Coraparisons Instruments. '
End-of-year Electrical Trade Theory scores are related positively to competence on the IE
Comparigons Instrument. |

End-of-year Mechanical Trade Theory scores are related positively w counipsience ou the 1B
Orientation in Space Insteument (language component). |
End-ofayéar Mathematics scores are related positively to competence on the IE Comparisons
Instrument,

End-of-year Engineering Science scores are related positively jo competence on the IE
Comparisons Instrument (language component) and the IE Categorizations Instrument.

Compatence on the TE Instruments and their refationship with final marks are Hlusteated by
the figures below: '
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Competence on the [E Comparisons Instrument is positively related to subjects’ having time

to themseives,

Compete..c¢ on the (E Categorizations Instrument is positively related co fewer luterruptions
in schoollng through boycoits or serious events, baving more brothars, having time to one's

self and being nearer 21 in age than 14.

Competence on the {E Organization of Dots Instrument Is positively related to having more
sisters, electricity In the home and a place to study, Hypothesis 3 upheld: Demographic

- variables are reiated to competence ont the [E instruments,

Competence on the |E Orientatlon i Space Instrument is positively related to fewer
repetitions of & grade or standard, having a place to study and fewer interruptions in

schooling by a serfous event,

Competence on the [E Analytic Perception Instrument is- positively related to mothers’

oceupation, working outside of school, using the library, and having more brothers.
TABLE 3.7 SIGNIFICANT POSITIVE RELATIONSHIPS BETWEEN COMPETENCY ON [B

INSTRUMENTS AND END ORF YEAR MARKS

Brol>

"requ:tor {Competency) riterlon Qviarks) RZ

iytic Percaption Towi - - [Communication 7,03 _ _;13 ok
HCompartsons (!hnguage) _ Cornmunicatipn 4.97 TR ¥
,kuﬁlparisons Communication 57 oo *
]lCaampariaons {language) [Blextrical trads theory J12.2524 .24 A
IlComﬁariaon.s iﬁle_mrlcnl Trads Theory pds 0,08 "
HOrlematlon- in Space (languuge) | [Meul_mnicnl Trade Theory | 13.55  [0.22 o
NCumpar_ison (mnguﬁ;ge) _ Ildadiﬁmatics 13.62 0,22 i
HCnmpnﬂsun; | {Mathmatica 613 (0,00 .
ﬂc‘ompgrisnns (langunge) | [Ensiinaring Sclenee 5,08 0,12 .

As the above table shows, Hypothesis 4: Competency on the 1E Instruments is related to

measures of ucademic achievement (end-of-year marks) is upheld as follows:
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having one's own room, recaivlng an award, age, having electricity, father’s oceupation and
having time to oneself, Hypothesls 2 (2.3); H, upheld,

Demogtaphic variables are unrelated to self-concept. Hypothesls 2 (2.5) Ho upheld.

The following table shows significant telationships found between competency on the

Instruments and demographic variables of subjects:

TABLE 2.6 SIONIFICANT POSITIVE RELATIONSHIPS OFR. COMPETENCY SCORES ON THE
INSTRUMENTS TC DEMOGRAPHIC VARIABLES

dictor: ritsrion: Compeiency So0r88 JProb >
wgraphic VEriahtw [ o F
Time Lo onasslf Comparlsons Total WIS ol *
Aga . Categorizatinn _ 571 .18 [
[Serious event Categorization (language) ] _ $.08 (0,14 o
"Numbar of Brothers Catagorization (anguage) 537 0,13 .
lage Categorization Total 5.6 015
|[Ha§ing tlme to onesel! Catogorization Total. . eSS "
teetricity organlzation of dots 787 . 016 |#
’kl&wiﬁg & place to srudy Organization of dots 24 P4
"Nmnber of siters | Orgaﬁlzaﬁon of dots Total 121 0.4 .
H’Number of times standard or grade Orlentation in'apace 432 il ¥
speated . . .
umber of timea standard or grade Orlentation in. spacs (language} 783 [0.18 “
epeaed _ : .
“anlng & place to sudy Dﬂéntation in spros {language) 42 JE
"Sarious avents lm;erfupting schooling ocentation in spage aanguageJ 441 009 *
H:umhar of times a standard or grade  lorlentatton in space Total 486 jo.2 [
peated .
“Mo{her's ocgupation Annlytle Percaption 7,33 .15 v
l{work wnretated to school  |Anatytte Percsption (language) ksl P4
"Mmhar's occuﬁatloﬁ _ Analytic Perception Total 16.99 6.14 "

As 1§ shown by Table 3.6, Hypothesis 3 (demographic variables will affect competence on
the IE instruments), is upheld in the following ways.
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As Table 3.5 shows, Hypothesis 2 which posits that demagraphic variables will be related
to pre and post intervention scores as well as to the measures used, is partially upheld.

Subhypothesis 2.1: non-verbal and verbal inteliectual functioning (Ravens Standard
Progressive Matrices; Similarities subtest of e Wechsler Intelligence Scale For
Children - Revised) |

Subhypothesis 2,2: creativity (Torrance Unusual Uses Test, Khatena-Morse
Multitalent Perception Inventory; Khatena-Torrance Creative Perception Inventory):
Subhypothesis 2.3: learning styles (Biggs LPQ); '

Subhypothesis 2,4: locus of control (Nowicki-Strickland LOC scale);
Subhypothesis 2.5: self-concept (Draw-a-Petson Test).

The partial upholding of the hypothesis is detalled below.

Subjects’ [nternal Logus of Control is related positively to number of brothers and mother's
occupation. Hypothesis 2 (2.4); H; upheld.

Subjects’ Ravens score {s related negatively to interrupﬁons in schooling due to a serious -
event (fewer events, higher score). Hypothesis 2 (2.1); H, upheld.

Similarities scores are positively related to educational outings undertaken, (Higher score,
more outings), Hypothesis 2 (2.1); H; upheld,

Torrance Creativity difference scores are positivaly related to father's occupation, having
one's own room, and having fewer interruptions in schooling by serious events or boycotts,
Hypothesis 2 (2.2); Hy upheld. »

Unusual Uses differénce scores are related positively to having fewer interruptions in
schooling by boycotts, having a place to study and receiving help with homework.
Hypothesis 2 (2,2); H1 upheld,

Learning Styles difference scores are related pogitively to the number of people In the house,
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The majotity of puplls improved their scores on seven of the 16 iests. On the other nine

tests, pupils’ scores elther stayed constant or dropped in the undesirable direction. Support
for Hypothesis 1 is limited to the former seven tests. Pre- post test changes on the majority
of tests do not support the hypothesis, Overall therefore, Hypothesis 1 is only partially

“upheld.

3 STEPWISE REGRESSION

TABLE 3.5 RELATIONSHIF OF DIFFERENCE SCORES TQ DEMOGRAPHIC VARIABLES.
.Predlctor | Critetion | F R2 PBrob
- _ _ - =H
 Number of Brothers Loous of Control 534 | 0,44 | *
Mother’s oocupation Locus of Cﬁmrol 5.9 1 024 | #
Serious school .imerrupting avent Ra_&m 6.05 0.15 | *
Educational suting Similaritiey _ 459 | Q.12 | *
Having one’s nwn.room Totrancs Creativiy flusncy 4,10 | 010 | *
Fathera occupstion | Torrance creatlvity - flusricy 4.i1 | 009 | *
Havh_ig ﬁne_a own rgom _ Torrance Creativity - flexibility | 554 [ 942 * .
| Boycott interruption of schooling Terrance Creativity Total 447 | OLL | *
.Havlng ones own room | Totranoe Creativity Total 4,15 | 0.09 | #
Boyeott intsreupting schooling . Unu.suél_ ﬁus - Flexibility 525 0.'_17 *
Having a plave to smdy | Unosual Uses Tol 424 | 05 | *
s | Surface Motlvation Learning Styl 537 | 013 | »
Having ones own room Surface Strategy ﬁéanﬂng étﬂe 4,12 1 Q11 | *
Having received a_ﬁ award previousty | Deep Muﬁvatlon’l&#rning Style Adi oL
Number of people in house Achievement Motlyation 902 | 020 |
Elcctricity . Actilevement Motlvation Learning Styls 0,02 | 020 [ *
Having tme to oheself Deep Achieving Learning Style 480 | 012 | *
Father's ocoupation Deep Achisving Laarning Style 403 | 0,10 [ #
Electrieity | | Achleving Loarning Style 4,88 [ 012 | *
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k1] 58
Kind Of Person
Multialented pecosption 58 42
Total fndex. o 58 42
.",,Ugusual _u. 568
Unusug] Uses Flusncy | L7
Unusual Uses Flaxibility | 58 1 42
Unusus) Uses Frequency - 65 118
Unusual Uses TOTAL 70 27

g Croati

Torrance Creativity Floenoy 26 65
Torrance Creativity Flexibllity 29 66
Torrance Craatlﬂty Frequeriey - 2 64
Torance TOTAL | 22 78
BSeifConcept
Locus of Cortrol 49 &
Draw-A-Person | 3 15
Ravans - 3 62
Similacios 17 82

[y

It was hypothesised (HYPOTHESIS 1) that there would be positive changes in measutes of
cognitive skills and styles, self-concept and creativity after five

IE Instruments had been taught to the subjects. Pos“!-e changes occurred in one measure of
creativity (Khatena-Torrance Creative Perception Inventory) which elicits non-verbal creative
tesponses. However, the two measures of creativity requiring verbal responses (Xhatena-
Morse and Unusual Uses) moved negatively l.e. on these measures subjects responded less
creatively after being taught the IE Instrumnents, Half the subjects’ Locus of Control moved
negatively i.e. their perceptidn of personal .causality and responsibility moved in an outward
direction from a largely internal locus (70% were internals on the pre-tast) towards the
Diffusion of responsibility rather than lts acceptance. Finally, there were no changes in self-
concept after being taught IE, The majnrit_y' of pre- post test differences showed improvement
in the case of the changes of conventlonai measures of verbal and .onverbal intellectual
functioning (Similarities and Ravens dimensions respectively).
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~ research context, It is suggested that a different and more apl.. priate research paradigm is
evaluated before traditional research questions can be answered.

