
•

carefulness therefore required from the mediator, This contrasts with historical tolerance of
creativity and concurrent rebelliousness which, it is suggested, is neither necessary nor
desirable in the current South African context, Nickerson et al (1985) suggest four

components of creatlvity:
a, Abilities with specific reference to "Heational fluency" (Nickerson et ai, 1985: 89) l.e,

the capacity to produce a great deal of appropriate ideas easily and quickly: "remote

associates" (Nickerson et at, 1985:91) or the retrieval of information not readily

associated with the situation at hand.
b. Cognitive style, specifically a tendency to explore and readiness to change ~ problem

finding rather than problem solving (Getzels & Cslkszentmihalyl in Nickerson et al,
1985).

c. Attitudes, referring to the orientation of creative people towards autonomous Judgment
independent of social Influence, with caveatee as detailed below; the valuing of
complexity, an unusually strong need to find order, a greater degree of self-reference
in work, wide breadth of interest, commltment to work, valuing of feedback, the
possibility of multiple perspectives,

d. Strategies involving deliberately long searches for solutions, close analogical thinking,
and possibly brainstorming, although empirical support of this latter is unconvincing
(Nlckerson et al 1985)•.

These criteria correspond directly with Feuerstein's (1991) definition of the mediation of
Transcendence in that the essence of transcendence is an extension of the learner beyond the
Immediate problem or activity. This cxtenslon implies retrieval of lnformatlcn not readily
associated with the situation at hand, a tendency to explore and readiness to change, the
possibility of multiple perspectives, and strategies involving deliberately long searches for
solutions.

Studies have shown extensively that the capacity to think creatively can be taught, most
successfully when both cognitive and emotive factors are accounted for, when there is
sufficient motivation and structure I and teaching conditions which allow for lnvolvemeut,
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 of
low cognitive performance (Feuerstein, Miller, Hoffman, Rand, Mintzker & Jensen, 198 l:

Glanz" 1989:).

The following discusslon explores the specific dimensions of MLE in terms of certain
cognitive process. These processes are creativity, cognitive autonomy, attrtbutlon, and locus

of control.

2.1 MEDIATION OF TRANSCENDENCE: PRECONDITIONS OF CREATiVITY
Intellectual functioning, detailed in the paradigms adopted above, implies but does not specify

a notion of creativity. In this study creativity is taken to mean the capacity for thinking which

is

independent of the original stimulus or content
active rather than passive in the projection and creation of new forms of
thought within the individual, l.e. generative (de Bono, 1976)
evaluative, divergent and convergent rather than previous notions that
divergence is a sufficient condition of creativity (Guilford, 1967: de
Bono, 1976; Tucke-Bressler, 1992).

This cspaolty is founded, like other cognitive functlontng, in a context of Mediated Learning
Experiences, l.e. it is promoted by the presence of a mediator who could extend the learners
innate imaginal capacities. In the absence of such mediation, it is suggested that full creative
potential is unattainable, Most significantly for teaching purposes, creativity is incremental
in nature (Weisberg, 1986). Theorists have focused on various aspects of the creative
process: personality, mechanisms of creative acts, environmental influence, and the
manifestations of the creative act (Torrance, 1963; Khatena, 1982). In this study no one
aspect is focused upon at the expense of another, in an attempt to support the definition of
creativity itself.

The conceptual approach to creativity, outlined here, Is founded in an understanding of
cognitive processes which are used in a socially and personally responsible manner, and the
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in which all learning 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 MLB is also specified by the
provision of reciprocity l.e, the evocation of the interest of the learner: sharing or attending
to needs for interdependence and co-operation: individuation l.e, the valuing of uniqueness;

the means for goal planning and finally challenge which is the mediation of both intrinsic
motivation and self-change, Most important for this study is the notion that the

",parameters of mediation, as defined by f1euersteiu and his collaborators, embrace and promote
an integration of the dlfferen; dimensions of human functioning • cognitive and affective:
individual and social: divergent and convergent: culture-specific and lIniversalistic",mediation may
provide a key to lnterdlrnenslonal and intercultural co-operation (Skuy, 1992:2),

An understanding of mediation as the capacity to "perceive and take perspectives ocher 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 metacognltlon to both the learner 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 MLB is intentional and volitional, requiring the active participation of the.
mediator. MLE is a prerequisite of autonomous use of environmental stimuli, resulting
ultimately in reflective thinking, inner representation and operational behaviour. Early MLE
is preverbal arid based in the opportunity for repetition (Feuerstein, 1979 b: 1981). Feuerstein
(1982) maintains that MLE is not equivalent with parenting although parenting does include
a mediational role specified by Klein (1992) following from the original "mediating mother"
(Feuerstein, 1981:97),

Most significantly, when mediating within the paradigm of intercultural co-operation (Skuy,
1992), MLE is the modality for cultural transmission, paralleling Vygotsky's notion of the
cultural and historlcal antecedents of higher intellectual processes. Cognitive deficiencies are
seen consequently as a failure in the provision of MLB by immediate mediator

(mother/teacher) or broader mediating systems, a failure in the provision of culture and the
scheduled transmission of information, values and attitudes it embodies (Peuerstein, (979),
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CHAPTER ONE! LITERA l'URE REVIEW
1. lNTRODUCTION
Cognitive development in South Africa has been compromised by Apartheid ln different ways
for different racial groups in profound and complex ways, For black pupils in the state
education system, it is suggested that autonomy of thinking, radical capacities to imagine and
metacognitlve skills have been seriously impaired. Cognitive and metacognltive skills are
developed primarily by processes of mediation. l.e, an interposed adult intentionally
transforming and organizing random stimuli lnto 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 perceptions and attitudes to the stimuli.

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 impairment produced has transformed cultural difference into
cultural deprivation (Skuy & Mentis, 1992).

There have been various attempts by organizations partial tv change in South Africa to
reverse these destructive educational trends. Interventions of remedlatlng thinking skills have
proved effective 111 specific situations. ln particular, Feuerstein'S Instrumental Bnrichment
programme as a vehicle for enriched Mediated Learuing Experience has been applied and
evaluated, largely positively, in different contexts of cognitive and affective modification,
remediation and enrichment.

The aim of this study. in the light of the above, WaSto explore the benefits of the pervasive,
system-wide application of IE in a school, rather than a special class or similar circumscribed
approach. This system-wide approach is an attempt to redress imbalance as effectively as
possible. These 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 vec.

2. MED[ATED LEARN:P-JGEXPERIENCE
Feuerstein (1979) originally des-rlbed Mediated Learning Experience (MLE) as the setting
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ABSTRACT

In the light of deficits in the Black Education system, historically entrenched by the ruling
political hegemony, Black education has been severely compromised in S.A. ln an attempt
to redress the situation CEFSA, a non-governmental organisation, has set up a technical high
school for adolescents, founded on the principles of Fcuersteins Instrumental Enrichment
Programme. Five Instruments were taught 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-esteem. Changes were related to both the FIE programme, as well as to
broader Mediated Learning Experience opportunities both within and outside the school.
N =:; 114. Statistical procedures l.icluded 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. Tstests highlighted significant
changes. Demographic variables were use to explain these changes in a stepwise regression
procedure. Competence on Instruments were found to be signiflcantly positively related to
end of year academic results, irrespective of demographic variables. The Influences of the
IE intervention were then discussed, both positive and rtegative in an attempt to gain
understanding of future directions to be taken in teaching thinking skills within a rapidly
changing socio-political context.
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Skuy, Mentis, Nkwe, Arnott & Hickson, 1990a and b),

Circumscribed interventions of teaching thinking skills have proved effective (Mentis, 1988:
Skuy et at: 1990 a & b). In particular, Feuerstein's Instrumental Enrichment programme as
a vehicle for enriched mediated learning experience has been applied and evaluated, largely
positively. in numerous different contexts of cognitive modification, remediation and learning
disabilities (Feuerstein, Krasilowsky & Rand, 1974: Passow, 1980: Beasley, 1984; Shayer

& Beasley, 1987; Rand. Tannenbaum & Feuerstein, t 979; Feuerstein & Hoffman, 1982:
Skuy & Mentis, 1992: Burden, 1987: Hurd 11, 1990; Feuerstein. Miller, Hoffman. Rand.
Mintzker & Jensen, 1981: Skuy et al, 1990 a & b: Feuerstein, Hoffman. Rand, Jensen.
Tzuriel & Hoffman. 1986: Arbitman-Smith & Haywood, 198tJ; Haywood, 1981: Savell,
Twohig & Rachford, 1986: Kanlel, 1992: Skuy et al, 1993).

iF. has been most slie eessful when measured by standard non-verbal measures of intelligence
which emphasise skill in processing spatial information (Feuerstein, Hoffman & Miller.
1980; Savell, Twohig & Rachford, 1986). Subsequently results on verbal measures have been
positive (Skuy et al, 1990; Skuy et al, 1993). The effectiveness of IE, however, is difficult
to determine with objective, normative tests although subjectively positive features are
obvious and from initial implementations there have been "mild but promising" results
(Arbitman~Smith & Haywood, 1980; Baltes, 1986: Dixon & Baltes. 1986). The principles
of [8 have been extended into the common therapeutic situation of co-existent learning
disabilities and self-esteem problems (Skuy et al, 1993).

It is noteworthy that IE has indicated important g'ains In adolescents' cognitive performance
ill a variety of culturally deprived settings (Haywood, 1981) supporting the notion of

reversibility irrespective of age (Rant', Tannenbaum & Feuerstein, 1979). More recent results
of initial and follow-up studies in Israel. venezuela, Toronto and Phoenix, USA are "striking
and suggest the possibility (at least with culturally disadvantaged students) that FIE is capable
of producing some lasting improvement ir the ability of some students to do well on at least
some measures of intellectual ability" when sufflcleru instruments are taught over sufficient
number of hours by teachers also teaching 0: er sllbject~ (Savell et al, 1987:390; Watts,
1984: Waksman, 1986: Emerson, 1987; Stavros, 1989: Hoon, ':90). Most significant are
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the information before it is processed and the use of errol' as a field for learning (de Bono.

1976). In particular, perception appears to be the foundation stone for thinking clearly. with
the specific meaning of attending to as much information as possible, encoding. inferring
relations, mapping from one part of a pattern to the next, applying the relation to all parts
of the pattern and finally selecting optimal alternatives (de BOllO, 1976: Sternberg, 1984).

Feuerstein follows un, theoretically speaking, from a combination of the Plagetlan cognitive-
developmental constructs of schema arising from accommodation 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 to be intrinsic
to Feuerstein'S notion of cognitive modifiability founded in directed or mediated learning
experiences (Link, 1980) and the develop.uent of his Instrumental Enrichment programme
as a product of modifiability enhancement theory and change (Jensen, 1992),

Feuerstein's focus was initially on retarded performers and consequently on the correction
or reversibility of deficiencies (Feuerstein, 1979: Arbltman-Smlrh & Haywood. 1980:
Haywood, 1981: Skuy & Mentis, 1992), These included e.g, impulsive and unsystematic
exploratory/ perceptual behaviour: impaired capacity to deal with more than one source of
information at once; failure to identify and define problems: insufficient comparative
behaviour; poor hypothesis-testing: Insufficient use of logic: Inadequate planning; difficulty
in synthesising aspects of experience (Sternberg, 1984), Correction involves the acquisition
of basic cognitive concepts, labels, vocabulary, operations and relationships, the development
of self-motivational and self-reflective processes, motivation towards task-orlenradon rather
than immediate self-gratification and movement from passive reproducer of information to
active generator (Feuerstein, 1979),

Subsequent to the early focus on deficiencies and delays, IE has been used with all categories
of learner, both to remedlate and to enhance. Following his own notion of Intelligence as
comprising three components, input, elaboratlon and output, Feuerstein addresses remediation
or enhancement to all three (Narrol &. Bucher, 1975; Passow, 1980). This approach is

theoretically congruent with recent thinking on intellectual processes as it teaches
rnetacomponenrlal and performance componential aspects of thinking skills (Sternberg, 1984:
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"create" and "interact with" each other respectively, A single sign-using process brings them
together' (Hickmann, 1985). The nature of this creation/interaction is most evident from
Vygotsky's assertion that development (cognition) lags behind learning (culture). although

not in ally flxed manner. This engenders the space in which the child can net 011 both nature

and culture: in which generative mechanisms operate to transform 'flowers' to 'frui.'. thus
enabling people to transform their conditions of existence by practising what they do not yet

know (Miller, (989).

[n the South Africa of the 1980's and early 90's, l.e. the school-going years of the subjects
of this study, potenriats for change have been dismissed or suppressed. Subject matter was
limited and badly taught by frequently underquallfled teachers. More important than content.
however, learning processes have been 'mediated' with the intention of perpetuating the
dominant political ideology and the obstructlon of autonomous thinking skills. People who
have been 'educated' in this manner have not only been critically hindered in their crossing
of the zone of proximal development but also have come to employ thought processes
developed in and by a political hegemony dependent upon its subjects not thinking. The
crisis currently faced by major South African universities which have traditionally assumed
12 years of training in the basics and now frantically attempt to condense these 12 years into
'bridging programmes' I is a testimony ttl the extent of damage to neople mlnlmally affected.
by the "success II of the Black Education System, This is not a denial of active agency on the
part ofthe black learner I but it is an attempt to draw attention to the subtle but extensive
psychological damage caused over many generations,

,(. INSTRUMENTAL ENR1CHMENT: SUnSTITVTIVE MLE
In the light of the above, it appears that the teaching of knowledge, although crucial. is
perhaps less immediately important than the teaching of thinking skills in the context of an
optimally mediating vehicle (de Bono, 1976; Vygotsky, 1978; Feuerstein, 1979; Sternberg,
1984; Skuy & Mentis, 19(''1: Haywood & Switzky, 1992), The Instruments are means rather
than ends (Sternberg, L984), vehicles to focus the mediated learning experience provided by
the teacher.

Any thinking skills programm '''lust account for deliberateness, broad perceptual sweep of
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The new organization through language is crucial to the mastery necessary for voluntary
activity and choice, evidenced by internal locus of control and greater imaginal capacltles,
r f 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 is 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 historical-cultural development of behaviour.

In South ,'\frica, access to the English language has been limited within the education system.
excluding the majority from a full experience of both the language and the mainstream
culture, 111 addition, there has been an emphasis on teaching clrcumscrlbed content without
also teaching thinking skills. The capacity to evaluate the content has not been taught,
compromising rnetacognition generally and the metaprsgmarlc aspects of language use in
particular.

In mitigation of an assumption of isomorphic adverse effects Inherent In the abuse of
metapragrnatlc language, de Bono (1976) draws attention to non-equivalence of thinking and
semantic thinking. Although the relationship is close (Vygotsky, 1978) thought appears to
contain language and is predicated upon affect which in turn is created in terms of perceptual
clarity provided by thOlii..lht (de Bono, 1916). The relationship of thought and language, rather
thnn their identity, Is taken up by Peuersteln (1919) in his description of early Mediated
Learning Bxperlence which appears at a preverbal level. In addition, Levett (1989) notes that
individual positioning within a range of available discourses means that consequences are not
lint:arly effected and can be contradictory. Effects of adversity cannot be assumed and must
take into account factors such as developmental 'level and reslllence (Dawes and Tredoux,
1989). [t is the present Intention to clarify the positions adopted by black adolescents rather
than to assume damage.

The scope for compromise ill intellectual development in terms of mediation has been
explored above. Development Is further compromised, it is suggested, in terms of traversing
of the gnp between achievement and potential -the zone of proximal development- which

permits the ongoing possibilities of both change and the entrance of mediated learning
(Vygotsky, 1918). Cole (1985) and Hlckmann (1985) maintain that culture and cognition
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allows them to persist despite failure, It is necessary to build upon this hope through
mediation towards intercultural co-operation,

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

[t is clear from the above that cognitive processes are mediated, and occur in the traversing
of a space between actual and potential intelligence (Vygotsky, 1978: Feuerstein, 1980). This
immediately calls into question the nature and quality of mediator and medlatlon in the
movement from pracrical intelligence to higher mental processes (Wertsch 1985: Feuerstein
(1979); Schwebel, 1992). The Black Education System embodies the filter through which the
child comes to lrnpcse meaning upon his/her world both directly from school age and
indirectly through his/her parents who have already been subjected to the teachings of that
system or other apartheid-Informed systems (Skuy & Mentis, 1992; Skuy, 1992).

Mediation ill South Africa has been based in the deviant creation of a chasm between the
usually interwoven practical and cultural elements of cognltlve functioning. Frequently
conventional schoollng has been gullty 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 suitable
tribal confines (Skuy & Mentis, i992). The education system has been an effective builder
of higher mental processes that l'cfll!ct SOllth African "cultural forms which, In turn, embody
the constraints of these precesses" (M Iller, 1989:5).

Moving to developed higher mental processes Is beset by contextual difficulties, These are
exacerbated because these processes are dependent upon speech and langv ige (Vygotsky,
1978), The importance of language In creating thought and of linguistic construction in social
life cannot be overemphasised (Shotter & Gergen, 1989). Symbolic activity has a "specific
organizing function that. "produces fundamentally new forms of behaviour" (Vygotsky,
1978:24), The child masters his envlronment through speech; thus forming new relations with
environment; which in turn influences a new organlzadon of behaviour in the child.
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tntemals assimilate and use lntormatlon better, This may be because they are more apr to
recognise the pertinence of information for their purposes, because they are more certain
of their purposes and values and therefore are more 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 attentiveness, concern and interest, depending on the sltuatlon, If the task was
challenging or competence important, then internals became more deliberate. Less important
decisions elicited some carelessness and impulsivity from internals. Other studies quoted by
Lefcourt (1976) point to the fact that externals seem to require more structure before they
can perform optimally on tasks, whereas internals search for the meaning
being told to do so.

lnternals engage III their life tasks with curiosity ns to the purposes and meanings of those tllsko.
Bxrernnls, (llthllUgh not beret\ olthe deslm for accomplishment, do not seem us likely to question
the POIIlt of the demands Illude upon them nnd na a consequence thay find less reason to IlarticiputCl
with enthusiasm until thl'Y are Instructed ns to the potentiul value of the tusk" (I.et'court. 1\)76:78).

1 task without

It is clear from these descriptions of internals and externals that their state 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 orientation (which may have been necessary historically) to an lnternal orientation
(which is necessary for productive members of a changed South African society). In turn,
such a shift in locus of control is predicated upon opportunities for MLE of self-Change
which explicate the need, meaning and means for internality.

The necesslry 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 Lefcourt (1976) has concluded that choosing to engage in an
achievement activity Is a fuuctlon of Internal variable factors. People who perceive that
outcome in achievement activity Is determined by their own effort will find more pleasure
in engaging in their pursuits. Persistence despite failure is more likely if the causes of the
failure are 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 pointed
to the better use of coping mechal\lsms that internals employ which allow them to accept
failure with greater ease than externals, Internals retain an idea of residual hope, and this
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situations. the individual comes to be deprived of a sense of self-determination inevitably.

In general. perceived control is positively associated with access to opportunity. (Lefcourt,

1976:3l).

In discussing social antecedents of locus of control, Lefcourt (1976) cites the studies of
Stevens and Watson. who argue that the ;Jerceptioll of contingency is probably necessary in
the transition from one developmental stage to another, They assign an antecedent role to
causal perceptions in generating lntell lgence and ret1ective activity, Locus of c"\1trol

becomes crucial to the development of metacognitive activity as a function of cognitive
autonomy.

Looking at the research of familial origins of locus of control Lefcourt points to an optimal
situation of an attentive. responsive, critical and contingent milieu as a precursor of the
development of an internal locus of control. Conversely, poverty and deprlvatlon create a
climate of fatalism and helplessness reflected in the scores that individuals obtain on locus
of control measures, Groups with minimal power due either to class or race tend to score
higher in the external control dlrcotlon (Dyal, 1984). Political-situational uncertainty Increases
externality, and control ideology Is Influenced by both cultural and situational factors in
unknown ways (Reimanis & Posen In Oyal,1984).

Intemal locus of control parallels notions of the autonomous self, described above, Further ..
acceptance of responsibility derives from the persons' maintenance of a framework of
personal causation and the ability to differentiate and assess the quality of demands made on
him : "". the maintenance of an lntemal control orientation Is a bulwark against
unquestioning submission to authority." (Lefcourt, 1976:46), People who resist
unquestion ',og obedience to authority, and maintain the framework of personal causation that
applies in normal situations, are able to differentiate between legitimate and Hlegithnate
demands. Self-direction entails more active cognitive processing of information and is
reflected in the types of strategies that characterise an Internal or external locus of control
individual.

Locus of control has been correlated with several cognitive dimensions, indicating that
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It is suggested that the balance of internal/external attributions made by black South African
adolescents has been shifted in the course of their cognitive development to inappropriate
exterrtalizatien. In addltlon, modes of attribution which undermine the metacognltive process
of intrinsic motivation, (Dec! & Rya11, (985) developed and encouraged multi-generation LIly
do not end abruptly and externalizing causation can continue albeit in different guises (Steele,
1990). Initial attempts t,1 redress such entrenched imbalances through enriched MLE
programmes may be unsuccessful if viewed In isolation from each other. ,he parameters of
what constitutes success or failure 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
cognitive modifiability.

2.4 MEDIATION OF GOAL PLANNING & CHALLENGE : LOCUS OF
CONTROL

An individual's perception of control or locus of control can be described as the extent to
which he perceives a causal link between his actions and their outcome (Lefcourt, 1976).
Unlike attrlbutlonal processes, locus of control is a static description of an individual, not of

what he does but rather what position he adopts. Individuals with an internal Incus of control,
upon which intrinsic motivation depends, perceive their own efforts as contributory to success
rather than luck. Learning' disabled people tend to be more extrinsically motivated, have
higher expectations of failure and attribute failure to events beyond their control, thus setting
up a detrlmental cycle of: beller- obstructed learning· belief (Haywood & Switzky, 1992).

When an aversive event is predictable its effects are minimised, (Lefcourt, 1976). The
corollary Is that "perceived lack of control over valued reinforcements can help to create the
passive acceptance of aversive stimulation" I (Lefcourt, 1976: 16), Lefcourt (1976) concludes
that the perception of control is a significant determinant of the response to aversive events.
To people who live in continually aversive circumstances life does not appear to be subject
to control through their own efforts l.e, they are fatalistic. Fatalism Is prototypic of the

outlook of disadvantaged groups and Lefcourt points out that it would be foolish and
"lntropunltlve" for many individuals to view themselves as being In charge In these
situations. Despite the positive aspects of attributing external causallry 111 disadvantaged
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2.3 MEDIATION OF SHARING: MAKING ATTRIBUTIONS

One cognitive process pertinent to effective thinking is that of attribution i.e the drawing of
inferences from over: behaviour about the internal state of self or other. If MLE is to occur
within the framework c f "Interdtmenaional and intercultural co-operation" (Skuy, 1992) then
it becomes important that attributlonal processes are mediated with the end-purpose of
empathic meracognlrlve capacities (Skuy, 1992). The manner in which attributions are made
can be from an empathic or a non-empathic stance, thus associating attributlonal processes

with the mediation of Sharing.

Attributions are important for prediction l.e. making sense out of the incoherence of other
peoples' behaviour. Self-concept is founded in how these predictions are made. An
individuals' experiences of success and failure are attributed to four sources: ability to
perform the task; amount of effort expended, difficHlty of task and luck (Haywood &

Switzky, 1992). Attributions to effort rather than luck are predictive of greater task success
(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 experlences directed away from empathic responses:

... people 'speak through' the Ideologies that are active in their social context
and which reveal themselves in the everyday formal and informal practices of
people ... II\ essence, attributions are mediated by the ideological context, the
in(lIvidllal's level of consciousness and the experience of oppression (Seedllt in
Davies, 1989: 19)

Central to prediction of causality is "whether to attribute a given act or event to Internal
states or to external forces" (freedman et al, 1978: 104). The cause can be perceived to be
stable or unstable. Significantly, It". when a pers~n is seen as not being under the control of
environmental circumstances, his statements are perceived as more sincere and trustworthy
reflections of his true internal attitudes ... he has more persuasive impact under such
conditions II (Freedman et at, 1978: 113). IfMLE is offered by mediators who are experienced
by learners to be relatively Independent of all "establishment", and to be more personally
invested in the mediation process, the chances of cognitive modifiability are optimized. The
students' perceptions of their teachers becomes a factor possibly detracting from quality of
mediation. It is suggested that this historical factor must be accounted for in any evaluation
of MLE programmes which involve both black adolescent pupils and white Afrikaans
teachers.
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achieved by an infant or young child as he begins to exist as an agent and to
acquire a minimal repertoire of skills for producing intended effects. and that
achieved by normal adults, able to reflect critically on their wants, needs, and
situation. and thereby to make their life their own in a sense not applicable to
any creature incapable of critical reflection (Haworth, 1986:20)

The second level of autonomy is characterised by critical reflection. or metacognltion
(Feuerstein, 1979, 1982, 1986; Nickerson, Perkins & Smith, 1985) which makes choices part
of an individual's own life, whether this conforms to others or not, l.e, the person may be
procedurally dependent but not SUbstantively, led 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 id~ntity and gives rise to knowledge (Albert & Spangler, 1992; MacKinnon.
1992). One "effect of critical reflection is to cause the activity it guides to come out from
under the control of other people" (Haworth, 1986:28).

In summary, autonomy corresponds with competence, procedural independence and self-
control when making decisions. Haworth (1986: 125) refers to a "domain for autonomy"
between the extremes of opportunity and constraint, in a "tissue of practices embodied in
institutions, a structured environment that grounds autonomy" (Haworth, 1986: 125). Uberty,
if exercised without such autonomy is destructive to self and others (Albert & Spangle!',
1992). Finally, cognitive autonomy includes the capacity for metacognltion which has been
isolated as a group of teachable thinking skills, l.e. effective planning and strateglzing,
monitoring and evaluation of own knowledge and performance, recognition of the utility of
a skill, ability to access information and to transfer it (Nickerson et ?l, 1985; Butterfield,
Slocum & Nelson, 1992; Crawford & Das, 1992). Cognitive autonomy, or the provision of
mediated self-regulation and individuation, is crucial to any programme teaching thil1king
skills, particularly in the current context of change in South Africa (Skuy, 1992).
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classroom but in daily life (Feuerstein, Krasilowsky & Rand, (974). Included in the
deliberate exploration notion of thinking is a focus on errors commonly made in thinking·
partlallsm, initiai judgment and extremes (de Bono, t976); 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 alia (Nickerson, et al, (985).

2.2 MEDIATION OF SELF-REGULATION & INnIVIDUATION: 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 self-determination (Deci & Ryan, 1985; Haworth, (986). This definition is
analogous to Feuerstein's (Feuerstein, Klein & Tannenbaum, 1991) description of the MLE
dimensions of self-regulation and individuation.

The competent, creative, human 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 competence with 'minimal autonomy results from the
involvement of the self in both. An autonomous person rules himself, and this
excludes domination of and by others and by his own impulses, A self is thus
effectively interposed and mediates these illfluences. But this self is nothing
other than the competent human, the human who has acquired an ability to
produce intended effects (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
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creative thinking is most effective (Torrance, 1972, Khatena, 1982; Nickerson, et al, 1985).

The successful teaching of creative thinking is one of the principles of Feuerstein's
Instrumental Enrichment programme and is therefore important to its implernerttadon at Vaal

Career College.

It is noted that knowledge, 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, 1.985: Anastasi, 1986; Goodnow, 1986; Horn, 1986:
Humphreys, 1986; Zigler, 1986).