Secondly, although the fundamentz] premise of cognitive modifiabllity is apparently upheld
in this study, perhaps there 15 a level at which subjests have suffered such extensive
multigenerational damage that the IE instruments require some bridging to make them even
more accessible in the current context, '

I conclusion, it appears that whilst some subjects do benefit from IE at YCC, many cannot,

Future research, it fs suggested, needs to be directed at this latter group, as they are probably
more representative of the dverage black South African adolescent than the former group.
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be viewed In a cautionary manner as the need to stay within the confines of job requirements
may serve to bias these results, This suggestion is supported by the four teachers who did
permit qualitative evaluation by video (Appendix [), Their attitude to MLE was not reflected
in thelr practice of it in the classroom, It is suggested that those who would not permit
videoitg would perhaps hdve been even more diserepant in attitude and practice, Two
scorers evaluated the video independentiy.

Thirdly, while some of the teachers nvolved in the study were extremely co-operative,
particularly those trained in advanced IE, others seemed to feel threatened by both the
presence of a researcher from the University of the Witwaterstand, which Is perceived as
radical, and by the agreement between CEFSA and the Untversity that their .essons should
be videoed iRt order to monitor and correct provision of classtoom MLE,

As 2 consequence, it appears that administration of tests and collection of data were
sompromised, In particular, the study is lacking in qualitﬁtive data about how effectively the
IE programme was implemented and most significantly about the relationship between
teachers and students in the school. This latter is inherently conflictual without racial
difference in that the relationship between an adolescent and an adult in a position of
structural authority and guidance Is essentially fragile (Meeks, 1971). It is suggested that
deliberate measures to imf:rove teacher-student relationships before [E programmss are
introduced be undertaken with some input for teachers on developmentat aspects of
adolesesnt cognitive and affective psychology.

Certain of these deficiencies were exacerbated by the risk of violence when travelling from
the university to the school at the time, which reduced personal supervision by the researcher
considerably, It is suggested that all of the limitations of this study point to a need tor a
different type of research to be conducted in the South African context, reseacch wiiuch is
participatory and community-based.

3. SUGGESTIONS FOR FUTURE RESEARCH
The most important indication for future research arising from this study is not the
effectivensss of IE ltself as much as the design considerations in a violent and volatile

54



related to quatity of MLE received In the home setting from other family members who
were, in tuen, in & good position to offer it through level of education or occupation. The
quality of MLE at home is further promoted by subjects having space and time in which to
benefit from it.

These fundamentally common-sense results have been possibly overlooked in the
Implementation and evaluation of IE at VCC because of t_heir obvious nature. Nevertheless,
to approach re-education in South Africa cannot be decontextualized from ecosytemic issues,
In 2 vicious cycte, MLE has been deliberately undercut over several penerations, provided
. increasingly dirninishud returss resulting it the current position of maximal MLE required
and minimal available from within the basic sncietal unit, Le. the family. In settlng up
schools such as VCC, it is su_ggested that resources in the community are researched and
utilized. Other Non-Governmental Qrganizations may be able to provide complementary
facilities such as community centres which {nclude libraries. The situation of these centres
~ in the community by CEFSA rather than at the school for the exclusive use of stucants may
ultimately begin to redress external MLE deficits, Significantly, if the school is perceived ‘
to be part of the community rather than yet another attempt by well-intentioned but separate
groups usually associated with establishment and envied privilege, the school will become
" a focal point of growth on both individual and communal levels. This would, it is suggested,
provide an opportunity to change the conflicted forum of *school” which has developed since
1976, from a place in which justifiable grievance and fearful authority clash without
resolution, to a centre for the promotion of Intercultural mediation and societal growth,

4. LIMITATIONS OF THE STUDY
Firstly, statistical procedures such as t-tests were conducted on the difference scores to
establish their significance in the absence of a controf group or a split-half design. These
design deficiencies mean that discusslon on changes can only be viewed as suppositions about
terdencles rather than definitive statements,

Secondly, the small N and high scores on the teachers’ attitude scale should, Is is suggested,
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-3

PDescribe the place where you study?

Iz there soméons to help you with your homework?
Do you often study in the L1Brary? .uviviverrsserianeas
How many times a week do you study there?
Do you have youx own roem?

I.ill.il‘l"lll.."l‘lll.l!.i.l‘

¢an you have sone time at home just for yourself when
your'family or otler people will not want you to do things
for them?

LI S B R S N I N R R TN B R R R I 2L I TR A I B B RN BRI R N R B )

SCHOOL RISTORY

Have you ever gone to anothexr school?

Have you ever gone on any educational outings?

If so where did you go?

[ N N N N NN N NN ENE YRR [ BN N SR I BN R R NN BN R RN BN B R N A )

Have you ever repeated » gstandard or a form?

LU I N BN O B AR A ]



LIVING ARRANGEMENTS:

Do yvou live with both your parents? i iiviriacrnenanesies
If the answer is no do you live with: '
(a) one parant? cicvereriasaiines
or
(b) do you live with none of.your parents?
If you don't live wilth any of your parents, who do you
live with? '
How many people live ln your home? ...,.‘.......}.........
How many brothers and sisters do you have and what are
thelr ages?

How many brothetrs do you have? .s.svasveeisnas

Iist £heir BOUBET svsenssssstnnnrrstteartvans

How many Sisters do you HAVE? .evevesiarias

LiBt thelr AUABY  vevarssr i ar v v e

Do you have electric lighting at home?

LI I O B N R R R N N R R N R O R RN RN A A

Have you spent most of your life in the wity or in the
country?

Do you have a place whera you can study which is quiet

at home?

L B N T T I T O T S I O T T T N R N RN RN B RE R B R BN RN BN TR N BB RN RO B R RN N B RN



APPENDIX B

BIOGRAPHICAL QUESTIONNAIRE

Please £111 in the following guestions which will help
ue Iin the assessment of this projest., The information
you glve will be treated as strictly confildential and
only ba usad by the University of the Witwatersrand Research
team for this ressarch project.

Name= -Ildlt.l"!l-l.tl’tilll.!“.‘l...‘tlilllllllill!.lil
Dateof Birth‘ .‘Ill.l‘l.’lll,l.ll‘l.‘IlQilllill.Qllllill
How old wexe you on *“he lst day of Janﬁary 1v827%
Mala/i"emalea .iltll.liliillliiilniQOOtillttltiitliiiltillt
Raligion: ll!llltil!!ll.‘!g!!iillllii\iltllllil'll.lilnlt
Home Langu&ge% R R R R A I TN,
Is your Father smployed?

What is your Father's Occupation?
.“ll'.ll.l".!F.!ll!lil.’lDll.0&li.l!i‘ili!'lll“iii!ll‘l‘l'i!l.l'
What is your Father's level of education? . e.g Dues he
have matric? LI I R B N N N RN R RN MY

Is your Mother employed?

What .8 your Mother's occupation?

LIRS B R BN B BT RN B R I R N AN B R IR R R T R R T R I R BN R R I R N N R A R N R )

What is your Mother's leveél of education?

LAL IR L2 B RN B BN O R N RIS BN O B B BRI I B B I I



Answer all the questions,

10,2 Hand out the students’ version of the cognitive rating scale called "The way [ think”,

10.2,1

10.2.3

Say "Write your name In the space at the top which says swudent's
name,"”

Then say "Read each statement and decide if this deseribes your
thinking style. Circle the word which describes how often or how

much you use this way of thinking, Answer all the questions and don't
jeave any out”,



7.

THE BIGGS TEST

Approximate time needed: 45 minutes

Refer to the instructions on the test.
Assist students with careful and correct marking of the computer form,

UNUSUAL USES TEST

Approximate time: 10 minutes

8.1
8.2

9‘!

Hand out the Unnsual Uses form and ask the students to fill In their natnes.

Say “ T want you to write down as many new, different and exciting thinigs you can
think of to make or play with out of a newspaper, You have 5 minutes to complete
thls exetcize, Walt for the signal to start, Any questlons?....Start.”

Approximate time: 40 minutes

9'1
9.2

9.3

94

10.

10.1

Hand out the booklet,

Read out the instructions for Activity 1, Tell students they have about 10 mmutes for
this motivity and after 5 minutes, tell them there are 5 left.

Read out the instructions for Activity 2. Allow 10 minutes and tell students when
there are 5 minutes left,

Read out the instructions for Activity 3. Allow 10 minutes and tell students when
there are 5 minutes laft,

The teacher’s version of the cognitive rating scale has an extra page attached which
Is a graph of the categories to be used by the teacher in avaluating the student, THIS
MUST NOT BE HANDED OUT TOQ THE STUDENTS.

10.1.1 Fill in the questionnaire on each of your student’s thinking styles and
problem solving abilitles, Circle the most relevant term on the
continuum whi~" describes that particular student’s thinking skills.