Intelligence is conceived of here as multifaceted, multideterrnined, inherited polygenetically,
is insufficient per se to produce effective goal-i .nought, 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 I

1992) or withheld even though this is not the apparent intention but rather the result of the
"inextricable link between politics and education" (Skuy, 1993:4). In addition, cognitive
processes operate concomitantly with creative processes (de Bono, 1967, 1976) and are
lnextricablv lnterv.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
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express appropriate feelings, liking for oneself. and satisfaction with 011e's attainments.

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 (988), the self-report technique was
found to be an unreliable measure of self-concept in black disadvantaged children. The DAP
test, however, ls 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 Scale (DAP-S-CS), developed and validated by Bodwln &
Bruck (1960) was used to score the DAP. This method of assessment was chosen on the bas is
of its successful use in three previous studies with black disadvantaged children. The first
was that of Gordon (1983), who showed that the self-concept of black pupils in Soweto was
~ignificantly 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 DAP S-CS was designed to measure self-concept in terms of self-confidence, freedom
to express appropriate feelings, liking for oneself, and satisfaction with one's attainments.
Bodwin & Bruck (1960) found that drawings Judged for certain characteristics correlated
significantly with a psychiatric interview. Some of these characteristics include
reinforcement, shading, erasures, sketchy lines, transparencies, incompleteness, opposite-sex
identification and immaturity. Drawings are scored according to the presence of thes
characteristics which are considered to reflect self-concept. The characteristics are rated on
a 5-point scale which ranges from markedly present (scores 1) to markedly absent (scores 5).
Appendix C {scoring system} illustrates allocation for each item. One of the difficulties
regarding the use of the DAP S-CS is that some of the items, for example, item 12
(primitiveness) and item 13 (immaturity) tend to be ambiguous, resulting in subjective
interpretation and subsequent scorer bias. In an attempt to minimize scorer bias, workshop
sessions were held where scorers discussed each item, and consensus was reached on how
each item of the DAP S-CS should be scored.
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affective involvement. Structure-fact ratlos are balanced by positive or negative
affective involvement, In general. there are positive outcomes when the S·F ratio is
at a level of difficulty which the student can handle.

In addition, the LPQ addresses metalearning i.e. the student's awareness and control of his
or her own learning processes. Biggs' (1987) definition of meralearnlng refers to the

individual knowing both content and rhat (slhe is involved in the act of learning per se i.e,
knowledge of own motivation and strategy choice. "Students show lack of metalearning
capability when they choose strategies that are incongruent with their motives ... " (Biggs.
1987:5). Evidence of rnetalearnlng is apparent in deep and deep-achieving approaches
(Frlellck, Moelwyn-Hughes, aud Kriel, undated).

4.3. Raven's (1958) Progressive Mamces
The Raven's measures the capacity to compare, reason analogously and to think logically.
The test consists of 60 designs each with a part missing. Six or eight alternatives to fill in
the missing part are provided. The designs are grouped Into 5 sets, each with l2 matrices of
increasing difficulty. Reliability is from .71 to .90; validity ranges between .80 and .90
(Anastasi. 1988:303).

4.4. Slmllarltles (WISC ..R)
Reliability ccefficlent « .81: stability coefficient, .81 (Wechsler, 1914). This subtest of the
Wechsler Intelligence scale for children -tevlsed, elicits capacities to abstract meaning, to
categorize and to associate ideas In the verbal sphere l.e, 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 ·crlteria.

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 as a projective
techmque designed to elicit self-concept (Goldberg, 1983~ Koppltz, 1968: Og :,)1), 1978:
Rosenbaum, 1989). The Draw-a ..Person Self-Concept Scale (DAP S-CS) was used to score
this test. This scale has been validated (Bodwln & Bruck. i.960: Gordon. 1983: Skuy, Snell
& Westaway, 1985) as measuring self-concept in terms of self-confidence, freedom to
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determine length and type of disruptions and changes as well as outings. standard repetitions.
and achievements, Further questions elicited intorrnation about time and money constraints,

From the list of biographical data. parental education level was taken as one independent
variable against which to correlate Changes in scores on other measures. competence on IE
measures and end-of-year results.

Living arrangements were also investigated l.e, with whom the subject lives. whether or not
electricity is supplied. where (s)he has spent most of the time. whether or not a study place
at home and/or in the library, help for homework and time tore oneself are available, Based
on living in uncrowded, electrified conditions with parents, space and time for oneself a
"good living conditions" score WQS accorded. If there were more than 5 people per dwelling,
no electricity, no individualized time and space, a "bad living conditions" score was
accorded. Living conditions then became the other independent variable correiated with
change measures. IE competence scores and end-of-year academic results.

Independent variables were grouped in this way (2) In order to reduce the data to be
analysed.

Refer to Appendix B for precise details of the content and structure of this measure.

4.2. The Biggs Learning Process Questlounnlre (LPQ)
This assesses an individuals's motives for acquiring knowledge (and therefore his or her
intrinsic motivation and locus of control factors) as well all learning strategies. The measure
distinguishes 3 sets of factors:

Presage factors independent of the learning situation, including personal factors (IQ.
L,QC, age) and situational factors (stress, training);
Process factors which refer to whether strategies and motives are combined in various
associations of deep, surface or achieving. Different combinations result in different
learning outcomes with deep achieving processes being optimal.
1)Cl'{'011l1anCefactors, broadly divided into ratios which reveal the extent of cognitive
involvement in relation to factual knowledge (i.e. a structure-rae: ratio) as well as
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identifying relevant parameters of comparison: and the role of comparison in other areas of

functioning are mediated.

3.3.4 Caiegorizadon:
This comprises 31 pages ln modallties of verbal. pictorial, schematic and figural modalities.
Based on skills learned in comparisons. this teaches the capacity to discriminate details and
to categorize while garherlng data .. This teaches the capacity to elaborate gathered datu
through organizing it hierarchically into superordinate categories. It is designed to counter
the exclusive usa of associative cognitive styles. One attribute taught is the ability to subsume
new experiences and new stimuli within already existing schemata. another is the capacity
to deftne the rules for caregorlzatlon ane: \,)encode the operation, presenting information in
diagrammatic form. Purposes and llmlratlous of categorization are indicated, as are such
issues as the dependence on a chosen organizing or defining; principle of a given
categorlaanon of phenomena.

3.3.5. Analytic Percept/on:
This comprises 38 pages dealing In increasing complexity with analysis in terms of the
relationships of parts tel each other and to the whole. It teaches the capacities to analyze and
synthesise. to observe, label and compare and plan ill probtem-solvtng. it aims inter alia to
mediate relationships elf individuals to society; of specific tasks and principles to a general
universe of learning.

4. THE MEASURES
4.1. Biograpbical questionnaire

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

a,;',"'ral questions about background included rei lglon, home language, parents I employment
and educational level. In addition. questions eliciting subjects' school history were asked to



:1111

promoting awareness and an understanding of the need for organization and
planning and acquisition of principles, criteria and methods of organization
and planning:
srimulatlng communlcatlon,

correcting deficient cognitive functions,
acquiring basic concepts, vocabulary, labels, operations and relatlonshlps:
producing intrinsic motivation, reflective processes and changing perceptions
towards an internal locus of control.

The task requires isolating figures, internalizing them and projecting of virtual
relationships via conservation of constancy, visual transport, precisely and accurately,
summating, restraining impulsivity, discrimil1ating, and segregating proximate
elements, using error as a source of critical thinking, Above all, the Instrument serves
as a basis for mediating and thus bridging the objectives into all spheres of
functioning.

3.3.2. Orientation in Space I :
This comprises 16 pages, This attempts to "break the egocentric ism of the children, to teach
them to divide space and to organize it ill objective terms, to be able to see more than one
alternative at once" (Narrol & Bacher, 1975): It promotes hypothetical thinl'.ing, and
consideration of the opinions and perspectives of others. The lnstrument 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 first 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
concluding with abstract characteristics such as function, composition and power. Perception
is tailored to recognizing commonalities and discriminating differences. "Verbal
dlscrtmlnadon becomes finer as the children practice Justifying their choices during teacher-
led group discussions" (Narrol & Bacher, 1975: 12). Subjects such as comparison as the basis
of concept-formation are covered, and such issues as the importance of methods of
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The teachers were given precise instructions for the administration of the measures below,
which they did in March and December of 1992. See Appendix A for details of teacher
instructions. Teachers' attitudes to the teaching of the dimensions of MLE is reported in the
Results chapter following, Measurement of attitude is described below.

Measures of cognitive and creative processes were administered early in 1992 and again at

the end of that school year. Two teachers completed both advanced workshops on
Instrumental Enrlchment presented by accredited trainers Skuy, Rautenbach and Mentis at
the University of the Witwatersrand. The first five Instruments of Feuerstein's Instrumental
Enrichment Program were taught during the year and this, together with IE incorporation into
the general curricula comprised the intervention. lE per se was taught for three periods a
week. each period lasting 50 minutes for 40 weeks, totalling 100 hours. In each of the school
subjects. the principles of I.E were incorporated in that subject matter was related back to
Organization. Anllytic Perception etc. In addition, mechanical workshops have been arranged
according to these principles so that, for example, tools are categorized and work space is
organized, A..11the teachers constantly made efforts to bridge from the Instruments to their
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. TIm. lNSTRtJMENTS
In order to circumvent barriers of culture and language, the Instruments are abstract.
representational and avoid factual and knowledge-oriented content (Narrol & Bacher, 1975;
Link, 1980). The following description- are from Feuerstein at al, (1980). Instruments used
in the present study were non-verbal (Organization of Dots and Analytic Perception); those
involving a limited vocabulary (Orientation in Space I and Comparisons); and one requiring
independent reading and comprehension skills (Categorization). These are described in detail
below.

3.3.1. Organization of Dots:
This comprises 26 pages, each with between 14 and 18 exercises. The task is to organize an
amorphous mass of dots Into a prescribed structure with the following objectives:
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3.l.2. Participants: The teachers
The teachers at vee are white Afrikaans-speaklng males and females. Two have university
degrees. and the technical subjects are taught by artisans-turned-trainers. The teachers live
in and around the Vanderbljlpark area which is a politically conservative stronghold.
surrounded by the townships of Sebokeng and Bolpatong inter alia. These have been focal
points for IFP-ANC (Inkatha Freedom Party » African National Congress) and police
violence in the 1l1St 2 years. The male artisan-teachers refused to permit qualitative video-
monitoring of MLE activities in their classes, despite the fact that videotaping had been
agreed to and was required by the director of VCC, at whose invitation this study was
carried out. This prevented an observational analysis of the quality or IE/MLE
implementation at the school.

3.2. INTERVEN'rION AND PROCEDURE

The teachers mediated either the IE Instruments themselvestdescribed in section 3.3, below),
or specific subject matter according to the tenets of MLE, following the MLE Working
Manual of Skuy, Mentis et al (991), Mediation of lntentionnlity is found in the deliberate
guidance of an interaction by selecting, framing and inter!)reting stimulI. Reciprocity is
mediated by evoking demonstrated interest and attention to the mediators intention by the
learner; Meaning Is the conveyance by the mediator of the significance and purpose of the
activity. Transcendence occurs when the interaction extends the issues beyond the immediate
problem or activity. Competence is mediated when the learner develops self-confidence
sufficient to engage with a sense of success in a' given act. Self-regulation and control of
behaviour and SeJf-clumgc are mediated by raising to consciousness the need to self-monitor
and adjust behaviour. In line with Internal individual criteria, sharing points to the need for
interdependence and co-operation and is oriented to the development of empathy.
Indlvlduation is the fostering of a sense of uniqueness and difference: encouraging autonomy
and independence. Goal planning Is the deliberate Involvement of the learner in setting,
planning and achieving goals by making the process explicit, Challenge is mediated when
the mediator instills in the medlatee a feeling of determination and enthusiasm to cope with
novel and complex tasks.
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MLE which underlies FIE, both in and outside the vee.

2. HYPOTHESES
1 Following training in [E, there will be positive changes in pre-post measures.

Specifically, there will be positive change on

non-verbal and verbal Intellectual functior.ing (Ravens Standard
Progressive Matrices; Similarities subtest of the Wechsler Intelligence
Scale for Children- Revised) (Hypothesis 1.1)
creativity (Torrance Unusual Uses Test. Khatena-Morse Mulritalent
Perception Inventory; Khatena-Torrance Creative Perception Inventory)
(Hypothesis 1.2);
learning styles (Biggs LPQ) (Hypothesis 1.3);
locus of control (Ncwlckl-Strtckland LOe scale) (Hypothesis 1.4):
self-concept (Draw-a-Person 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.

3 Demographic variables will be related to competence on the IE instruments,.
4 Competency on the IE instruments is related to measures of academic achievement

(end-of-year marks).

3. METHOD
3.1 SAMPLE
3,1.1 Subjects: the students

The sample consisted of the entire male student population (96%) of Vaal Career College
(VCC) 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
Vanderbljlpark, 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 practice 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 College. This is situated in the Vaal
Triangle due to the heavy industries concentrated there and the absence of a training
institution specifically 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 analogous to the provision of Mediated Learning Experience and
thus the adoption of the principles and techniques of Instrumental Bnrichment to create a
vehicle for this provision follows logically, IE has been pervasively incorporated into the
school. [E is taught as a subject, other subjects are taught with IE incorporated, all teachers
are trained in IE and the two teachers who teach IE per se have been provided with advanced
training,

The aim of this study I in the light of the above, was to explore the benefits of the pervasive,
system..wide application of IE in a school, rather than a special class or similar circumscribed
approach, This system ..wide approach IS an attempt to redress imbalance as effectively as
possible, These 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 vee.

Specifically, the demographic variables of the subjects have been used to predict competence
on the IE instruments, academic results as well as changes in cognitive functioning and self..
concept, In addition, the interrelationships between competence ol1lE instruments, academic
results, cognitive functioning and self-concept have been explored, A model-building process
has been designed to describe and explain the conditions under which IE benefits 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: TIm STUDY

1. RATIONALE, SCOPE AND OBJECTIVES OF RESEARCH REPORT

Cognitive development in South Africa has been compromised by Apartheid in different ways
for different racial groups in profound and complex ways (see Chapter 1 Seeton 2 and
below),

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. Cognitive
and metacognitive skills are developed 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 former and the latter's perceptions and attitudes to the stimuli.