6,

THE RAVENS TEST

Approximate time needed: | hout

6.1

6.2

6‘3

6!4

6.5

6.6

Each student is handed an answer form and needs a pencil. The test books are then
handed out. They must not open the books until everyone is ready. The group does
the first 2 examples together,

Say "open your books on the first page” (you can show the demonstration model for
the ¢lass to see). "At the top it says SET A and you have column A here on your
scoring form, This is A 1, You see what it is {point to the large patterned block). The
upper part is a pattern with & bit missing, Each of these bits below (point to blocks
1 - 6 in turn) is the right shaps to fit the space, but they do not complete tha pattern,

Number 1i (point to the bit and then to the pattern) is definitely the wrong pattern,
Numbers 2 and 3 are also wrong - they fit the space but they are not the rightp~ 1,

-What about number 67 It Is the right pattern (show that the pattetn is the same as the

pattern above) BUT it doas not go all over,
Put your finger on the one that I8 quits right,*

Check that the students have doue this and say - "yes, number 4 is the right one, So
wi answer o A 1 is 4, Write 4 here against number 1 {n column A on your seoring
forni. Do not turn over yet,* Walt for evaryone to mark the example

Give brief instructions on the principle of how the rows and columns for patiern
sequencing are organized, Elicit as many responses from the students as you can
before you give them the answers,

Then say “on every page in your book there is g pattern with & bit missing, You have
to decide each time which of the bits below is the right one to complete the pattern
ghove, When you have found the right blt, write the number of it down on your
scoring form against the number of the main pattern, They are simple at the
beginning and get harder as you go on. There are no trick questions,

‘Ijt; ;;'ou pay attentlon to the way you do the easy ones, you will find the later ones less
fficuit,

Try each |n furn from the beginning right to the end of the book. Work at your own
pace. Do not miss any out. Do not turn back, See how many you can get right, You
have as much tlme as you like, Turn over and do the next one.”

When enough time (about 2 minutes) has passed for everyone to write down the
answer to A 2, say "the right one is number 5, See that you have written 5 against
number 2 in column A on your form, Go on like that by yourselves until you get to

the end of the book,"



4.3

4.4

4.5

4.6

4'!7

4.8,

3,

Then say "Here are a list of statements about yourseif. All you have to do s read
them carefully and decide if they describe you or ot If a statement descrlbes you
show this by filling in an "A" on your answer sheet, [f a statement does not describe
you mark a "B" in the space on your answet sheet,

Then say "Look at the questions on page 2, For example question No, 51 gives you
a cholce between two statements a or b,

(a) is: Likes to work alone and
{b) is: Prefers to work in 4 group.

Say choose the {etter of the statement which describes you. If it s the first statement
of the pair show this by filling In "A" on your answer sheet. If it is the second
statement of each pair show this by filling in a "B” in the space on your answer
sheet.”

Say "You cap continue in the same way with the second half of the questionnaire
called the Khatena Morse Multitalent Perception Inventory.”

Say "See that a list of statements has been given to you, All you have to do is read
thetn carefully and decide if they describe you or not, If a statement describes, you
show this by filling in an "A" in the space on your answer sheet, If a statement does
not describe you tmark a "B" on your answer sheet,”

'Say " If you don't understand a particular question put up your hand to get help from

nie",

Walk around and assist students when they need help,

Approximate time needed; 45 minutes

SN |
5.2

5.3
5!4

3.5,

Hand out the Similaritles question sheet,

Say: "Here Is an example of a question which asks what is similar or the same about
two things. For example, in what way are a wheel and a ball alike? How are they the
same?® Elicit responses from the group and then give the correot answer: “They are
both round and they both roli"

3ay: "Please write down the answer - you can just write ‘both round’ or *both roll’",
Tell the siudents "you have 30 minutes to complete the other questions”, and to

begin. After 15 and 25 minutes tell the students they have 15 and 5 minutes left
respectively.

‘Give no other help other than to say "don't give differencss, only the similarities”,

Please note that NO WORDS ARE TO BE EXPLAINED



T
y—

31

32
3.3

34

4.1
4.2

D . \ T
Approximate time needed: 10 - 15 minutes
The students need a pencil and eraser for this test,

Hand out blank sheets of A4 paper so that the shorter or narrow edge s closest to the
student, :

Say: "Writs your name on the top left hand side of the page”,

When the students have all done that, say "Draw a picture of a person in pencil. It
imust be the whole person, not just the head or a stick figure®,

Draw an example of a stick figute and explain that this is wrong.

Say "As you draw you can rub out and redraw parts that you want to change, Begin”

When the students have finished thelr drawings say "Give the person you have drawn
a name and an age, Write this in the bottom right hand corner.”

Allow about 2 minutes for the students to do this.

{Approximate time: 15 - 20 minute&)

Hand out the questionnaire called the Nowicki-Strickland Locus of Control seale for
children.

Say to the students "Write your name on the top of the flrst page"

Then say "Read the questions and write only a yes or a no as your answer, - Write
this next to the end of each sentence in the little block".

Say "If anyone does not understand a word or the exact meaning of a sentence, you
may put up your hand to get help. Begin®,

Approximate time needed: 30 - 45 minutes

Hand out the Khatena-Torrance Creative Perception Inventory and answer sheets,

Say "Write your name on the top of the page".



APPENDICES

APPENDIX A

- INSTRUCTIONS FOR TEACHE 18

Included in this package are the following:

I. A biographical questionnaire

3. The Draw-A-Person Test

3,  The Nowickl-Strickland Locus of Control questionnairs
4,  The Khatena Torrance Self-perception questionnaire
The three intelligence tests are:

5, The Similarities test and

6.  The Ravens test

7. The Blggs test

and the creativity tests are:

8. Unusual Uses test
9. The Torrence Creative Thinking test.

and the two evaluation tests are
' " &, of the student by the teacher and-
b, by the studerits themselves

10,  The cognitive rating scales questionnaires,
(Form | for the teacher; Form 2 for the student),

Approximate time needed: 20 - 30 minutes
L1 Fist hand out the biographical questionnaires,

1.2 Explain that the students nesd to fill in all the questions honestly aud that this
information will be kept private,

13 Allow time for the students to read the questions and ask any questions about the
questionnaire that may have confused them,

1.4 When the students have scanned the questions tell them to begin,

LS Assist sudents individually if this Is necessary,
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Question 2(H)

What did you have to gb in Guestion
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Explain step by step how you worked put how to do gquestion 20}

LI I B B B

I RO A BN B BN BRI

CEE N B BN B B B R B B A

FFEE OB AR AN AR RN

FaAaREsNARFE AVl

Bueetion Z(D)

L ]

*

¥R ANE AN

LA LI B B ]
LI BRI )
LR N RN NN
[N NN R

.
rrsusiavw

L]

Explain any difficultiese you had,
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Ruestion A(A)
Cirgle the ward or words that describe whal is cosman batween the sawple nicture o4 the
le¥t and each of the pictures fn the same row.
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Cuestinn 1 (B

What did you have to do in Buestion L(A)7
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T

Duestion 110}

Euplain step by step how you worked out how to do guestice LA,
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Explain any fdifficulties vou hag,
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between them.

[ndicate what {s conmen to gach pair-'or pletures and the ifferencas

Question 1A}

Gomtman .

Di Ffarant:

0iFferent:

Comman }

0000

Of fferant: .

Ly I'Fgr'ent:

AR,
vV oV
VOV

Connion

A
A
A

>D D

Different:

Different

T

D @
S B

O D
o

M ffarent; -

Cammon: _
Df Frerent: Dl fferant:
| Conmon: -
D1 fferent:

b
e
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APPENDIX F

THINKING SKILLS (4)
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DIV, SPECIAL EDUCATION
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APPENDICIES D & K WEVER INCLUDED IN THE PAGINATTON, ONLY A, B, C, B, G, H, I



Road

Latter of alphabet
Qae  °

Watl / hricks
Washing machine
Stave '
TV,

HiaFi

-Bin (e.g. wastebin)
Pipe / nibe

Daor

Window

Clock 7 Watch
Book,

Bhsone or elactrio lineq
Postbox

Bottle

Switeh

Circudt board
Shirt

Trousers
Cualeulator

Troe

Leaf

Finwer

Pot

Buls

Box

Bus / cor / true
Chalr

‘fable

Wardrobe / cupboard



Seed or pip

- Animal (eg. pig, cartel, tortolse, sheep)
Face or head

Body of parson

Hye or pupil

Classes (eyes)

Brain

Flower

Eng

Hat {e.g. beret)

Picture Completioy
Cammon Responses .t

Olastes {#.g, sunglasses)
Bird
Tree
Bus /ear / truck
Head or face
Person
Frult (e.g. orange, appls, henana)
Flower
Witar
Hill / mountain
Leaf
Vase / flower pot
Walering ean
Teapat / kettle
Hook
Fishy
Crown

. Har / cap
House / bue
Hamd / arm
Cup / glass / beaker
Lantar of the alphabet
Heoart
Umbrella
Gun
Dimbell (weight)
Katils
Snaks
String / cabls / whip
Wheel or tyre
Stepy or stairs
Snail
Chair
Soundwaves

Linsg
Common Bespongos

Pencd]

Parson.

Hut / ship / houss
Tlts 7 oun

Mug / qup



14,  Fantasy Figures :
Clown, mouster, witch, etc. - scores
Character figures - scores 3,
Ordinary figures - scotes 5.

15,  Slze of Drawlng :
Between 6 and 22 cm - scores §
22.1 - 24 cm - scores 4
24,1 - 26 cm - scores 3
26.1 - 28 em - scores 2
28 +om - scores |

16.  Profile View

Full Frontal - scores 5

1,

4.5 - 5,9 cm - scores 4
3.0 - 4.4 om - scores 3
1.5- 2._9 ot - scores 2

0- 1.4 cm - scores |

Partlal Frontal (i.e. only body or head drawn in frontal view) - scores 3, -

Head and body drawn In profile view - scores 1

17.  Placement on the Page

(The number in each block répresents the score),

L 2 2 2 1
2 3 P 2
2 4 5 |4 2
2 3 4 3 2
1 2 2 2 12

¢ |

TORRANCE CREATIVE THINKING

Blerurs Constryction

Common Responses !

Insect {e.g. tick, spider, cookroach, butterfly)
Bird (e.g. pigeon, ostrich, hen)

Frule (8., peach, orangs)

Potato

Rook or hift



APPENDIX C,,

1l

in
M

9

10.

11,

12,

13,

'SCORING THE DRAW.A-PERSON SELF-CONCEPT SCALE
DEVISED AND VALIDATED BY BODWIN AND BRUCK
(1960)

Shading Light, dim, subtle and uncertain lines which furtivélfy accent

particulay parts of the figure. Pattérned or stylised shading.

Reinforcement Shading of the boundaries of clothing or the figure, Heavy dark
* lines or parts of the drawing emphasised through retracing over
the same area.

Erasures Any attempt to alter or perfect all or part of the drawing
through erasure,

DRetails in Unessential features or details added to the
Figure _ figure or backgrouid,

Sketchy llries Parts of the body, particularly the outline defined by light, broken,
blurred, vague, fuzzy lines,

Transparency Body of the figure completely transparent or inadequately clothed so

that body parts ordinarily covered are shown.

Asymmetry Imbalanced and lopsided arrangement of the body parts in
respect to size, shape or position on the opposite sides of the
center,

Distortion ~ Any unnaturalness or irregularity in form. Any non-human aspects to

figure drawn, often displayed by size disproportion.

Incompleteness Figure niot drawn complete, Iackirig in significant body parts ot
clothing,

Mixed Age Disparity in the physlologmal maturation of varlous body parts,
such as breasts emphasised in an otherwise chiidish body,

OQpposite Sex Figure drawn is of the opposite sex of the
Identification subject, or if the same sex, opposite sex characteristics are displayed.

Primitiveness Overall figure is crudely and roughly drawn, Specific points are
confusion of full and profile view of the head, mouth emphasis, trunk
incomplete, omission of the neck, and disorganised body
representation,

Immaturity Drawing is marked by elaborate treatment of the mid-line such as
Adam’s apple, tle, buttons, buckle, and fly on trousers. There is
emphasis on the mouth and/or breasts,



FINANCIAL INVOLVEMENT

Do you have to work te earn morney while you are studying?

R R EE R R R I I I B I O S B B R A S BT RN N R R N R R LR N

TIME DEMANDS

What Sports dO YOLI plaY? P A A I I I I I IR I T B D R R R B R I )
‘What are youf hobbies or interests out of school?

What responsibilities or duties do you have at home e.g
cocking, cleanindg, shopping, washing and ironing, looking
after younger brothers or sisters etc? |

How long does 1t take you each day to do these things?

What time do you gu* up to catch the taxl to school?

I N A T T R A I N B R NI N R I R R R R R I R R R B R )



If you repeated a standard or form, which one(s) did you
repeat?

How many times did you repeat that or these standards?

Have you ever received an award Ffor some achievement of
Yours? |..|.‘-lt‘li!.ill‘lln‘..‘.pt...‘li.hll.lllll"

What things have you done which make you proud of yourself?
..I‘.I..lﬁﬂl.lll!lltl.l.-tlItl.‘lll.l..lil._‘iil.li‘l.‘i'-.l.;..

I I I R R I I R I I I R R R R e I N I A B R A R N e N R

POSSICLE INTERRUPTIONS IN SCHOOL CAREER

Did the schopl you went to ever have a boycott or close
down?

Has there ever been a serious event which caused you to
stop golng to school for a while, e.g Were you sick or
did someona in your family die? '

-n.nll‘ln.‘&latitloltit'.ulnoo“iOiQa!O!lallndtlt!‘li.iltl-lol‘i

If you had to leave school for a while, what happened?

llIl.!ll..._'lIll..‘ﬂ‘.""...._.l‘l.._.l.llil.tillill.ill!l-l.‘-i.il

LI BN R R I R B NN B R R R S BT S S TR T R I R B T N R T B B B R R I RN R R R R N IR R I BB N ]

How long did you stay away from Schoal? ..icvsiaaravsnanss



DESCRIPTION OF MLE ACTIVITY

anxiety

§ E E DESCRIFTION OF ACTIVITY
E WHICH 12 NSUFFICIENT OR IN
é § B CONTR/ . STION TO MLE
£ 5]
21913
1
. _ 2 3 g : g =
TRANSCENDENCE

1 The leacher explalns & concaptor Tha teacher falls to bridge concepts
principle beyond lhe scopa of flie \ to related subject matier
prasant subject matter _ :

2 Theteacherexplains the relationship The teacher presents each subjact
of tha subject of the lasson o \ as an isolated and unralated set af
previous or future subjects lnfonnauo_n and ideas

3 The teacher explaing how the Tha teacher falls to show how one
underlying process In solving a ¥ problem solving appsoach can be
preblem ¢an be applled to another ™, applled to a varaty of siuations
siluation

4 Theteacher promotes the use of Tha taacher fails to show how
work habits which are useful beyord ' I:articular work habits may be used
present negds _ n a ditferent context

§ Othen Other:

COMPETENCE

1 Theteacher selects and prasents Tha leacher Lails (o take Intq account
malerial appropriata th the students students lavel of davelopmeant when
jevel of development _ salacting and presanting mataral

2 Thet{sacharphirases quastions. The teacher's questions are net
ascording to students levet of " pitchad at an apprepriate (gvel
cormpetence _

3 Theteacher encourages students to Sludents pregrass is only measurad
be awara of thair prograss relative to} - according 1o th ¢lass averags
thale own standards o _

4 Thateachar breaks down a complex | Theleachier!aiistoreduce anxlely Ly
task into lts simpler parts to reduce ~ showlng how a complax 1ask ¢ar be

simplified

5 Theleacherpraisessuccessiulstaps
towards pomplellon of atask

The teachet anly praises succassiul
compietion of g task

& The teachier rewands participation In
an activlty participa

Thea teachar doas not raward

7 Cther:

parilcipation
Cther!




APPENDIX I

DESCRIPTION OF MLE ACTIVITY

NO OPPORTUSETY

HISSED OPPORTURITY -

USUALLY iUPLEMENTEDR

| SOHERMES Pt BEHTED

HEGATION

DESCRIPTION OF ACTIVITY
WHICH IS INSUFFICIENT OR IN
CONTRADICTION TO MLE

INTENTIONALITY AND RECIPROCITY

Teacher arouses student interast

Teacher falis to engage sludents

antieipation by changing classroom
‘almosphere -

ardd molivation
Sludera ésk quastions ralevant toj Studants do not participate in
the subject matter N relevantdiscussian
3 Teacher gives appropriate feedback ' v Taacher is insensitive lo students
on studants verbal contribution ' _Vt_arbal contribution
Teacherglves approprisle leedback) Teachar fails to give meaningiul
on studanls v ritten contribution N\ camment on students writien
coniribution
Teache'r 15 willing to re-axplain whan B} - Teacherdoes notlake cognlzancs of
work is not undarstood _ Ay thie need tor re-explanatien
Toacher comes prapared tor the Teacher did not prepare adequately
lesson and creates a sense of < lorfl Lhe }asson and lalls lo ¢reale
. anthuslasm

Other

Othar;

MEANING

The taacharexpiainstha mponance

" orvalue of a subject -

| The leacher falls 1o provida the

purphse or relevance of activities or
subjects

The teacher explﬁlns the reason for
{ocusing on a subject

2 ‘The teachat focusas on & subject

without glving explich reasons for

The tegcher transforms material
changing lrequency and/ or Intensity
_ of prosantation

Thieteacherfallsfo varyprasentalion
in arder 1o convey to students he
impartance or value of a subject

The leacher gives pasitive or
negative feedbuck In explanation to
a studants rasponses

The teacherresponds indferentlyto
siudent resporises

The teachar dsks more 'how’ and
‘wiiy' quastiona » proccess quastiong

5 The teacher asks more whe' and

‘what' questions - contont questions

3 Others

Cthar:

6l
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APPENDIX H

STUDENT 3
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APPENDIX G

Profite of Teachel's Attitude '
to MLE In the Classroom.

LOWMLE « : — —»  HIGH MLE

20 30 40 50 80 70 B8O 90 400

intantiona IIiY

andReclprocity

Meatiing @ - ' /

Transcendarnice

Competence - \

L
Selt;regulatlon | ” | 2
and GControl of @ ’
Behaviour '

Shating /

el

individuation _ , N

GoalPlanning

Novalty and
Challenge

Salt-changa




Suestion S(A)

Give 3 examples from everyday life n%IHherE comparison is used.
.;.....................................-.......-;..-_..,.-..;....
T A N R O T T Y
e M N R T e R e AN R AR A w U E b NP AR RN YRR Y MR PR YRR RSB iR a bR AT R R BN E
N T L T I T
Bueetion SiH)

Give 3 examples of where you use comparisen in everyday life.
-......‘--..-”.”........----n..““..'.a----._.--..a;-._.......p..”..
e e mmmememmnmmmnmmnmm,mmmITmnmmn
l'lld‘v!'l.'.ii!ill’.lfh-i!i!‘_h!ltn-pn-i---lol!lu*l’ll!tu-l!.lllldnllll

mE o FaBAN N ET RN R b A YRS FR R X F A N E KRN BN K g TN AR F LS NN AR

L LA B O BN IR O BN B B BT BN B A I BN B R LN BN BN O N LN B SR B IR I LI B R B B R B N BN I RO B BRI

Question §C) .
Caompare the school which youw attended previously with Yaal Career
Lol lege ' .
nlrll-li-ni'llrlnulula_lllornall--lllvlliwculiu-n-lnl--nl-qlntﬁuluIUIIll
pE mm AR A A E RN F A E RN N RN TN NF PR AT P AN I YR AR AR AT R AN YN

ERFUN RS A R AN SN AR AR R TN PR FARA IR s F AN RS T IR RN R AR AN E S AR A A AN AN

LI L BN R B I B

WHFENENRARE R PPN I PR NRR PR P I NP R YRR TR
l.‘l‘ih‘llﬂl.l‘.l‘.llil.lh'l'l".llIlllIl.ﬂ!l.l'llﬂ'llll'l‘l“.ll‘l'
ndrAllulnqln-ui-n-.in'n-unu’iun!--iuo.ruv-pntb-uaaran--<ll.:|n¢lal
ti.i'll'l'llll.luhIFIIOII.iIUOhnIIIlIlllg!ﬂ'"llulﬂllllﬂihlll‘.-_ll'.'
Vfiil‘l!lltlﬁIvlll'lli'l"l'l'l’..!!lllInﬁl’.i'lll'lll!l"l!li"l"ll
lllll-'llllll!IIldllllIl-.'.l!il.[l'l‘”'.liIII.II‘.I-.l‘.Ilfﬁﬂll.i

LI BT RN I B B O B B R | [ N AR B N I I RO A I B BN R B R R U N A BN B LN BN BN N B R ]



Duestion 4(0C) :

Compalre an electrical and & mechapical workshop.