Mediation in South Africa has been through a cultural trans, iltter systemically bound up in
a political hegemony invested, it is suggested, in producing cognitive dependency, It is
further suggested that the impairment produced has transformed cultural difference into
cultural 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 remedlatlng thinking skills have
proved effective in specific situations, In particular, Feuerstein's Instrument, Enrichment
programme as a vehicle for enriched Mediated Learning Experience has been applied and
evaluated, largely positively, in different contexts of cognitive and affective modification,
remediation and enrichment, as detailed in the previous chapter,

In one attempt to redress deficiencies in the state education system, the Career Education
Foundation of South Africa (CEFSA) was formed in 1979.
The alms 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;
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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 circumscribed approach. These benefits 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

vee.
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the maintenance and even increase in these gains over time (Savell et at. 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 (l984) notes
the extent of teacher-training required for [E as one of its weaknesses, although this is
questionable as all teacher-training requires a novel paradigm. Nevertheless, it is clear tf" .
not all teachers are capable of learning how to teach IE (Arbitman-Smith in Sharron, 19t.,
Samuels & Price, 1992), particularly when it comes to bridging (Sternberg & Bhana, 1986).
Only those who 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 socloernotional development improves the effectiveness with
which teachers implement IE. The same authors note that teaching lE 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 a South African study and suggests that FIE counters the damage described in
section 3 above. (Feuerstein, Hoffman, Rand, Jensen, Tzuriel & Hoffman, 1986, Skuy et at
1993).

Skuy (1992) points 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 and have not received education or teacher-training equal in quality to that
of their white counterparts, which is itself questionably stei , ,\.1 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- , 199'2; Skuy et at,
1993).

In the light of the above, FlE has been the programme of choice at Vaal Career College to
promote MLE and the movement towards autonomous and responsible students.
"Autonomous" and "Responsible" are defined here as the outcome of mediation of
transcendence as creativity of self-regulation and individuation as the provision of cognitive
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~_r.::::=;:- , .." ===o:.~..

MEASliRIl MEAN SD ~'.E" Sf) N T·TL~ST
SCORE D[PFT•. 'G'lCE...
PRE· POST PRE POST PRE· POST
INTERV INTERV CORRECtED
ENTION ENTrO (R~)

N

s u r r a c e 21.99 21.34 3,36 3.64 ·0.60 4.65 81 .1. 16
Motivation

Achievement :.5.30 23.55 3.42 3,53 ·1.70 3,75 80 .4.0511111<*

Motivation

Surface 17.61 16,68 4.23 4.12 .0.60 5.82 80 ·n,n
Strategy

D e e p 24.11 23.54 3.33 3,71 ·0.43 3.49 79 ·l.10
Motivation --
0 e e p 23.47 23.66 4.40 3.88 0.44 3.93 82 1.01
Sm\tegy -
Achievement 2~,24 21.35 .,.86 4.09 ·0.9.5 3.71 8t .2.30 11<111

Stfluegy

Surfuce 39.40 38.02 6.01 6.33 -1.00 8.48 81 ·[,0,
Achievement
Strategy .
0 e e p 47.44 47.20 6.79 5.96 0.15 6.28 81 0.21
Achievement IStrategy - -
Achieving 47.40 44.65 5.95 5.75 ·2.74 5.92 81 .4.1"/ lllli<lI<

Attitude

'" - p < .U5; DF = n-I, w iere n = number of pairs of 0 iservanons

2.1. DlRECTION OF CHANGE IN PRE~POST TEST SCORES
In Table 3.,t the percentage of pupils whose scores changed in the desirable and non desirable
directions. The table below indicates the direction of change ill all measures pre- and post-
training of subjects in IE:

TABLE 3.4 THE PEMENTAOB OF SUBJECTS WHOSE SCORES CHANGED FRC':vt PRE. TO POST
TEST IN l'BE UNDESIRAnLE OR DESIRABLE DIRECtIONS FOR C'REATIVrrY,SELF·
CONCEPT, COGNITION SKILLS SCALES

Variable Percentage ot' Percenttlge of
subJectIJ whose ,~ubjectDwhose
scores becar- '\ scores Improved
worse.

A.c;regllvllY
.1!Kl!ate!\{\~ ..._
Crentive Perception 57 17
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MEASllRE MEAN SD MEAN SD N T·l'EST
SCORE DIFFERENCE

PRE· POST PRE POST PRE· POST
INTDRV INTERV CORRECtED
ENTION ENTIO (R~)

N

Kh ut e nil- 114,78 114.68 22.11 ::1.98 ·0.11 ?t .68 71 ·0.04
M 0 r s e
Versatility
s c II I e
TOTAL -
Locus of .:W.74 21.52 3.46 4.28 .0.82 4.44 72 .1..57
Control -
Draw-A'I 60.95 62,31 7.42 7.28 ·1.32 4.47 82 2.67 ljI*

Person (self
esteem
measure)r--- - -~
Ravens 4.5.46 46.96 5.74 5.32 1.54 4.9\ 87 2.93 ..- -
Similarities 24.32 31.20 G.47 .5.90 7.25 7.22- 77 8.87if<1~0I<-
Torrance 29.59 34.37 8.04 9.57 4.91 11.40 87 4,0211111<*
creativity ·
fluency -
Torrance 28.58 32.88 7.76 10.45 4.08 11.49 86 3.29 II!~

oreatlvlty ·flexibility -
Torrance 13.1" 17.09 10.52 \1.34 S.40 10.02 86 5.0 *....
creativity ·frequency _,
'l'orrnnce 69.S1 84.66 21.72 25.60 1.6.03 26.45 86 S.62Uif<

crentivity ·TOTAL

Unusunl 19.43 13.23 5.89 6.'J9 ·$.13 6.93 55 ·5.49
Use s · **11<
fluency

"
Unusual 13.35 11.01 8.98 4,77 ·1.32 7.54 57 ·1.32
Use s ·tlex!bllity -
Unusual 5.51 3.90 2.83 2.18 ·\.32 3.19 53 .3,01 **
Use s ·frequency ----
Unusual 37.31 27.36 12.02 \Q.62 ·7.44 12.81 57 .4.38 *"'*
Us t) S ·TOTAL --
I..e ar nt n g
Styles
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TABLl~ 3.2: TEACHERS' ATTITUDE TO MLE SCALE

SCALE MEAN SD MED[AN

Inlentionality &
Reciprocity YJ"l.i 6.12 95

IMeaning Transcendence 84.44 13.79 90
Cornpetenee 95.56 7.68 90
Individuation 85.56 8.82 85
Ooal-plil!1!1ing 96.11 6.S1 100
Challenge 83.89 8.94 8S
Sel r-chllnge 97.78 3.63 100
Sharing 76.67 17.68 '15
Self-regulation 75.00 10•.31 75

90.S6 8.08 90

2. CHANGES IN PRE· POST TEST SCORES
The mean pre and post intervention scores as well as the mean pre- post test differences are
presented with corresponding standard deviations in Table 3.3. Additionally, in view of the
number of subjects whose scores decreased rather than Increased from pre to post test, it was
decided to present the percentages of pupils whose scores changed in the desirable and non-
desirable directions for each test, and the remaining percentage of scores being constant.

TARLE 3.3; MEAN DlltECTION OF CHANOE IN PRE·POST TEST SCORES

MEASURE MEAN SO MEAN so N T·rEST
SCORE DIFFERENCE

PRE· POST PRE POST PRE. POST
INTERV INTER f'ORRBCTEO
ENtlON VENT (Q.2)

ION

Kh a t e n a- 32.06 30.66 5.31 6.14 ·1.94 5."0 n Jl2.S2 Itt

M 0 r s e
creative
perception
subscale .
Kh a t e n n- 24.22 24.95 4.63 5.43 1.29 4.48 71 2.25 "Morse kind of
p e r a c n
subscale

Kh a t e n a- 59.56 59.08 17.95 16.Q2 -0.73 17.04 71 ·0.36
M 0 r s e I
Mu l tttale nr

IrerCtlptifl!,
subscale
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ruther':; occupatlon : Most fathers are semiskilled blue collar workers.
Unemployed 17% unskilled or unemployed,
Unskilled ll%
Semiskilled 24%
Semi·skilled Blue collar lG%
Quulif1ed artisans 5%
St!miskith:ll Whirc collar 1.1~~

Skilled White ~l)llar (Managerial) 7% -
l~ather's educauou : 87% of tilthers have mlltriculmion or a rertiary

none • I~rimary S% I!ualiticatiol\
some secondary 8%
matriculated 69%
tertiary 18%

Mother's occupation : Most mothers are unemployed and unskilled, ulthough
Unemployed 34% 17% hlwo aelneved some qualltlr:ntlon in blue and white
Unskilled 34% collar trades or professions,
Stltntskilled (blue & white coUar) m~
Skilled (blue & white collar) 17%

1.2. TEACHERS

The teachers' attitude to provldtng MLE indicates the quality of the co.itext of MLE at vee.
Results reflected in the following table show that teachers at vee have a positive attitude
to MLE em all dimensions. The results reflected in the Table 3.2 suggest an optimal context
for the implementation of FIE, According to the following 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

Age of student: 14· 1.5 9% Slightly under halt' (4'~%) of students are aged 17 or
16 17% younger, the others are aged 18·20 years
17 18%
18 32%
19 - 20 24% ~

Number of people living in a tour room 6 people per household is the mode, A"t)roxitJlat~ly three
house: 2 • 4 24% quaters of students have between 5 & people livlllg 1Il

I-
S· 14 76% their 4 roomed hOUSCl,

I NU'11ber of brothers: the mode : 2 brothers
2 or less 83%
3·6 17%.

Number of sisters: The mode: I sister
j or less 89%
4· lL 11%

Electricity: supplied 75% Electricity is supplied most frequently
not supplied 25%. --

Urban ,lpbrillglng 92% Url1an UI)bringing is most t)'equent
Rural upbringing 8%

Plnce Ilvltilnble for srudy : Slightly over half of the students have no place available
yes 45% for srudy

no 55%

Help received with homework: Nenrly 60% received no help widl homework
yes 41%

no 59%
f----
Use of library :YO$ 49% Slightly less dll'm half of srudents claim to make use of

lIO 51% the library
1-- - .
own room lit home : yes 43% Moat students do not have their own room (It home

no 57%

TIme to themselves :ycs 74% The moae : the majority had time to themselves
110 26%--I-' --

Edllclltionnl outln£ eXI)erl()l1Ced;yes Tile mode: more Srudllllt6 experienced educational
no 59% outings

41%-
Standard or grade repented: 53 % Oi'Sludent8 have repeated 1\ stllOdard or grude
nevtr 47%

once 46%
twice 7%

Award pl"wlously received: yes Most students have received en nward previously
no 53%

47% _,.-..'t1>
Boycott intetruptlon of schooling :yes OVer half of the students have experlenced school relnted

no 55% boycotts
45%--
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CHAPTER 3 : RESUL 1'S

The results of the research are presented in the following sections:

In the first section (3. l), frequency counts on biographlc 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
mean 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 Components Analysis was then conducted in order to reduce data.

1. FREQUENCY COUNTS

The following demographic variables were 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 upbrliglng, place to study, help with studying, use of library,
own room, time for oneself, educational outings undertaken, number of times a
standard/grade has been repeated at school, awards received, schooling interrupted by

boycotts, and/or serious illness/death, compulsory work unrelated to schooling.

1.1. StmJECTS
Descriptive sample ;•.folll1tltion about the subjects follows in Table 3.1 overleaf
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3. Demographic variables will be related to competence 011 the [E instruments. This
hypothesis was tested by means of a stepwise regression.

4. Competency on the IE instruments is related to measures of academic achievement
(end-of-year marks). This hypothesis was tested 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 been described by means of frequency counts (see 2 below). Difference scores.
corrected by a regression to the mean. (i.e. using R2 excluding error variance) and indicating
the magnitude of change between pre-intervention and post-intervention measures were then
listed. Thirdly, a stepwise regression delineated the relationships of Biographical variables,
Difference scores, Competency on IE Instruments 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 procedure assists in model-building
(Howell, 1982). Following from this procedure, and derived conceptually from it.
contingency tables were drawn up. These suggested possible combinations of Biographical
variables which had occurred most frequently with Difference scores, Academic results and
Competency measures, treated separately. On the basis of these tables, as well as the

relationships between Competency and measures of creativity, self concept, and cognitive
processes, a Principle Components Analysis was conducted.

Hypotheses tested:
1. 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 slgnifioance, Specifically, there will be positive change on,

non-verbal and verbal intellectual 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 Multitaient
Perc-eption Inventory; Khatena- Torrance Creative Perception Inventory)
(Hypothesis 1.2);

learning styles (Biggs LPQ) (Hypothesis 1.3);
locus of control (Nowicki·Stricl<:lo'1d LOe scale) (Hypothesis 1.4);
self-concept (Draw-a-re.s.m 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, 197t), 36 items of the 40 item
questionnaire were included, scored continuously,

4.11. Instrumental 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 items of
the Instruments themselves but also levels of increasing transfer and "communicative use of
language" (See Appendix F for example) Performance on Instrument items score either a
half or whc .; mark for each correct lterr uems requiring the subject to transfer his cognitive
skills to school-related problems were weighted by a factor of 3 and to daily-l lving related
problems by a factor of 5, Scores were then totalled (maximum possible scores varied across
Instruments between 175 and (80) and combined with a measure of between 15and 20 points
for the extent to which language has been used by the subject in an effectively communicative
manner, accessible to the reader. Maximum total score is 200 on any Competency measure.
The men' ures have face validity and a median cut-off was performed to distinguish the
categories incompetent-competent.

4.12. Ati"ltude to MLE scales
Nine profiles of "Teacher's attitude to MLE in the Classroom II were collected, representing
100% of the teacher complement (see Appendix 0 for example). Dimensions for scoring
were: intentionality and reciprocity, meaning, transcendence, competence, self-regulation and
control of behaviour, sharing, individuation, 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, Engineering Science,
Mathematics.

5. DESIGN
The design of this study is correlational pre- and post-test. Several statistical procedures were
used to analyse the data collected via the measures described above. Both univariate and
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4,8. Unusual Uses

This is a test of creativity, requiring the subject to Iist 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). lc presents unstructured stimuli devised to elicit creative
thinking. Reliability co-efficients range from .70 to .90; and the test has been found to
possess concurrent and content validity, with some evidence for construct validity (Khatena,

1982).

Scoring has been derived and used by the Cognitive Research team of Wits University in a
number of ongoing projects. In this study scoring was according to criteria of fluency,
flexiblllty 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.
Flexibility requires the subject to shift between categories of thinking (e.g, buildings): each
category scoring one point. Originality refers to the capacity to produce ideas which are
unusual or remote from the original stimulus. One point is scored for each response given
by 8 or fewer subjects (Skuy, Mentis, Nkwe, Arnott, & Hickson, 1990; Rezek, 1990).

4.9. Cognitive Rating Scales
These self-report scales h~ve been developed specifically for this type of study by the
Cog- .dve 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 discrete dysfunction into a function • dysfunction continuum, as well as an
operatlonalizatlon of terminology used to describe each function. One form asks teachers to
rate students; the other asks students to rate themselves. They were included in the test
battery in order to elicit 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
a rnetacognttlve nature, eliciting inter alia, cognitive strategies. The questions ask the
frequency each strategy is embarked upon, ranging from always to never. (Appendix H)

4.10. Nowleld-Strlckland Locus of Control questionnaire for children
Internal consistency = ,74; test-retest reliability ~ .71. The scale is designed to measure

externality or internality of locus of control and has 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 picture 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 the" 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 S-CS

Scoring was done by Masters Students in Educational Psychology, research assistants and the
author. Each DAP test was independently rated by at least 2 scorers to determine inter-tater
reliability.

Scoring was in terms of presence or absence of certain 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. Items 1 - 13 ; Bodwin & Bruck's Draw-a-Person Self-Ccncept scale;
b. Items 1 - 17; a combination of Bodwln & Bruck's scale and four additional items;
c. Items 1 - 4 (four additional items),

4.6. Khatena-Morse Multitalent Perception Inventory

This inventory bas two scales of SO 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-efticient = .88 on average; validity co-efficient ==
.72 on average (Khatena and Morse, 1987).

4.7. Khatena..Torrance Creative P~~·c~l.It~(}!lInventory

The inventory consists il/,,-, alia of 3 activities usad in ~hil:\study: Picture Construction,
Picture Completion and Lines (See Appendix C). Norms an: standardized on adolescents
between 12 and 20 years ofage. Scoring procedure is described in point 8 below. Reliability

== .71 - .97; Validity .32· 75. (Khatena & Torrance, 1973).
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Four new items were added by Rosenbaum (1989) to the DAP S-CS. See Appendix C which
illustrates the score allocation for each item. Rationale for the inclusion of the four additional
items was based on a review of the literature on emotional indicators of the DAP test. The

four items consisted of:

A. Size of Drawing

Ogdon (1978) found thar unusually small figures reflect generalized discontent, feelings of

inferiority, ineffectiveness, inadequacy and insecurity. Koppitz (1968) found that tiny figures
(less than 6 ern in height) reflect insecurity, shyness, inadequacy, excessive defensiveness and
low self-esteem, Otrenbacher (1981) found that tiny drawings reflect poor self-concept, Large
figures (greater than 22cm in height) reflect immaturity, grandiosity and poor self-concept

(Koppltz, 1968).

B. Fantasy Figures

These include monsters, clowns, tramps, witches and cartoon characters. Koppitz (1968)
found that these figures reflect intense inadequacy and a poor self-concept,

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

D. Placemeat on the 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 suggests
possible introversive, inhibited or intratensive tendencies (Buck, 1950; Hammer, 1958); left
side of the page suggests possible feelings of uncertainty and apprehension (Machover,
L949). Placement in the corner suggest possible pathological feelings of inferiority
(McElhaney, 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 soclopol ideal context, of which the educational sub-system sequelae cannot be
overemphasised. Even though yee aims are incompatible with the perpetuation of tile
hitherto dominant political hegemony, subjects at vee have already been exposed to the
mediation of cognitive dependency rather than autonomy. The first year of' -ch a project
cannot, it is suggested, hope to achieve more than the positive results described above.
Subsequent years of training in IE, if undertaken. will begin to address more radical change.

2. SCHOOL ACHIEVEMENT

It was hypothesised that demographic variables would affect competence on the [E
Instruments. A positive relationship was found between competence on all the Instruments
and all final marks. treated separately. However, the relationship is purely correlational and
causality in either direction cannot oe inferred. In spite of this, the result needs to be
deconstructed in Oi .er for it to assume the importance that fine examination will provide,
Although there has been some investigation of the result in this study, there is indication for
further study,

Most significant is the positive relationship between all final scores (except Mechanical Trade
Theory) and competence on the Comparisons Instrument, Perhaps this is the Instrument
which needs to be the basis of a modification programme to prepare severely MLE deprived
individuals for the full IE programme, It appeal's that the simple knowing that comparin~
involves bot:- ;imilarities arid differences is the one precursor of learning most obviously
destroyed by the vagaries of Black Education situated In Apartheid, The capacity to perceive
similarity in the face of uiuldgeneratlonal permission to know only difference has been to an
extent crippled. Mediation of intercultural empathy may find its beginnings In the MLE
encapsulated by the Comparisons Instrument,

3. CONTEXT

It was hypothesised that demographic variables would affect the change in measures of
cognitive skills and styles, self-concept and creativity as well as competency on the [E
Instruments themselves, The results suggest that changes In all measures were positively
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or. Sillli1arities(also found in Skuy et al, 1990; Skuy et at 1993) is of further importance as
it is prirnarllv a test of the ability io reason abstractly. It appears from these results that such
an ability can be taught. This findlng is both supportive of Feuerstein's founding notion of
Cognitive Modifiability and the extension of MLE and IE; and of using IE to begin to un+:
the extensive damage to disadvantaged black South African adolescents. The CEFSA aims
al implemented at VCC appear, therefore, to be both valuable and practicable.

Positive changes in non-verbal creative responses suggest that. to an extent, IE is addressing
thinking skills not only at the level of conventional measures of intellect but also in
circumscribed ways on a more profound level. Following the discussion of creativity above,
and its reletlonship to the notion of cognitive autonomy and mediation as fundamental to
intercultural co-operation, it is suggested that IE as taught at vee i!> indeed addressing these
issues, [f creativity is pivotal to cognitive autonomy, which is, as argued in chapter 1
responsible thought, 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 measures of creativity and the lack of movement
of the measure of self-concept require comment. It is possible that IE has not been used
optimally vee as a transmission vehicle of the MLE dimensions of Transcendence, Self-
regulation, Indlvlduaticn and Sharing. It is also possible that cognition and metacognition
inherent in these dimensions has been compromised outside vee both historically and
currently to the extent where perhaps a bridging type of programme is required before the
Instruments themselves can be introduced.

Of equal importance to negative movement in measures of creativity is the negative
movement in the Locus of Control score. This suggests that subjects have shifted towards
externallslng responsibility for events and not perceiving their position in a sequence of
events as being causal. It is possible that there has been overzealous structuring of their time
at schooi and a removal of opportunities for them to fall and learn constructively and
consequentlally, III addition, the subjects have been through a selection procedure to get into

vee and possibly have a distorted picture of maintaining personal responsibility once in the
school.
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CHAPTER FOTJR : DISCUSSION

1. CHANGES

1.1. It was hypothesised that there would be positive changes in measures of cognitive skills
and styles. self-concept and creativity after five tE Instruments had been taught to the
subjects.

Design limitations preclude knowledge of whether changes were significant or not. The
absence of a control group precluded a clear understanding of statistical procedures such as
t-tests to analyse the difference scores. Nevertheless, a qualitative review of changes
follows.

Positive changes did occur in conventional measures of intellectual functioning in both verbal
(Similarities) 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 measures of creativity requiring verbal
responses (Khatena-Morse and Unusual Uses) moved l1egativcly l.e. on these measures most
subjects responded less creatively after being taught the IE Instruments,

In addition, half the subjects' Locus of Control moved negatively l.e, their perception of
personal causality and responsibility moved in an outward direction from a largely Internal
locus (70% were Internals 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 Intellectual functioning after training
in IE supports the substantial body of literature examined earlier with regard to the non-
verbal measure (Ravens), The verbal dimension has had supportive results previously which
are not furthered by this study. Nevertheless, it is pal'ticularly televant to note that 82% of
subjects Improved on this dimension, The language component of thinking Clldlls cannot be
overlooked. following Vygotsky's theory explained earlier, and as it has a pivotal role in the
communication of actual competence as well as in final acadernlc res~'lts, The improvement

so



r-----'-
12.3 Learning Styles Learning styles:

~urtace motlvatlott", Surface
strategy'"
Deep motivation" Achievement
Motivation"'*
Deep uchleving* Achieving"

2.4 Locus of control Locus of Controi, movement
towards internality'" ...__

2.5 Self concept Draw A Person=

3. Demogrnphlc varlables will be ~ompnrisons* ,
elated to competence on the IE: Categorizntionslff ,

Instruments OrganiZation of Dots*,
Orientation In space",
Analytio perception*,

~. Competency em the IE Communication"',
Instruments Is I'elated to measures Electrical Trade theory·",I"' academtc achlev ... , •• (.nd .r Mechanical trade theory**,
~cur marks) MntliematicstiCIiC ,

Engineering sc{lmcel(CII!

il As operetlonallzed by the lmp: vement in the majority of scores.
1111 As operatlonal!zed by the deterioration In the nliljorlty of scores
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4. PRINCIPLE COMPONENTS ANALYSIS

As Using Principal Component scores would have resulted in sacrificing between 24% to
27 % of the variance in the measures, it was decided not to trade off reduction in information
(It the expense of loss of signlflcanr variance. The results of the Principle Component analysis

can briefly be described 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 demographic variables
73 % of variance was accounted for by Fathers' occupation, help received with
homework and interruptions by boycotts and other serious events. 76% of the
variance in the creativity variables could be accounted for by the Torrance Creativity
and Unusual Uses tests, while 73 % of the variance in cognitive skills and styles could
be accounted for by Ravens and Deep Strategy Learning Styles.

'l'ASLB 3.8 : SUMMARY OF SUPPORTINCi AND NON·SUPPORTINO EVIDENCE FOR EACH

HYPOTHESIS

HYPOTHESfS ~UPPORTINO EVIDENCB H NON SUPPORTlNG EVIDENCE
WH

I, FoUowlng training In Ill) tl~ero
will bo positive citnngcs In lnell.~UrCS
~r:
1.1 nonverbal lind verbal Intelligence Ravens III, Simltaritles lfI'" -
1.2 creativity Torrance.Creativity 14<11<11< Unusual Uses "''''*

Khatena·Morse Versntility Index

"*'"
1.3 learn.lng ::ltyles Achievement Motivat!on",>I<)jft

Achievement St.t\tegy *"'* t

Achieving llttitude***

1.4 locus of control Movemen~ towal'ds externll'ity~
1.5 Self concept No change

~. 1.>cllll)grnpblc varillbies wlll be
I'clnt()~ to men.~IU·\JSot:

Raven~ !i4

~,l nonverbal and verbnllntel!igence ~imllRritles '"
...

~,2 Creativity !Torrance Creativity If!
!Jnusua; uses II< .-
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FIGURE 2: SIGNIFICANT RELATIONSHIP BETWEEN COMPETENCY ON
ORIENTATION IN SPACE AND MECHANICAL TRADE THEORY MARKS
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PERC~PTION AND FINAL COMMUNICATION MARK
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End-of year Comrnunication scores art) related positively to competence on IE Analytic
Perception and Comparisons Instruments.
End-of-year Electrical Trade Theory scores are related positively to competence on the IE
Comparisons Instrument.
End-of-year Mechanical Trade Theory scores are related positively to competence Cl:1 the !E
Orientation in Space Instrument (language component).
End-of-year Mathematics scores are related positively to competence on the IE Comparisons
Instrument.
End-or-year Engineering Science scores are related positively to competence on the IE
Comparisons Instrument (language component) and the IE Categorizations Instrument.

Competence on the TEInstruments and their relationship with final marks are illustrated by
the figures below:
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COMPARISONS AND FINAL MATHEMATICS MARKS
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Competence on the [E Comparlsons Instrument is positively related to subjects' having time

to themselves.

Compete ..\)e on the IE Categorizations Instrument is positively related to fewer interruptions
in schooling through boycotts or serious events, having more brothers, having time to one's
self and being nearer 21 in age than 14.

Competence on the IE 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 related to competence on the IE instruments.

Competence on the IE Orientation in Space Instrument is positively related to fewer
repetitions of a grade or standard, having a place to study and fewer interruptions in
schooling by a serious event.

Competence 011 the IE Analytic Perception Instrument Is positively related to mothers'
occupation, working outside of school, using the library, and having more brothers.
TABLE 3.7 SiGNIFICANT rosrrtvs RELATIONSHIPS BETWEEN COMPETENCY ON m

tNS1'RUMENTS AND END OF YEAR MARKS

Predictor (Competency) Criterion (Marks) F R2 Prob > fI=, ,,-
[Analytic P;'tception Total Communication 7.03 0.13 I{<-_ q.""_'

~omflllrisotlll (language) Communication 4.91 \),1)8 "'
t;ompllrisotlll Communication 5.57 0.09 "'--
Cornparlsons (language) El~~trical trade Ul~ory 12.2524 0.24 "'Ii!- -
compnrlscns Electrical Trade Theory 4.49 ~,O8 14<

Orientation in Space (Illnguuge) Mechanical Trade 'nlcory 13.53 0.22 ** --
Comparison (language) Mathemeties 13.62 0,22 "''''-----COlllpllrisolls Mathematic~ 6.13 0.09 '"
Comparisons (Iangunge) Engineering sclence 5.0B 0.12 I/<

As the above table shows, Hypothesis 4: Competency on the IE instruments is related to
measures of academic achievement (end-of-year marks) is upheld as follows:
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having one's own room, receiving an award, age, having electricity, father's occupation and
having time to oneself. Hypothesis 2 (2.3); H, upheld.