Questd (13

Give at least 3 examples of where comparison is used in other
subjects at sthool.

-u--‘-iq-...aﬂilnnu-ntnl-ln‘llniIidulllu-n.llIIIJloninnnn.lntl-v-aa:
L N N N N AR A A R AR AR L I A A RO B IS B I O NN I T R R R A I I R
IR R NN B AN A A R N NN N RN NN NN NERER NI RN N
R R R R N R R I B N I N I A R A A N

R I I R I A R N N N N NI R RN I R B AU R SU R B R )

Questign 4(8)
3ive at least I enamples pf where you WRe Comparisun at =Tl ST WP
N T R R N I T e

P F R AF G AAY AN

R I I R A S B R R TN I B R I N B R I B N I A B A O A A R N

e AW Y g F P AR Y PN NS AR TR E R R AN AR ey e h AN h AR

TRERR PSRk A a Wl AN R E RSBy kR A AW RN E B By R P AR ATy



Ques

What did you bhave to dog in Guestion 3(A)7

il"..l..lpl.II---IC.Illﬂlﬂ.l.ljilil"l"'lll'.l'"..‘il..l'l..l
Guestion I4C)

Explain step by

.'-tiil
]!ﬂll.i
'llll.l
LR I )
LA AL B

3¢

N aa

Question J(0)
Explain any difficuliies you had.

EERAYERR NSy

LR R N RN RN

FRF L ANNR IRk

LR N NN N RSN

WE e BaERER AR EN

LR R A B B R BN O B R

FENREvBsEIREAR R

wk RN NS FRE RNy

IEREANEEENE N RN

*

L]

r

step how you worked put bow to do question

SR



Buestion I(A)[22]

" 2 4re five differences betwaen the two pictures. ‘fark eacn &ifference you find with &n z,



-
CESCRIPTION OF MLE AC’:‘-"\’ITYE
i

DESCRIFTIOR OF ACTIVITY
WHICH 1S INSUFFICIERT OR IN

I~
g | w
. : 'Hl" w
g - 5 g E CONTRADICTION TO MLE
[ - 2 é ; '
1= ]
¢ E ta o E é
g 18181516
| ‘AERENE R
INDIVIDUATION _
The tea.haracca s divergent Tha teacher communicates that there s
g ¥ ! only one comect way 1o soive aprobigm

approaches in solving a prub_iern

e teachir encourages Foepencen
and ariging thinking, ad gives
oppostLngy far mnovative Work

The leachar promolag sanismity
and discourages individual creatvry

Tha teacher lus students choass part! The teacher Is not raceptive fo
of thair classroom actiiies and studenta’ suggestions and promotes
encouranes divetsity in use of fred time | u_niiarmhy of astivilles

.y

‘Theleacher enhances positive
agpects of cuttural pluralism

The faacher axhibig cultura! bias ane
does rnt_ tegreta c_iﬂferent rid views

L an |

The taushar supports thi right of a
sludent to be ditiargnt

'w"

The teagher falls {6 promiote
acceptance of indlvidual diterences

L -"“‘, Fal

'Thetsacher refrains from esking fortotal Theteacher nsists ontotal Kantifcation| 3
idartifisation with her vakies ard baflels with her v_';lues ard betlels

Otert Other

GOAL P.LANNING _ .
The teacher iosters the nead and The teachier's inappropriste expec-}2

abliity of studetds o+ reakethy
iorti%mew _ m

tationis rasuit I the studants setting
unrealistis goals lor themsslves

The teachnr encouragaes
persevarance and patienca i the
pursuft of goals

‘The teacher alows the student o give|
uﬁéﬁatmaﬁmnmb&amﬁsm
ditficul 1 4

The taasher axplains to studenis the
strategy Unde ing goal planning

~ process of satting and achleving goals

‘The teachariails 1o damansirate the "

The leachar davelaps In the student
the need and abllity 1o reviaw and
medify goals according 1o changing

cLan ot ¥

The teachet {aiis 10 devalop in the
studentthe nead and abillty to review
and madity gaals according to 5

needs and circumstances changing needs and dlrcuristiances £
The teacher models poatdircted ba- The teacher has no cidar objectivas)
havidur: setting clagr for eazh end tgiio 1o provide a slructure lon
leeson and Iar arnieg b general ra ashing her ohiectivas _ i
— - : : |
T™he 1gasharinstlis 2n attanamais Tha leachar s prescrintive and maetes
ENNU0L 1N the sudems far tNeir rure dexslsions for the susders s fjum
Other; ' . l

Ctners




DESGRIPTION OF MLE ACTIVITY E % DESCRIPTION OF ACTIVITY
N 5 WHICH IS INSUFFICIENT OR (N
'é 5 g g CONTHADICTION TO MLE
& g !,
qQ e
AERERE: g
o |8 |8 |3|8
__ _ g/15 8|3 |t
SELF-REGULATION AND CONTROL OF BEHAVIOUR
The teacher inatil s in sudents . 1 The teacherfails to ingtiil In students
behaviour condusive to learning % behaviour conducive to learning
- good classroom management - bad classroom managemant
The teachar ragtralns the 2 The teacher fails 1o sheck
Inappropnate impulslvenass of 4 inapprogriate behaviour In
sludents classroom .
The teacher ancourages y 8 Theteacherfalls to encourage
sel-discipline in siudents

s_ell-dlscipline in students

The teacher models raspect,
gommitment and persevarance

Tha teachar talls to demonstrale.
sustainad imerast and cornr_nilment

In ¢lassroem activitias [nclassreom activitias _

Other: |6 Other

SHARING BHAVIOUR

The teacher applies effective group 1 Theledcher tails o alfaclive
teaching methads X group \eachl. g rnet?_tgg'g

The teacher encourages siudaits fo

2 Th-teacherdiscourages students
share thalr work exparenceswith | - X frotn working co-oparativaly
sach olher ~ _ |
Tha leacher shares her approach o . 18 Theteachor!alls to verballze {ialk
solving tasks with studants N _lhrog;g:‘) hor sirategy in soiving &
pro
The teacher encourages studaris to 4 Thetaacher atways Insists on
help sach other and tacilistes paet X Inclividual work
tutaring
The {eacher encouragas students to § T leacherfails loancourage aciive
fisten {2 each other X !is;;réinng 1n\'.glen other students are
| rasnane
The taacher encouragos students 1o & The teacherfalls to promota In
empathise whhthe isgiings of others £ amrgaatgg %anrgrgia aﬁoﬁham oolnt of
view -
Tha teacher salects subjact mattar 7 Thateachsrancourages
whichemphasisesihaimpgriance of compatition to the delriment of
cooparation X ¢o-operation _
Cther! B Othen




DESCRIPTION OF MLE ACTIVITY

kno orpoRTURTY

USIEALLY [MPLERIEHTED

LISSED OPPORTUMITY

SOUMETIMES IMPLEMENTED | -

NEGATION

DESCRIPTION OF ACTIVITY
WHICH IS INSUFFIGIENT OR IN
CONTRADICTION TO MLE

TRANSCENDENCE

The leacher axplaing & concapl or

| The teachar falls to bridge concepts

principle beyond the scope of the ¥ to related subject matter
prasent sublet_:t _ma_tta_r | _
Thataasherexplains theralationship X The teacher prasents each subject
of the subject of the lessen io a8 an [solaled and unrelaled set of
pravious of future sublects Information and idaas
'-rhg lalafher e’xplalnis r;oulv.ithe Tha‘biaachelr flails te showhhow nga
underlying process in soiving a - rablem solving approtoh ¢an be
proble":n ga% be applled to anothar ’(’ gppltadto a varetgpnf shuations
situation _
The teacher promotes the use of Tha teacher fails lo show how .
work habits which are useful beyond| X anlcular work habits may be used | -
present ngeds Ina diferant context .
Cthar: Qlher
COMPETENCE
The taacher selects and presants Theleachertails (o takainto aceount
matarial approptiate 1o the sfudents X students level of development whan
jevel of developmeant saeleciing and presenting materlal
The teacher phirases questions. The taacher's questions are ot
accoring 1o students level of A pltchad #* an appropriate lavel
cony. Aenoa
The teacher encourages studentsto Students progress is only mearured
ba awara of thelr progress relative fo A according 1o the class average
their own standards a8
The teachar breaks down a complex Thetaacherlaisto nduoe anxiaty by
task inte Its simplar parts 1o reduca showing how a compiax lask canbel}
anxlety X simplified
Thelaacherpralsessucesssiulstaps ¥ Tha teacher only praises succassiul
towgrds completion of a task : completion of a task
The teaghar rewards participation In The leacher doas nol reward
an activity X participation

Other:

Othar;

—-—

b

e



DESCRIPTION OF MLE ACTIVITY

MO OPPORTIMOY

MISSED OPPORTUMATY

USUALLY IMPLEMENTED

SORETIMES BdPi EMENTED

HEGATION

DESCRIPTION OF ACTIVITY
WHICH 1S INSUFFICIENT OR IN
CONTRADICTION TO MLE

INTENTIONALITY AND RECIPROCITY

Teacher arouses student Intarest

Teather falls to engage students

and motivation ¥ |
Sludents ask questiona relovant fo ) |2 Students do net participate In
the subject matter _ rafevant discussion

. Taagher gives approprigle feedback 3 Teacher s Insensitive to students
on siudents verbal contribution X verbal contelbution
Teacher gives approprlate faedback 4 Teacherfalls lo glve meaningiul
on students written contriution | X commer n students writlan