Demographic variables are unrelated to self-concept, Hypothesis 2 (2.5) 1-10 upheld.

The following table shows significant relationships found between competency on the

Instruments and demographic variables of subjects:

TABLE 3.6 SIGNIFICANT POSITIVE RELATIONSHIPS OF COMPETENCY SCORES ON THE
INSTRUMENTS TO DEMOGRAPHIC VARIABLES

Predictor: Crlterion: Competency scores
IF !R2 I~rob > IDemographic Variables -

[rime to oneself Comparisons Total ~.IS p.u >I<

Age Categorization 5.71 p.IS '"
Serious event Categorization (language) 5.08 p.14 >I<-. -
Number of brothers Categorization (language) 5.37 p.13 >I<

Age Categorization Total 5.86 p.IS *
Having time to oneself Categorization Total 6.53 p.lS II<

Electricity Organization of dots 7.87 0.16 *
Having a place to study Organization of dots 8.24 0.14 "
Number of Sl:'ers Organization of dots Total 7.22 0.14 '"
Number of times standard or grade Orientation in space 4.34 0.11 >I<

repeated
f-'-
Number of times standard or grade Orientation in space (language) 7.83 0.18 '"
repeated

Having a place to study Orientation in space (language) ~.2 ~.90 It<

Serious events Interrupting schootlng Orientation in space (language) ~.4l ~.09 :t<

Number of times a standard or grade Orientatlor; in space Total ~.86 ~.12 >I<

repeated

Mother's occupation Analytic Perception [7.33 p.IS '"
Work unrelated to school Analytic Perception (language) 6.81 ~.14 >II

Mother's occupation Analytic Perception To!.'\1 6.99 ~.14 :I<._

As is 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 demographic variables will be related
to pre and post intervention scores as well as to the measures used, is partially upheld.

Subhypothesls 2.1: non-verbal and verbal intellectual functioning (Ravens Standard
Progressive Matrices; Similarities subtest of de Wechsler Intelligence Scale for

Children - Revised)
Subhypothesls 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-Person Test).

The partial upholding of the hypothesis is detailed below.

Subjects' Internal Locus of Control is related posit'vely to number of brothers and mother's
occupation. Hypothesis 2 (2.4); Hl upheld.

Subjects' Ravens score is related negatively to interruptions in schooling due to a serious
event (fewer events, higher score). Hypothesis 2 (2.1); Hl upheld.

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

Torrance Creativity difference scores are positively 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); Hi upheld. ~

Unusual Uses difference 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 positively to the number of people in the house,
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The majority of pupils improved their scores on seven of the 16 tests. On the other nine
tests, pupils' scores either stayed constant or dropped in the undesirable direction. Support
for Hypothesis l 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 RELATIONSHIP OF DIFFERENCE SCORES TO DEMOGRAPHIC VARIABLES.

I Predictor I Criterion I F IR2 I Prob I>F

Number of Brothers Locus of Control 5.54 0.14 J!<

Mother's occupation Locus of Control 5.19 0.24 *
Serious school interrupting eve~~_ Ravens 6.05 0.15 *
Educational outing Similarities 4.59 0.12 >I<

;---,

Having one's own room Torrance Creativity fluency 4.10 0.10 ,..

Fathers occupation Torrance creativity. fluency 4.11 0.09 *
Having ones OWnroom Torran?e Creativity « flexibility 5.54 0.12 >I<.--
Boycott interruption of schooling Torrance Creativity Total 4.47 0.1 L >I<

Having ones OWnroom Torrance Creativity Total 4.15 0.09 ..
Boycott Interrupting schooling Unusual Uses· Flexibility 5.25 0.17 >I<-
Having a place to study Unusual Uses Total 4.24 0.15 >it

Abe Surface Motivation Learning Style 5.37 0.13 II<

Having ones OWnroom Surface Strategy Learning Style 4.12 0.11 "....
Having received an award previously Deep Motivation Learning Style, 4.1 0.11 "
Number of people in house Achievement Motivation 9.02 0.20 *"
Electricity Achievement Motivation Learning Style !).Q2 0.20 ..
Having time to oneself Deep Achieving Learning Style 4.80 0.12 *-
Father's occupation Deep Achieving Learning Style 4.03 0.10 III

Blectrlclty Achieving Learning Style 4.88 0.12 ..
..._,..
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38 58
Kind Of Person

Multitalented perception 58 42

Total Index. 58 42
2.Unusual Uses

Unusual Uses Fluency 79 17
Unusual Uses Flexibility 55 42
Unusual Uses Frequency 65 18

Unusual Uses 1'OTAL 70 27
3.Torl'ance Creativity

Torrance Creativity Fluency 26 65

Torrance Creativity F'lexibility 29 66
Torrance Creativity Frequency 32 64
Torrance TOTAL 22 78
B.Selt~Concet!t

Locus of Control 49 42
Draw-A-Person 3 IS--
C.Cognitive Sldlls and Styles

Ravens 33 62,.._
Similarities 17 82.

It was hypothesised (HYPOTHESIS 1) that there 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. POS:I' 'e changes occurred in one measure of
creativity (Khatena-Torrance Creative Perception Inventory) which elicits non-verbal creative
responses. However, the tV.Omeasures of creativity requiring verbal responses (Khatena-
Morse and Unusual Uses) moved negatively i.e, on these measures subjects responded less
creatively after being taught the IE Instruments. Half the subjects' Locus of Control moved
negatively l.e, their perception of personal causality and responsibility moved in an outward
direction from a largely Internal locus (70 % were internals 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. The majority of pre- post test differences showed improvement
in the case of the changes of conventional 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__~l:'riate research paradigm is
evaluated before traditional research questions can be answered.

Secondly, although the fundamental premise of cognitive modifiability is apparently upheld
in this study, perhaps there IS a level at which subjects have suffered such extensive

multigenerational damage that the IE instruments require some bridging to make them even
more accessible in the current context.

In conclusion, it appears that whilst some subjects do benefit from IE at vee, many cannot.
Future research, it is suggested, needs to be directed at this latter group, as they are probably
more representative of the average 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 1). Their attitude to MLE was not reflected
in their practice of it ill the classroom. It is suggested that those who would not permit
vldeoing would perhaps have been even more discrepant in attitude and practice. Two
scorers evaluated the video independently.

Thirdly, while some of the teachers involved 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 Witwatersrand, which is perceived as
radical, and by the agreement between CRFSA and the University that their lessons should
be videoed in order to monitor and correct provision of classroom MLE.

As a consequence, it appears that administration of tests and collection of data were
compromised. In particular, the study is lacking in qualitative data about how effectively the
m 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 improve teacher-student relationships before lE programmes are
introduced be undertaken with some input for teachers on developmental aspects of
adolescent cognitlve 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 neec !01' a
different type of research to be conducted in the South African context, research winch is
participatory and community-based.

5. SUGGESTIONS FOR FUTURE lltESEARCH
The most important indication for future research arising from this study Is 110t the
effectiveness of IE itself as much as the design considerations in a violent and volatile
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related to quality of ML£ received in the home setting from other family members who
were, in turn, in a 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 overlooker' in the

implementation and evaluation of IE at vee because of their obvious nature. Nevertheless,
to approach re-education in South Africa cannot be decontextualized from ecosytemic issues.
In a vicious cycle, MLE has been deliberately undercut over several generations, provided
increasingly dlminished returns resulting in the current position of maximal MLE required
and minimal available from within the basic societal unit, i.e. the family. In setting up
schools such as vee, it is suggested that resources in the community are researched and
utilized. Other Non-Governmental Organizations may be able to provide complementary
facilities such as community centres Which include libraries. The situation of these centres
in the community by eEFSA rather than at the school for the exclusive use of stur'ents 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 0))' THE STUDY
Firstly, statistical procedures such as t-tests were conducted on the difference scores to
establish their significance in the absence of a control group or a split-half design. These
design deficieacles mean that discussion on changes can only be viewed as suppositions about
tendencies rather than definitive statements.

Secondly, the small N and high scores on the teachers' attitude scale should, is is suggested.
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Describe the place wh~re you study?
• • , Ii " 'I" i , .

.. " . ••••• • • 0 " , t •

IS t.here someone to help you with your homewor.k?
.' " .. " , , Ii Jt t ..

Do you often study in the library? .. . ;. .. ... Iii .. , ........

HoW many times a week do you study there?
• " Ii • 10 0,,,

Do you have your own room?
· ., ,

Can you have
your family or
for:them?

some time at home just for yourself when
c+l-er people will not want you to do things

• Ii ' S Ii iIr III ..

SCHOOL HISTORY

Have you ever gone to another school?
................... II ,) t! ( ..

Have you ever gone on any educational outings?

If so where did you go?
....... " 11 "." .. .. ..
Have you ever repeated standard or a form?
• II " .



-2-
LIVING ARRANGEMENTS:

Do you live with both your parents? ... , , ..
If the answer is nO do you live with:
(a) one parent? .•... ,...••.••..•
or
(b) do you live with none of your parents?
...... ; •• II ., •••• ., •••

If you don I t Hve with any of your parents, who do you
live with?
'I" '1" " 1,. i •••• II ill. i ••• , i •

How many people live in your home? .•••••••.•.••.....••.••
HoW many brothers and sisters do you hewe and what are
their ages?

HoW many brothers do you have? •.•.••..••••
List their ages: ; .. " " t ••• If •••

How many sisters do you have? .•.•••.••••••
List their ages: ••••.•••••.• ,•••••••.•••••

Do you have electric lighting at home?
• iii • ~ I; e •• II •• " ••

Have you spent most of your life in the oity or in the
country?
•• ,1 " " II 1I,ti

Do you have a pl.ace where you can study whioh is quiet
at home?
• " ., * it •• Ii ••• ., •••• II Ii .



APPE~DIX B

BIOGRAPHICAL £UESTIONNAIRE

Please fill in the following questions which will help
us in the assessment of this project. The information
you give will be treated as strictly confidential and
only be used by the University of the Witwatersrand Research
team for this research project.

Name: . . . ... . . • • • • • • • II • • .. • ~ ., • • • • • • • • • • • • i • • • • • • • • • • •

Date of Birth: • Ii , •••••• ,. •••• III , i •••••••••

How old were you on the 1st day of January 1~92?
........ .. . .. •••••••••••••• II" •• Ii •••••••••••••••••••

Male/Female: . .. ............ " .
Religion: •••• 4 •• Ii " ••••• II ••••• , ••••••

Home !~anguagt:;: ••• " ••• i ••••• i Ii ••••• III •••• Ii.,,,

Is your Father employed?
. , .
What is your Father's Occupation?
11 ••••••••• ., ••••• Ii iII ••••••• ., ••••• Ii (I •••• t Ii. Ii ••

What is your Father Is level of eoucation?
have matric?

e.g Does he
...............

Is you~ Mother employed?
• • • • • • • II • • • • • ~ ••

What ~s your Mother's occupation?
•• iii. iii 1iI •• " iii •••••••••• " •••••• fI •••• " ••••••••••••••••

What is your Mother's level of education?
It •••• iii •• " ••••••• , iii Ii";'" II'



Answer all the questions.

:nm STUDENTS' VERSION OF THE COGNITWE RATING SCALE (FO[!M
;n

10.2 Hand out the students' version of the cognitive rating scale called "The way r think",

10.2.1 Say "Write your name in the space at the top which says student's
name,"

10,2,3 Then say "Read each statement and decide if this describes 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
leave any out".



7. THEBIGGS mST

Approximate time needed: 45 minutes

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

8. :uNUSUAL USES TESt

Approximate time: 10 rmnutes

8.1 Hand out the Unusual Uses form and ask the students to fill in their names.

8.2 Say" [ want you to write down as many new, different and exciting things you can
think of to make or play with out of a newspaper. You have 5 minutes to complete
this exercise. Wait for the signal to start. Any questions? .... Start. II

9. IQRRANCE CREATIVETIllNKING Tm

Approximate time: 40 minutes

9.1 Hand out the booklet.

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

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

9.4 Read out the instructions for Activity 3. Allow 10 minutes and tell students when
there are 5 minutes left. '

10. THE COQNj'rIYE BATING SCALES FOR TEACHERS AND FOB
STImENTS.t,

'[lm TEACHER'S VERSION QF THE S!::ALE <FORM U

10,1 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 evaluating the student. TIDS
MUST NOT BE HANDED OUT TO THE STUDENTS.

10.1.1 Fill In the questionnaire on each of your student's thinking styles and
problem solving abilities. Circle the most relevant term on the
continuum whl"'"describes that particular student's thinking skills.



6. THE RAVEN~TES!

Approximate time needed: 1 hour

6.1 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.

6.2 Say "open your books on the first page" (you can show the demonstration model for
the class 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 a bit missing. Each of these bits below (point to blocks
1 - 6 In turn) is the right ~ to fit the space, but they do not comt2let~ the pattern.

Number 1: (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 right P' I.

What about number 67 It is the right pattern (show that the pattern is the same as the
pattern above) BUT it does not go all over.

Put your finger on the one that is quite right. II

6.3 Check that the students have done this and say - "yes, number 4 is the right one. So
b'~ answer to A 1 is 4. Write 4 here against number 1 in column A on your scoring
fonu, Do not turn over yet. II Wait for everyone to mark the example.