_ - oon on _

Teacher Is willing to re-axplain when X 8 Teacherdoes notlaks cognizance of
work I3 not uhdarstood : the naed for ra-axplanation
‘Teacher comes preparad for the 6 Teacher did not prepare adequatsly
lesson and creates & sensa of b - forthe lasson andd fails to Sreale
antlelpation by changlng classroom enthuslasm
atmasphere
Other; 7 Other:
MEANING | | |
Theeacher explains theimportance 1 Thateacherialls to provide the
or value of a subject ¥, gggﬁgg or ralavanca of activilies or
The teacher axplélhs the reasorifor| 2 'The teacher fecuses on a subject
focusing oh a subjact X \Jﬂht_:ut giving explicit reasons for
The teacher transforms material by 4 Thetsacher!alistovaryprasentation
changing irequency and/ or intansity X in order to convay teo sludents the
of presentation Importance or valua of a sub]ect_
Tha leacher gives positive or 4 Theleacherresponds indifferently to
hegallve fesdback In axplanation to X sludent responses

_ astu_dants faspanses _ _
Tha teacher asks more 'how' and § The leacher asks more 'who’ and
‘why' questions - proceess quedtions{ X ‘what' questions - content quastions
Other: Othar;

6l



DESCRIPTION OF MLE ACTIVITY

prosem themto the class

g E DESCRIFTION OF ACTIVITY
- & d WHICH 1S INSUFFICIENT OR IN
é g 3 5 CONTRADICTION TO MLE
[ : :
LRERE 3
1 EEREE
— AR REREAR
CHALLENGE __

h | urages intellectual : 1 The students are riot encouragedto( -
luﬁégﬁ,f"e’“m ¢ A quasll_on or ask ‘what i’ questions
The teacher encourages originall . 2 The teacher Instils conformist
and creativity ges onginally ¥ gg‘;“rzmﬁgmﬂgmumges
Tha teacher makas avallable to the 3 Thataacheradheresiothe tred and
students challenging, navel and X tested approach” and presents
complax sfuatioans | cornvantional tasks 1o students
‘Theteacher gncaurages studentsto v 4 The teacher inhiblis original
credls their own examples and (o - approaches In angaging In an

activity .

The teacher halps tha child
anlicipate the satlstaction of
compigting a task

The teacherfalls to meota intrinstc|
{nolt‘ivathn to complate a complex
as :

3 Theleagher encourages students to

Tha teachar tails to Instil

parsevera with difticuf tasks w_( persaverance I students when
_ completing a complax lasl_< _
Other: 7 Other
SELR-CHANGE _
'l‘h'? leaauizh.:arigml;rlicotaswl.-l 1 The tea'cha‘; ﬁifnm dalveal;:lg a:nd
self-evaluation of Indiv ress : - awaraness ~gvalualion
o alprog X indiviiual prograss

| The teacher discourages students 2 The teacher explicitly avalustes the
trom Using external ca?uaria for child rolalive 1o class standards and
measiing prgress ancourages comparison _ol maﬂc_s
Thateacherda-a hésl' labsll | 3 The teacher's consistant use of
of studants mphasiseslaaolhg 1 labaling resuns Inthe chiki acting ot

! ihesa axpoelaibna_
"-210acherganaratasanawaronoss 4 ‘Theteachor1alls to crogla an
of ehange within onaseY. and in s ! aware:;ans of change whhin onesal
relationships with others and the ‘ and in relatlonships with othars anc
envirenment _ tha anvironment -
The {eacher madels salf chango by s 5 Tho teachar falls to modity her
sharing her growth and lsaming |\ attitudes or approachies 1o new
axpariances _ ailu_utlons
Other ’f Other
&




Other;

I ] :
CESCRIPTION OF MLE ACTIVITY! =8 = " REBCARIFTION CF ASTIVITY
- £ 5t 2 1 WHICH 1S {NSUFFICIENT OR IN
E i E 3 £ . CONTRADICTION TQ MLE
-9 '
= | F
AENERERE:
83 6%
Q 8 > 8
o 215 |82 § z |
INDIVIDUATION | |
1 The teacher accepls divergent ’ |1 The leacher comaunicaes tha there s
approaches in solving a probiem \ only one cormest way fo solve a probism
2 The leacher encourages ind ' ) 2 Tha leacher promates senlormp
and orighd tﬂm‘:?rﬁ gmm Y. “and discourages individual creau‘i-m-
oppoHUnRY B Nnavative work e s
3 Thaleacher lots students choosd part ; 3 'The lsacher is not recaptive fo |
of thair classroom aciiviies ind 'y students' supgestions and promotes] '
sncourages diversity in use of fres time unifarmity of actlvitles
4 'The taacher enhances positive X 4 The teasher exhibts ctiturg blas ang| |
Aspects of cultural pliralism _ does not Integrate diferant workd views
§ The taacher supports the right of & : 5 The teacher falis to promote ,
siudentto’ - fiferant _ ;\ _ acceptance of Individual differences | *
6 Theleacher fiu.. siren asking foriotal A 8 Thateacher insistsontotal Kentifeation | 3
Kentiication with her vakies and ballefs with her values and beliefs i
7 Other: 7 Ofrar 3
e —— !
GOALPLANNING
1 The teachar fosters the need and y 1 The teacher's inappropriale expec- |
abiity of students 1o set reakstic goals \ tations result In tha studerts setting
for themsalves . unreallstie goals for themsaives .
& The teacher ancourages 2 The teacher allows the student to give 8
perseverance and patience Inthe ¥4 up on atask as soon as i becomesioo |
pursull of goals difficult 2
3 The teacher explalng to students the ._ 3 The teacher talls to demonstrate tha |
strategy undertying goal planning 4 process of sefiing and achieving goals |
4 The teacher develops In tha shiden , 4 The teacherfails todevelop itithe |-
the need and ability to roview and studern the nasd and abllity 1@ review
medify goals according to changing and madity goals aceording to %
needs and clremstancas changing needs and cirwmstancasL
5 The leacher madels goakdiracted be- 18 "Tha teacher has no clear abjeciives,
Raviour: sating clasy godls for exch ard falls fo provida a sinucture o
k250N ard far Baming b general reaching her objectives t
§ The teasher Instlls 2n atnonomous N 8 Tha leasher Is prescriptive avd r.-.a‘«.es]
ahnude Mie sudents for thelr fture decisions for the shadert's fiture
7 7 Other: _]

&d



DESCRIPTION OF MLE ACTIVITY

HO OPPORTHNITY
SOMETIMES IMPLEMENTED

DESCRIPTION OF AGTIVITY
WHICH IS INSUFFICIENT OR IN
CONTRADICTION TO MLE

SELF-REGULATION AND CONTR

. [MISSED OPPORTUNITY

o

<
M JUSUALLY ISPLEMENTED

o

EHAVIOUR

The teacher instills in students
behaviour conduclve to learning

';-c\

The 18achar tals to Instil In siudems
behaviour conducive (o learring

- good classroom management ~ «bad classreom management
The leacher resiralis the Tha teachar (ails to check
inappropriate impulsiveness of inappropriate behaviour(n a
sfudents clagsroom

The teacher ancouragas
seil-discipline In students

‘The teachar fails to encourage
seli-discipling In studerty

The eachsr falis to demonstrate

The leacher models respact, Slod .
commitmant and perseverance sustalned interest and commtmant
In elagsroom activitias in classroqm activiiles

Other: Other:

SHARING BHAVIOUR

The taachet applles effective group The teacher falls to apply effaclive
teaching methods group teaching methods

2 Theisacher encourages siudents 10
share thelr work axpariendaes wilh
gach ather

The teacher discourages siudanls
from working co-oeratively

The {eacher shares her approach to
solving tasks with students

The teacharfalls to verbalize (taik
through) her sirategy In solving &
problem

Tha teachar encourages students fo
help gach other ari {aclliates peer
tutoring

The toachar ahways Insists on
individual work

Tha teacher encourages students to
lIsten 10 each ather

The teacharfallsto encourage active
listaning whan othe’ sludents ara

respanding

The tsasher encourages studants to
empathise with the feelings of others

The teagher falls to promota In
siudents tolerance and
ulndarstandlng of anothers paint of
viaw .

The teachior selects subject matter

Tha teacher encourages
which ermohasises the Importanca of competition to the detrimert of
sooparation co-oparation

Othes:

3 Other:

63



compgtence

OESCRIPTION OF MLE ACTIVITY g E CESCRIPTION OF ACTIVITY
: E WHICH IS INSUFFICIENT OR IN
é : d CONTRADICTION TO MLE
& 4 .
g5 |5 (812
5|2 § & 3
| o gid(5/3[¢8
TRANSCENDENCE
The teacher axplains a concept or The teacher falls to bridge concepts
principle beyond the scope of lite ! {0 related subject matter
present subject mat_ter N _ | |
Theteacherexplains the ralationship The teacher presents each subject
of tha subsject of tha lessorn to as an Isvlaled and unrelated set of
previous or {uture subjects b intormation and ideas
Tha jeachar explains haw the The teacher fails 1o show how one
undariying pregass In golving a Y problem solving approdch can be |
problam can be applled to ancthst : applied te a varlety of sliumtions
situation _ _ .
The teacher promotes the use of The teacher falls to show how f
work habits which are useful beyorxd R articytlar work habits may be used|
prasentnesds n a differant comext
Gther: Othar:
COMPETENCE ) _
The teacher selects and presents Thie teacharlais to laka Intg account
material appropriate to the students X studanls level ol development when
level of daveloprment ’ selacting and presenting material
The leachar phrases questions. 2 The teacher's questions ara not
acgording la students (evel of X pitched al an appropriate level