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

6.5 Then say lion every page in your book there Is a pattern with a bit missing. You have
to decide each time which of the bits below is the right one to complete the pattern
above. When you hav~ found the right bit, 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 80 on. There ate no trick questions.

If you pay attention to the way you do the easy ones, you will find the later ones less
difficult.

Try each l.nJ.w:n 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 time as you like. Turn over and do the next one. II

6.6 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 thl1t 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. II



4.3 Then say "Here are a list of statements about yourself. All you have to do is read
them carefully and decide if they describe you or not. If a statement describes you
show this by filling in an "A" on your answer sheet. If a statement does not describe
you mark a "B" in the space on your answer sheet.

4.4 Then say "Look at the questions on page 2. Per example question 1'-10.51 gives you
a choice between two statements a or b.

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

Say choose the letter of the statement which describes you. If it is 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 "8" in the space on your answer
sheet. "

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

4.6 Say "See that a list of statements has been given to you. All you have to do is read
them carefully and decide if they describe you or not. If a statement describes, you
show this by filling in all "A" in the space on your answer sheet. If a statement does
not describe yOUmark a "B" 011 your answer sheet."

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

4.8. Walk around and assist students when they need' help.

5. IRE SlMU.AlUTIES TEST

Approximate time needed: 45 minutes

5.1 Hand out the Simiiarities question sheet,

5.2 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 correct answer: "They are
both round and they both roll II

5.3 Say: "Please write down the answer N you can just write 'both round' or 'both rotl'".

5.4 Tell the students "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.

5.5. Give no other help other than to say "don't give differences, only the similarities".
Please note that NO WORDS ARE TO BE EXPLAINED



2. THE DRAW-A ..PERSON TEST

Approximate time needed: to - 15 minutes

2.1 The students need a pencil and eraser for titis test.

2.2 Hand out blank sheets of A4 paper so that the shorter or narrow edge is closest to the
student.

2.3 Say: "Write your name on the top left hand side of the page".

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

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

2.7 Say IIAs you draw you can rub out and redraw parts that you want to Change, Begin"

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

2.9 Allow about 2 minutes for the students to do this.

~ THE LOCUS OF ~QNmQLOWSTiONNAffiE

(Approximate time: 15 .. 20 minutes)

3.1 Hand out the questionnaire called the Nowlcld-Strickland Locus of Control scale for
children.

3.2 Say to the students "Write your name on the top of the first page".

3.3 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".

3.4 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

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

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



APPEND~CES

APPENDIX A

INSTRUCTIONS FOR TEACfTh~is
Included in this package are the following:

L. A biographical questionnaire
2. The Draw-A-Person Test
3. The Nowickt-Srrfckland Locus of Control questionnaire
4, The Khatena Torrance Self-perception questionnaire

The three intelligence tests are:

5. The Similarities test and
6. The Ravens test
7, The Biggs test

and the creativity tests are:

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

and the two evaluation tests are
a. of the student by the teacher' and
b. by the students themselves

10. The cognitive rating scales questionnaires.
(Form 1 for the teacher: Form 2 for the student).

L. lllilGMPIUCAL QUESIIQNNAllm

Approxlmare time needed: 20 - 30 minutes

1.1 First hand out the biographical questionnaires.

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

L 3 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.

1.5 Assist students individually if this Is necessary.
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QLlestion 2(8).

I~hl?,t did YOLIhave to do in Cill.lestlon 2~A)"

... " ...... H ..... ., ••• • •• .... " .,"'." .. "' .. " "' " .
••••• " •••• " ,..l1li ft I1 .

QLlest ion :2ill.
EHplain step by step how you worked OLlt how to do question 2(A) .
••••• "' ••••• t ••••• ., ";_ •• ".,, ·,· •• ··III'· •• iI" " .

••••• 111111 ",,,,if ".4 ••••••• ., ••••• " •••• 'IiI ••...... " .1 " •••••• r •• f " •

..................... 'I1 " "." ••••••••• Ii.'11., •••• , • ., ••

~ If II • II " .. • .. .. .. .. .. II 'I II , II " _II " , " .. " " .. • • " " • II' " , .. .. It .. " .. iii .. .. " If " .. " II .. .. .. III .. .. " It " .. • " itt • .ti

....... I!iIll! •• ii •••••••••••••• Ii ••• "'" ••••••••••• ,"' .1 ••• " " ..

............... " •••• 11.' •••••••••••••• 111"" •••••••••••• '11." ", ••••

Quest ion 2 (0).

Explain Any diffi~ulties YOLI had •
• " » .. " .. " ••••• " •• 11'111 "" _ ",

• , ... , • " • If ~ ......... If '" ...... II '. " ... " ...... " .. , " ... II' a _ III ., • I' ...... " .. " 111 , " " .. iii ... Ii .. II " It tt • I' ;,

.. " If it • " 'II " • , 11 !II .. " .. .. • " ... tt .. .. .. II .... ;; II • " • .. .. " III II • " " III , • .. " .. .. • .. • .. • .. .. " .. -. • II' II t , • .. •



aI/e.G. 7"1(7 IV ~ (II)
CII'cle the word or vlQrds that describe what is ccnmon between tile Sdlllf'le plCLure ()~, till'

lei't and each of the pictures in the same row.

$(I'"p1e ric lu"~ l-'
I

____ __ dire c t j on size co lor fo ".~I_+,,;;.d;_i ..,.;;e.;;,C.;;..ti:.;,:o,;;.n_...:.'i.:,.:i l.::.:,e:_.....:~:.::'Ij..:.! ,:.:.;)':.-_..:.:;( Q:.:_I'.,;.:..n_--I

IlUlliOer Ull'act i \)11 CO 101' FOrll1 nUllille r J 1 re eLI on Col c.' rOr"'1

0 0 - e • II
II0 ., • •0 0

number co I or size r01'11\ nWlllJel' color :"4e F~r'."

~
_" [:?

[7[7
V

dlt'oction I1UlIllJct' color size t'01'1I1 d I rec t I (lll I1Ulllbcl" CoII)t' s LZQ (0"'"

+
direction IlUlllbcl'" s iae co lor rornl dl -sct tcn 11UIlUQI' ~i ze co lc r fo,'"

,...

•
999 vvv

colornUltllJlll' form



Ouest i or, .!J..!ll.

What did you have to do in QLleBtl~n 1(A)7
............... _ " , ••••• ' ••••• 11111 " .. .:"" •••••••••••••••

• iii ill III .. ill II ... ............ iril .. '.III •••••••••• .,.•••••••• " ••• .IIi1. .

r~uer,:; t1.P n..J..l.Q.

EHplaln step by step how YOLI wotKsd out how to do qU8stlon 1!A),
...... ,I'I! ".fIt " •••••••••

• .. Ii " " III .. " n , .. .. • ;. jO III it • It " II .. Ii it • .. .. • • • • • Ii I. ,. II .. , , ,; III • III ,. I " .. " !Ii " .. " ., .. I! .; II j .. • • _ .. • f

••••••• iII " " it •••••• f •••• ;.11'" •••

...... " •• _ ••••••••••••• .".,. •••••• , f' •••• e: •• " •••••••• " .

Ii !II • .. • Ii • ill i'• ., " " • iii Ii it III • II .. III Ii II .. II .. " • • • .. .. .. .. .. iii .. " • .. .. • .. • III , III " Ii i ill til III It .. , " • • • II .. • • •

iI.' ••••• u ••••••• iII ••••••••••••••••••••••• " •••• " ~.1 '.;;

pLtest 10'''11(0)
Expl~in any dlf~lculties you h~Q .
••••••••• , " , •• " ;. , •• " •• , ~.i

• • .. " .. .. .. III • • ., • • Ii • • • Ii .. • • • it .• ill • " • • II! IJ • It t i " • .. • • " .. " II " , .' " II , " .. • , .. , .. • • • 4 , • • •

It • • .. " .. " ., if .. • " .. • .. .. • .. • .. iii • .. .. • '" .' • .. • • • " , • • , • ,. \0 • " • .. ... • II .. • .. • • • • t • , , • • " r , • "

• II: " • • • • " ... It • • " • • .. .. c .. e " • " .. , ..... , Iii • .. • " • .. It it I .. iI " • .. .. • • iii II' .. " 1:1 .. • j .. , 'I. , " • I • .II



Indicate what is conmon to each pair of pictures and the GI UerenCI)$
between them.

Questlon l(AL----------------------------------------w· __ , ~

D
Comroon!----"-

Oi fferent!_ Oi (Ferant:

0000 OODO
COnJllOn: _

Oifferen t: 01 Freren t: -_ _ ....".. ~-"

V V 6 D
V V D D
V V 6 D

COlllllOn:.--~.
Of fferent.: Df Heren t

EB EB EB EB
EB (f) EB

COlilloon: _

Ot ffarent: -- Oi Herent:

DODODD
COllll1On:". _

Of ffarant: Of (fe.rent:



-....
~ 1:.".1_ ••••••••• ' .

APPENDIX F

THINKING SKILLS (4)

GEORGI BRAUDE
DIV. SPECIAL EDUCATION
urrs



APl?ENDIC:rl~S D & E nEVER INCLUDED IN THE PAGINATION, ONLY A, :a, C, F, G, H, I



Road
Letter of alphabet
Gate •
Wall / bricks
Washing machine
Stove
T,V.
Hi-Fi
Bin (e.g, wastebin)
Pipe I tube
Door
Window
Clock I Watch
800\1.
Phone or electrio lines
Postbox
Bottle
Switch
Circuit board
Shirt
Trousers
Calculator
Tree
Leaf
Flower
Pot
Bulb
Box
Bus I car I true
Chair
Table
Wardrobe I cupboard



Seed or pip
Animal (eg. pig, camel, tortoise, sheep)
Face or head
Body of person
Bye or pupil
Glusses (eyes)
Brain
Flower
Egg
Hat (e.g. beret)

Picture Completion

Common Responses :

Glasses (e.g. sunglasses)
Bird
Tree
Bus lear / truck
Head or face
Person
FrUit (e.g. orange, apple, hpnll!)n)
Flower
Water
Hill I mountain
t.eaf
Vase I flower pot
Watering can
Teapot / kettle
1300k
Fish
Crown
Hat I cap
House I hut
Hand I arm
Cup I glass I beaker
Letter of the alphabet
Heart
Umbrella
Gun
Dlmbell (weight)
Kettle
Snake
String I cable I whip
Wheel or tyre
Steps or stairs
Snail
Chair
souncwaves

Common Responses :

Pencil
Person
Hut I Ship I house
Tin I can
Mug I cup



14. Fantasy Figures :

Clown, monster, witch, etc ... scores 1.
Character figures - scores 3.
Ordinary figures .. scores 5.

15. Size of Drawing:

Between 6 and 22 em - scores 5

22.1 - 24 em - scores 4 4.5 .. 5.9 em - scores 4

24.1 .. 26 em • scores 3 3.0 .. 4.4 cm - scores 3

26.1 - 28 em ' scores 2 1.5 - 2.9 em • scores 2

28 + em .. scores 1 o .. 1.4 cm - scores 1

16. profilLView

Full Frontal .. scores 5

Partial 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 PU~

(The number in each block represents the score).

1 2 2 2 I

2 3 4 3 2

2 4 5 4 2

2 3 4 3 2

1 2 2 2 2

'.aTORRANCE CREATIVE THINKING

Picture CQnstruction

Common Responses :

Insect (e.g. tick, spider, cockroach, butterfly)
Blrd (e.g, piseoo, ostrich, hen)
Fruit (e.g, peach, orange)
Potato
Rock or hill



APPENDIX C(\

SCORING:

t. ,Shading

2. Reinforcement

3. Erasures

4. Deta.i!Lin
~

5, Sk!iltch~ line~

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

Light, dim, subtle and uncertain lines which furtivelfy accent
particular parts of the figure. Patterned or stylised shading.

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

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

Unessential features or details added to the
figure or background,

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

6. Transparency Body of the figure completely transparent or inadequately clothed so
that body parts ordinarily covered are shown.

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

8. Distortion Any unnaturalness or irregularity in form. Any non-human aspects to
figure drawn, often displayed by size disproportion.

9. Incompletene.u

to. Mixed A~e

Figure not drawn complete, lacking in significant body parts or
clothing.

Disparity in the physiological maturation of various body parts,
such as breasts emphasised in an otherwise childish body,

11. .o.ru;1.QsiteSex Figure drawn is of the opposite sex of the
IdeotificruiQn subject, or if the same sex, opposite sex characteristics are displayed.

12. 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.

13, lmmaturit}:: Drawing is marked by elaborate treatment of the mid-line such as
Adam's apple, tie, buttons, buckle, and fly on trousers. There is
emphasis on the mouth and/or breasts.
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FINANCIAL INVOLVEMENT
Do you have to work to earn money while you are studying?
II 0 Co" .

TIME DEMANDS
What sports do you play? ............................... II ., .....

••••• II 1ft 11 II ••••••• II ••••••••••• ,I II II ..

What are your hobbies or interests out of school?
•••••........... II •••

What responsibilities or duties do you have at home e.g
cooking, cleaning, shopping, washing and ironing, Look.i.nq
after younger brothers or sisters etc?
....... II •• II' II .. ' •••• 11 ••••• II •••••• ,1 ••••• II' 4 ..

How long does it take you each day to do these things?
••• i •

What time do you g~~ up to catch the taxi to school?
'II 1(1 Ii. II to II II ••• II II II II ••• ' • II 11 II 0 II II' • ii II II
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If you repeated a standard or form, which one (s) did you

repeat?

...... , .. ·a i to iI II iI •

HoWmany times did you repeat that or those standards?

............... t ..

Have you ever received an award for some achievement of

yours?

What things have you done which make you proud of yourSelf?

............. t< II to .. ,. " 11 ..

........... .. •• ••••• •• it ..

.. . .. . .. .. ,. . .. . . . .. .. . .. .. . .. . . .. . . .. .. . .. . . .. . .. . . . . .. .. .. .. .. .. . .. . . . .. ~.. . . .. . . .. .. . ..