The teacher encourages students to

he awara of thalr progress ralative to
Wglr own standards

3 Students prograss 18 only measurad

according 1o the class average

The teacher breaks down 2 complex
taas,l‘c h!?;o its simpler parts fo recuce
n

Theteacher!alisie reduce anxisty by

showing how a complex tasik canbe
simpiifled

Thetaacherpraisessuccessiufstaps

The teachar only praises succasstul

towarde completion of 4 task . _complation of a lask _
The teacher rewards partisipation in Y The teachar does not reward
anactivity : participation .
Other:

Cthar;




'DESCRIPTION OF MLE ACTIVITY - | & E DESCRIPTION OF ACTIVITY.
- | 5 d WHIGH 1S INSUFFICIENT OR IN
g : g |z CONTRADICTION TO MLE
g _
@« B ! m
Q
2lal32|8
(3] E ] é
_— 2 3 1 g § | =
INTENTIONALITY A_ND RECIPROCITY -
Teacher arcuses student Interast Teacher falls to angage sludents
and motivation X |
Studenis ask questlons relevant o Sludants do not partislpate In
the subject mader | X relevantdiscussion
Teacher gives apprapriale feedback Teacher is insensftive o students
on studeﬁts verggl cgmﬁbut_lon X verbal contribution
Teacher gives appropriate feadback Teacher {alls o glve meaningut
on studenis written cqnlrlbutlon ' gmgm}o?‘n sluclents wrilten
Teachar is willing o re-explaln when Teacherdoes nottake cognizance of
work IS not understood X the need for r-expianation
Teacher comas prepared for the Teachar did not prepare adequately
lesson and creatas a sense of for tha lasson and fails to creale
anticination by shanglng ¢lassioom X anthuislasm
almusphere _
QOthar: Other:
MEANING _ _
The teacher explalns the impartance ‘The teacher (alls to provide the
of value of a subject Y ggbr?gsdg or relevance of activities or

2 Theteacher .expléins the reasonfor
focusing on a subjest

The teacher focuses on a subject
gil.hom giiving expllelt reasons for |

-’
e

The taacher transforms material &
ghianging frequency and/ or intensity

Thateacherialls tovary presentation
In order to convey 1o stiidanis the

of prosentation X Imporianca or valve of a subject _
The teacher givas pos.itlva cr'. Theteacher respands indifterantly o
negallve feadback in explanation to W student respansas

. astudents responses _ ' _ _
The teacher asks mora how’ and X The taacher asks mora 'whe' and

‘why' questions - progcess questio_ns

‘what' questions « ¢antent questions

Othar:

Other;

4l




DESCRIPTION OF MLE ACTIVITY i E DESCRIPTION OF ACTIVITY |
. ' > E 5 WHICH IS INSUFFICIENT OR IN
iz 2 z CONTRADICTION TO MLE
-8 .
=
™ % = i
2|32k
2|3 g

g £12]8
CHALLENGE _
T ancoutages imelleciual . 1 The students ara not encouraged to
cEgz;gi?: herancoulages { question or ask ‘what i’ questions
The léacher encourages origlnalty 2 Tha ta_acherinstﬂs carformist
and craatlviy s( g;gaéﬁrtﬁ"n& ?:g_scourages
Tha teacher makas avallabie to the 3 Theteacheradharesiothe tried and
students challenging, navel and X tested ach” and presants
complex shtuations - conve nal tasks to _studants
Thetesghar encourages studertsto 4 The taacher Inhibils original
create thelr own examples and o . approaches in engaging In an
presant them to tha class acmily . _
Tha teacher heips the child 15 Theteacher!alls tq_rrurm_te Intrinsic
anticipate tha satisfaction ol by motivation to complete a complex
compleling a task task

The teacher encotirages students 1o
persevera with ditficult tasks

The teacher talls fo instll
perseverance I students when

camplating a complex task
Othern B 7 Other:
SELF-CHANGE
The teacher promotes ' . 1 The teacher talls to deveiop an
sell-evaiyationof individualprogress| ﬁﬁgﬁﬁgﬁ roufg sraal;-sevaluatbn and
The teacher discourages siudents 2 Tha teacher axplicitly avaluates the
from usj thama!rg?nsria or - | X chiki rolative to class standards and
1Sing a
measuring progress encourages comparison of marks
. The leacharde-é hasises abael 3 Theleachers consistent use of
of students ™ ssiabeling ¢ labaling resuits in the child acting out
' these expadtations |
Thateachergenaratesanawaraness 4 Theteachar fallstocreate an
of change within onasalf, and n awaranass of change within onesolf,
relationships with othars and the | ¢ and in retationships with cthers and
environmant theenvionment = . _
The teacher modals gelf cha . 5 The taachar fails to imodiy her
sharing her growth and Ieamm o ( attittdes or approaches {0 hew
experiances shtuations
Qther 6 Othar




SESCRIPTION OF MLE ACTIVITY

HEGATION

SOMETIMES (1451 £MIHIED |

HO OPPORATLRUTY
MISSED OPFPORIIUHITY
USUALLY !MPLEMENTED:

DESCRIFTION OF ACTIVITY
WHICH IS INSUFFICIENT OR N
CONTRADICTION TO MLE

INDIVIDUATION

The teacher accepts divergant
approaches in solving a prablem

The teacher communicales that there 5
only one correct way 1o solve a problem

The leasher encourages independert)

and orgnal thinking, and gives

The leasher promotes conlermity
and discourages Individual craativiy

opporunty ior innovative work

The teacher ks students choass part The teacher Is not receptive o

of thelr classroomactivities and - studants’ suggestions and promoles
encourages diversity inuse of freg tima uniformity of activilies

The teagher enhances pasitive
aspects of cultural plurallsm

The taacher exhibits culurg) bias ard
does hot Integrate differert Workd views

The teacher supports the right of a
siutient to be different

The teachaer alls 16 promote
accaptance of Indlvidual diferences

e ———

E 3

haviour: sefting clasr for sach
kEson and far lsaming 1 genaeral

Theteacher refrains fram asking fortota The teacher inslsts ontotal ertification
Wertification with her vakes and boliefs wih her values and beflefs .
Other: _ Other

GOAL PLANNING

The teacher fosters the need and The teachar’s inappropriato expec-
ablitty of students o set reaistic poais| tations rosult in the studerts setting
for thernsaives . | unrgaiisti goals fur themselves
Tha teagher encourages The teacher allows the student to give
persaverancy and patience I the ugﬁ%r}ataskasmnasibmmes teo
p_u_'rsuil of goals aifficul _

) The teachar explains to students ife The teacher falls to demenstrate the
strategy underiying gosl planning process of setting and achieving goals
The leacher devekps In the shudent The teachar falls to deveiop In the
the need and abliity 1o review and studant the need and ablitty to review
medify goals according to chanqing and madity peals according to 3
needs and circumstances changing needs and circumstances |
The taacher models goaldinected ba- g

and fails o provide a strusturs o

The teacher has no clear obiecilvesrr
reaching her objectives 'f

The eacher Instlls 2n attonomous
anhuseinthe sudena tar thelr furure

The teashar Is pressristive and mé:es—l
degisions for the studant's bnure

Other:

Qther; _ . l

—

e —



DESCRIPTION OF MLE ACTIVITY z 2 _ E DESCRIPTION OF ACTIVITY
- E & a WHICH IS INSUFFICIENT OR IN
= || § 5 CONTHADICTION TO MLE
E g % H : o -
Ik
g5 |8 | § IR

SELF-REGULATION AND CONTROL OF BEHAVIOUH

The \eacher instills in students
behaviour conduclve to learning
+« good clasgroom management

The teachar fails to Instlll in students

behaviour conducive to learning

. - bad classroom management

The teachert restrains the
inappropriate impulsiveness of
sluden .

The teacker fails to check
inappropriats behaviour in a
classreom

The teacher encourages
self-disclpling in students

The teacher falis (o encourage
self-discipline In students

The teachaf {4ils to demonstrate

The Yeacher models respect,
commitment and perseverance sustained interest and commilment
inclassroom activilies inclassroom aci, lles
§ Other: Other;
SHARING BHAVIOUR

The teacher applies effective group
teachirig mathods .

The teagher falis t_d apply effective
group teaching methods

The teacher encourages students to
| share theirwork experigncas with
each other

The teacher discourages students
{roen working co-operatively

The leacher shares her approach to
- solving 13sks with studants

The teachar falls to verballze {talk
through) her strategy in solving &
problem

The teacher encourages students to
help each other and facillates pear
tutoring

The tedcher always Insists on
indi:ial work

The {eacher encourages studentsto
listen o each other

Thateacharfallsio encourage active
listaning when other students are

responding

The leacher sncourages students 1o
empathise with the feelings ot others

‘The teacher fails to promote In
students tolerance and
u[nderstandlng of anothars paint of
view

The teacher salects subjact matter

Tha teacher encourages

whith emphasises the importanca of competition to the delriment of
coopération co-oparation
Other:

Other:

83




DESCRIPTION OF MLE ACTIVITY| : 8 E : DESCRIPTION OF AGTIVITY
z E 5 WHICH 1S INSUFFICIENT OR IN
3|5 o 3 CONTRADICTION TO MLE
€ | 5 | i) ' '
1
g
_ 2 ! 8- g z
CHALLENGE .
{1+ The teacher encourages Itellectual | X 1 ‘The students are nol encouraged o
curiosty | _ question or ask ‘what I questions
2 The teacher encourages qriginality 2 The taacher instils contormist
and crealivity X g;l;ar;mrlglnd discourages
Thae tedcher makes avallable tothe | _ 3 Theteacheradherestothe “triedand
students challenging, novel and X testad approach” and prasems .
complex situationis con_vsmional fasks to students
Tha teacher encourages studentsto 4 Theteachar inhibits original
dreate their own examples and to A approaches In engaging In an
present them to the tlass activity
The teacher helps tha child 5 Theteacherfalls to promota Intrinsic
anlicipate (he satisfaction of X motivation to comiglete a complex |
completing a task task
The feacher encourages students (o & Theteacherfalis to nstil
persavere with difficuit tasks /\ pe:e;glrame in stt.lldartﬂs \:hen
_ : compleling a complex tas
' Other: 7 Other:
- SELF-CHANGE
The teacher promotes i Theteacherfallsto d_welap an
seli-evaluations! Individualprogress ;( g&r&mﬂss gg srau-evaluationmd
ual prograss
The teacher discourages students X 2 The teacher explicilly evaluates the
Irom using extemal eriteria for child relative 1o ¢lass standards and
measuring prograss ancourages comparison of marks |
T'ha !Leda;mﬂerde-en-nphasises labating a m}iaacher'ﬁ o%ntshlgtgm kt’jsad tl)‘l' it
of students 5 a
K Iheu?x%stbns S "
Irhgﬁ:an‘gl“ %?naromn:saa; m‘)ﬁ?e“ ¥ waa‘r:mga&sam'mwﬂghﬂnosa!
s L ] )
ralationships with others and the X and in mlmbmhé‘gewﬂh others and
envimnmernt tha environmeant
The teacher models seff changa by 5 The laacher falls o modity her
sharing her growth and leaming v atthudes or approaches 10 naw
expariancey ' situations o
Othor Cther

ar




S o £ |
CESCRIPTION OF MLE ACTIVITY! BERE DESCRIFTION OF ACTIVITY
- B - WHICH IS INSUFFICIENT OR IN |
s 219 |8 CONTRADICTION TO MLE :
5 g § % }
174 B
SERERERE
& R 2 < :
g |5 18] § - i
INDIVIDUATION |
The teacher accepts divergent 2 The teacher communicates that there s
approaches in solving a problem - anly one comest way 1o solve a probiem
3 The leacher encourages indapandert . * The \sacher promates sonfsrmity
and onginal thirking, and gives N and discourages individual craativiy
apponuniy for innavative work .
The teactier lets sludents choosa part The teacher is not receptive 1o
of thelr classroom acihvitles and )‘: students' suggestions and prormotes
grcolrages diversity nuse of free tims| unitermity of activities
The teacher enhances positive o The teacher exhiais culturg) blas and
" aspects of cutural pluralism _ does not nfegrate different word views
The teacher supports the right of 2 X Thie {eacher faifls to pramote
student to be ditferent acceptance of individual differences
Theteachsr reftains from asking fortotal) The teactier insistsontotal idertification
Kertification wih her valaes and belkets] X, with her vakies and befiefs
Other: Other
GOALPLANNING
- The teagharfosters tig need and Tha iaacher’s inaporopriate expac-
ability of students to sat reakstis goals| ¥ tations result In the students setting,
for hemselves . trrealistke goals for ihemselves
The taagher encourages The {aacher allows the student 1o give
perseverance and patlence inthe X up on atask as soon as & becomes ino
pursult of goais : difficut
The teacher explains to students the The teacher falls o demenstrate the
strateqy underlying gosl planning ’( process of setting and achiaving goats
The leacher davelops in the shidant The teacher falls to develop in the
the need and ability to review and Y- studant the need and ability 1o review
medify gaals according to changing ' and medity goals agcording to
‘Needs and clreumstances changing needs and clreumstances
The teacher models goaidiracied be- Tha taacher has ne clear ohjectives
havisur: seding clear for each X and fails 1o provide a siructure fof
fessan and for kamiyy b general reaching har objectives !
The teashsr instlis an auiOrnmus The leachsr i§ prescritive and rna'-:es]
&ntude 1nihe sudeme tor theirktare | X desiors for the sudent's fature.
. a 1
Other: Other: |
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- SELF-REGULATION AND CONTROL OF BEHAVIOUR
The leacher instills In students ' The teachierfails to instilt in students
hehavieur conducive to learning behaviour conducive to learning -

- bad classroom management

The leacher resirains the
inappropriate impulsivenass o
students

The taacher fails to check
inappropriate behaviour in 2

classroom

The teacher encourages
sell-dlscipline In gludents

The teacher falls 10 encourage
self-discipline in students

The teacher madels respect,

The teacher fafls o demonstrate

commitmen and perseverance sustained Interest and commitment
inclassraom activiti_es_ in classtoom activities '
Other: | Other:

SHARING BHAVIOUR

The teacher applies etfective group

- The teacher fails to apply effect!vé

group teaching methods

teashing mathods

The leacher ercourages students 1o
share their work experiences with
each other

The teacher discourages students
from working co-oparatively

The teachér sharas har appraach lo

Theteacher fails to verballze (falk

solving tasks with students A through} her sirategy in solving &
problam
The teachsr encourages studentsto| ., The teacher always Insists on
N individual work _

help each other and facillates peer
tutoring .

The tsacher encourages students o
llsten to each ather

The teacheriallstosncourage activa
listening when other students are
respanding

Tha teacher encourages students to
empathise with the feelings of others

- The teacher tails to promote in

students tolerance and
updamandlng of anothars point of
view

The taacher selects sublect mattar | v The teacher encourages
whichemphasisestheimportanceof| ™ competition 1o the detriment of
cooperation co-operatlon

. Other; -

Cther;
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TRANSCENDENCE
The leacher explains a concept or The teacher tails o bridgé concents
principle beyond the scops of the ,( to related subject matter _
. present subject matter.
Thaleacherexplains tha relationship The teacher presents each subject
of the subject of ihe lesson to L4 as an Isolatad and unrelated set of
previous or future sublects information and ideas
The teacher explains How the The teacher falls {0 show how one
underlying process in solvinga P problem selving approach can he
problem can be applied to anclher N applied to a variety of situations
sltuation '
The teachar promotes the use of The taacher fails to shaw how
work habits which are usé{ul beyond X particular work habits may be used
present needs * in a different coritext
Other: }  Other:
COMPETENCE
Theteacher selects and presents The teachar lais to 1ake into acoount
materlal appropriate to the students X students level ol development when
tevel of development : salecting and presenting m;tterla!
The teacher phrases questions- The teacher's questions are not
aceording lo students level of ¥ pltchad at an appropriate level
competence -
The taacher encourages students to Students progress is only measured }
be awars of their progress relative lo X according to the class average
their own standards ’
The teacher breaks dowi 2 complex x Theteachertailsio reduce anxiety by
task Into its simpler parts to raduce showing how a complax task can be
anxisty - simplifled
Theteacherpralsessuccessiuisteps| | » The teachar onty praises successful
towards completion of a task X

campletion of a task

Tha teacher rewards patticipation in
an activity

<

The teacher does not rewar
participation :

Other:

Other;
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INTENTIONALITY AND RECIPROCITY
Teacher arouses studentinterest % 1 Teacher fails to engage students
and motivation
Student!s ask questions relevant to < 2 Sludents da not pariicipate in
the subject matter - ralevant discussion
Teacher gives appropriale feedback £ 3 Teacherls Insensitive to students
on students verbal contribution _ verhial contribution
Teacher gives appropriate leedback , 4 Teacher faiis to give meaningful
on studenls written contribution X con:%elrﬂn on students written
_ con on
Teacher Is willing to re~axplainwhen . 5 Teacherdoes nottake cognizance of
work s not understoed ~ the need for re-explanation
Teacher comes prepared for the & Teacherdid not prepare adequately
lesson and creates a sense of " for the lesson and fails to create
anticipation by changing ¢lassmom _ gnthusiasm
atmospherg .
Other: 7 Other:
MEANING
The teacher explains theimportance , 1 ‘Tha teacherfalls lo provide the
orvalue of a subject 9 pull;?oecst: or relevance of activitles or
Sui
The taachsr _explétns the reasonfor| 2 The teacherfocuses on a subject
focusing on a subject \ \gﬂhout glving explicit reasons for
The teacher transtorms matearial by 3 Theteaciwsiallstovarypresentation
changing frequancy and/ or [ntensity in order to convey io students the
of preseniation imgortance or value of 4 subject
The teacher gives positive or 4 Theteacherresponds indifterently to
negative feedback in explanation to g studentresponses
a students respanses
The teacher asks more how’ and . i5 The teacher asks miore 'who' and
'why questions -proceess quistions . ‘what' quastions - contant questions
Other: § Other:
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CHALLENGE |
h r imebhectual ‘ 1 The studenis are nal encouraged 1o
Iuﬁégff her encaurages X question or ask ‘what if’ questions -
Thca’ leact'ar{ encourages originalily 2 ggﬁ:ﬁ?g&%?:&ﬂ%ﬂa '
1
anaresivly ¥ divergent thinking
The teacher makes available o the ) 3 Theteacheradhersstothe triedand
sludents challenging, novel and ¥ tested approach® and presents
complex situations convertional tasks to students
Theteﬂcher encourages studentsto 4 The teacher inhibits original
create their own exarmnles andto b4 appiaches in engaging In an
present them {o tha ciass : activity . :
The teacher helps the child S Thetaacher fails to promots intrinsic
anticipate the satisfaction of ' mativation lo complete a complex
completing & task ' task .
The teacher encourages students o | x & The teacher fails to instil
persavere with difficult tasks gg:rs;l\glr:ﬁ c:: nit;g:r:tai ;.-hen
Other: 7 Othar:
SELF.CHANGE _
Tha teacher promotes s 1 Theteacher fails to davelop an
seil-evaluationofindivichaiprograss X m&s; roofg s&ﬂs—sa\faluation and
The teacher discourages studenms 2 The teacher explicitly evaluates the
from using extemnal critaria for A child rolative to class standards and
maasuring progress enceurages comparison of marks
Thateacherde-e hasises'labelinq 3 Theteachar's consisiant usg oi
of :stude_nts . P ,( wsgr;g rasu:lsg:_lt;w child acting out
TPaleachargemramsanawamnass 4 The -taachegaé!;a o cr:?; mmse“
Falaionaaios Witk it A and in ralaionships with others and
r3 and the al nlationships othars
ehvironment the envionmant
Tha teacher models self change by {5 The teachar talls to modity her
shaning her growth and leaming >\ attitudes or approaches o new
expariances : situations
Olhar & Othar
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