POSSIBLE INT~~UPTIONS IN SCHOOL CAREER

Did t.he school you went to ever have a boycott or close

down?

.............. ,. II ..

Has there ever been a serious event which caused you to

stop going to school for a while. e. g Were you sick or

did someone in your family die?

... II ,. II ..

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

......... It 11 0 , .

• t ill Ii " II .

How long did you stay away from school?



, -
DESCRIPTION OF MLE ACTIVITYI ~

.'

~
~

OESCRIFTION OF ACTIVI1'Y

~ ~
WHICh l~ ''I~UFr-ICIENT OR IN

~
~ CON"I'R", ';TiON TO MLE

~
0. :!

0.. a f{l

~
~ 0 !:i :JIca. w .J Iii0

~
0(
:::l

~ Ins VI
::I :::l z

TRANSCENDENCE
1 The teacher explains a concept or 1 The teacher falls to bridge concepts

principle beyond the scope of Ule \ to related subject matter
present Subject matter

2 The teacherexplains the relationship 2 The teacher presents each subject
of the subject of the 1135S0nto \ as an isolated and unrelated set of
previous or fuMe subjects 'I Information and Ideas

3 The teacher expfCiinshow the 3 The teacher tails to show how 0110
underlying process in solving a X problem solving approach can be
problem can be applied to another applied to a variety 01sltUCItlons
situation

~
4 The teacher promotes the use 01 4 The teacher (ails to show how

work hab~swhich are useful beyond , rrartlcular work hablts may be used
present needs n a different context-

5 Other: 5 other:

COMPETENCE
1-'

1 The teacher selects and presents 1 The teacher faits to take intQaccount
material appropriate II') the students " students level of development when
level of development selectlt19 and presenting material-

2 The taachcr phrases question'>. 2 The teacher's questions are not
according to students level of .. phched at an appropriate level
competence

3 ThGteacher encouraqes students to 3 Students prOQressis only measured
be aware of their progress relativo to ' ' ac::eordlngto tM Class average
their own standards

4 The teacher breal(s dOwn !lcomplex 4 The teacner lails to recuce anxiety JJY
task Into Its sirrt'ler parts to reduce '.... shOwing how a eerrolex task car be
anxiety slmplnled

,_

5 The teacherpralsessuccessful steps 5 The teacher ONy praises successful
towards completion of a task ccmptenon 01 a tasK- -

6 Tile teacrler rewards participation In , 8 The teacher 0005 not reward
an actlvny " partiCipation

1-'-

7 Other: 7 Other:

-
r,



APPENDIX I-
OESCRIPTIOfii OF MLE ACTIVITY i e ~ DESCRIPTION OF ACTIVITY

~

ffi
~

WHICH IS INSUFFICIENT OR It-.l
~ CONTRADICTION TO MLE

:t Do i
a: Do ~ a i:t 0 ~ ffiQ
Do W ..J
0 13

oC
:::l

~s ::z gj 2:

INTENTIONALITY AND RECIPROCITY

1 Teacher arouses student interest .~
1 Teacher falls to engage slucents

and motivation
1...-

2 Slud{lnls ask questlons ,,,levant to
'\

2 Students do not participate In
the subject matter relevant dlscusslon.,
Teacher gives appropriate feedback 3 Teacher Is Insens~ive to students'3 ~'on students verbal contribUtIOn varbal contribUtion

4 Teachet gives approprlale feedback 4 Teacherlalls to give meaningful
on students v mien contribution '" comment on students wr~ten

contribution

5 Teacher 1$willing to re-sxplaln when ,! 5 Teacher does not take cognizance 01
work Is not understood the need for re-explanatlon

6 Teacher comes prepared for the 6 Teacher did not prepare adoquately
lesson end creates a sense ot for the lesson and lalls 10create
anticipation by changlr:1g classroom '\ enthusiasm
atmosphere

7 Other: 7 Other:
NY t ( "'--MEANING - --

1 The teacher explains the I~rtance 1 The teacher falls to provide the
or value of a SUbject , purpose or rEI levance of actlv"le!1 or

subJec:ts

Tho teacher explains the reason tor
..

The teacher focuses on a subject2 2
focusing on a SUbject wijhout giving explicit reescns lor

d~

a The le~cher transfotms material by 3 The teacher tails 10vary prel'lenl311on
changing frequency andl or Intens"v , In orddr to conve~ to students the
of presentation Importance or va LIe01a subject._----

4 The teacher gives pos"ive or 4 The teacher responds Indlflerently to
negative feedback In explanation to ,:: student responses•a students responses_.

5 111eteacher asks more 'hoW' and . " 5 The teacher asks more who' Md
'Why' questIOns. proccess questions , 'what' questIOns· contont questions--

6 Other: 6 Other:

61
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QUestion 5<A)

G~ve:5 e>:amples from everyda..,' life C:"Fwhet'E! ccmpar r eon i.e:; l.Is;ed •
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j]LI£:.'stion 5 {EO

Give 3 examples of where YOLI LIse comparison in everyday life.
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Glut'?_§:!;j.Q1.L.g, (C.2..
Compare the school which YOLI attend~d pl'evlt:,'\.ISl·Y' with \.'iiI"d Cal'E:er
CCII lege
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Question 4(C)
compare an eleetrical and B mechanical workshop.



Question 4 (A)

Give at least 3 examples
subjects at school.

of where comparison is l.lsetJ i n
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Ques~ ion 3 (B)"

What did you have to do in Question 3eA)?
...... _ 11 ».11 .. ., ••
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Quest.i o IL..:J J.C ).

Explain step by step how you wO~ked out how to do question 3CA).
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Question 3(A>J:;22J_
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J are five differences between the two pictures, 'loll'~ eacn ,~\He"er,ce ,/0',1 find with an ;(,



~----------------,----------------~--'------------------------~e 1
Q ~ I). =: ~ OESCRir:iIOH OF AC7l\'tiY

)000 § ill ~ WHICH IS INSUFFICIENT OR IN
... C ~ II: CONrRADICTION TO MLE~ ~ = a
c:: 0. i! fil I

~ 0 ~ =r ~
~ til ~ ffi ~

i ~ !g ~ ~~ ~~~_~~-- __ W '_'_.__'__._~ ~~

INDIVIDUATION

The teacher accepts divergent -J I I II 11 ~ tea::hercom.·n:.ml::a!es that the<e is
approaches in solving a problem '\ I oriy crecorrect way to oolveaproblerTI--1~~--+-~I--""_--rI2---------------------~

1-
2~;_~~~_~_,~_.h_e(_t~_'ri<._hg_ur_,~_es__ ~~__ 6I'_e:-o_'e:_rt.l_' -+_-+- 1-,-1 l~~nd_he_~Tsa;o~~~~~OS~~~d=U~fg;~r,~nyoppol1uney lor nro"dINe wor1< ......, ~~

13

5 The teOl.::hersupports tM right of a X
student to be different '

6 The tea:her k1slstson tota k'JentH)oaHon q'
wlh her '(eWes !:ltd beliefs k~--~.--~-+--~--------~ ah. r~---------~------------------------~~------------------~~--~!

5 The teacher refrains from asklTld Iortotal }'"
1:i!ll111f.:atlonw~i' h9r vai:Jes an::! bfJIfgfs ,.'"

7 Ott'ler:

GOAL PLANNING

The teacher fosters thfl need and
ability of stude to' reai&b ~
for themsel'les •

!----------------·--r-....,--..--...-_,...-,,-------------- .....I j;'
1 The te.acber's Inappropriate expac- :::.

tatlol's result In the tltuderrts $ettln~
unTeallstlcl90ats for themselves

2 The teachnr enCQuragas
perseverance and patience In the
pursuij oi goats

t :r-----------------------4---+---I---~---~--~---------------------~1 I
2 The I~ooher allows the student to give '.

up on a task as soon as ~becomes too
dbR

3 The teacher expla~nsto stUdents the 3 The tsncher falls IQdemonstrate th9
~tTatem' underlying oeaJ planning process 01seltlng arti oohlevlng goalS "!-~---------------_.j.-....j..---*--_l_-+_-l-,\,

4 The teacher develops In the Ment 4 iM leacher' fails to develop In Ihe '"
the need and ability to review and student the need and ability to revlsw
modify ooals ac:c:ordtng10 changing 1,\ and n~1fy goals accordln9 '0 fi,'
needs and circumstances ohanglng needs aod elrcurttstances ['

J-5-The--te-a::-hef'--m:xJ--els-oo-a-kl-Iro;-_.-"e:I-~-~-I---I--+----i!---+--l-S-Thii-l ~flacher has no clear ObjectiveS
haviour: salting clea' goals lor emh X:, end lali" to provide a structure foq
~:son ard for ~ n9~ ~ __;.._-J.._re_a_c_t11_~_h_e_r_Obiectlves ''':1

6 :;O,e tsa:::htH lil$tll!: an autonomous i I 'X' ,I Ie ')"he \ea::hef 1$ presc:;;JWe a,j r,",&:eg
a~~,:.)~e I~ :~e s\Joe,..~ t~rt~eirt::t.J~'e: doolsbns forthe sru:lerl!$ f:.sture

7 ~har: ~ .1. :l [I I~:~'" ---==:
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~DeSCRIPTION OF MLE ACTIVITV
~

w DESCRIPTION OF ACTIVITV
>- ffi

~
WHICH IS INSUFFICIENT OR IN

t:: ...
~ cr:~if-1AOICTION 1'0 MLen:;c

~ 3
~

u,
0. 2! ffI g0 0

~ ~Ci. c e0.. W0 ...:
ffi!8 ::J

~ Is ::I ~ ;z
,Tll "AUM all .. I ,

SELF.REGULATION AND CONTROL OF BEHAVIOUR- ",'.,;

1 The teacher Instil s in students 1 The teacher falls to Instill In stud~'nts
behavIour conducive 10 learning '< behaviour conducive to learning
_.gOOdclassroom management • bad classroom management-

2 The teacher restrains the X
:2 The teacher faUsto check

Inappropriate lmpulslveness of Inapproprlale behaviour In a
students classroom- .

3 The teacher encourages 4

3 The teacher lalls to encournge
sell-discipline In students '< self-dIs<::lpllnt:llnstudents--

4 The teacher models respect, 4 The teacher falls to demonstrate
commitment and perseverance

,~
sustained Interest and commitmeAt

In classrocrn activities In classroom actlvltles-
5 oiher: 5 Other:-,

SHARING BHAVIOUA- ,

1 The teacher applies eHectlve group '1\ 1 The teacher falls to apply effective
teaching methods group taachl,19 methods_.

2 The teacher encourages students to 2 TtH teaener discourages students
share their work experiences w"h X trolll wo~lng co·-operatlvely
each euier

1-<---
3 The teacher shares her approach to 3 The leacherfalls 10 verbalize (talk

solving rasks wnh students >\ through) her strategy In solving a
problom

". -
4 The teacher encourages studerlts to 4 The teacher always Insists on

help each other and tacil!t'tes pt.~er >( fndlvk:lual wort<
tutoring

~,._ - - -
5 Th!.' leactler encourages students to 5 The teacherlalls 10encourage active

!fslen I~ each other X. listening when other students are
responding

-,,"",_..~ ...~ -s The teacher encourGlglls stud~nts to e The teacher falls to promote In
empati1lse wnh the IlleHnrs of others K students tolerance and

understanding 01 aocmers point of
vlaw-- .

7 The teacher selects sublGf.:t matter 7 Theteachoroncourages
whIch a~haslses (1113 II1lA?rtaocl'1 of

X
competnlon 10 the detriment 01

cooperation co-operation_.
8 Other: B other:....
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rESCRIPTION OF MLE ACTIVITY
~

a ~ DESCRIPTION OF ACTIVITY

~
ffi

~
WHICH IS INSUFFICtENT OR IN

~
~ CONTR.4.DICTION TO MLE

2 a 3!
IX: Q. III 80 0

~ :t0. C ffi0. W0 ;a ~
~ ms VI

:lI ::I :z::

THANSCENDENCE
1 The teacher explains a concept or 1 The teacher falls to bridge concepts

prinCiple beyond the scope 01the K to related Subject matter
present subject matter

2 The teacher explains the ralatlorlshlp >( 2 The teacher presents each subject
or the subject 01the lesson to as an Isolated and unralaled set 01
previous or luture subjects ln1ol1Tlationand Ideas

:--- -
3 The teacher' explains how the 3 The taacher falls to show how one

underlying process In solving a < problem solving approach can be
problem can be applied to another applied to a variety of situations
situation -",.._..-

4 The teacher promotes the use of
>(

4 The teacher rails to show how
work hablts Which are Llseful beyond rrartlcular work habits may be used
present needs n a different context

5 Other: , 5 Other:

fo.:,··f~"_ -
COMPETENCe

1 The teacher selects and presents 1 The teacher taus \0 tak~ Into accoun~
material appropriate to the students )( students level 01 development when
level of develcpment selecting and presenting material----

2 The teacher phrasei'l quostk>ns ~ 2 The teacher's questions are not
accorrllng to students level of X. p~ched ~. an appropriate level
com~",tence-

3 The teacher eneouraqes students to
X

3 Students prOQrossIS only mear'Jred
be aware of their progress relative to according 10 tho class average
their own standards

_..~___.-

4 The teacher breaks dOwn a complex 4 The teacher' aUllo rt~uce anxiety by
task Into Its Simpler parts to reduce X shOwing ~'OWa corrcrex task can be
anxiety simplified---

5 The teacharpralsG$ successful steps
~

5 111eteacher only praises successful
towards completion of a task completion 01a task-

6 The teacher rewards participation In >, 6 111eteacher do6$ not reward
an actlv~y participation

7 Other: 7 other:
I



OESCRIPTION OF MLE ACnVITY ~
ffi ~ DESCRIPTION OF ACTIVITY

I ~
ffi

~
WHICH IS INSUFFICIENT OR IN

a: ~ CONTRADICTION TO MLE
:t 0. iii
0. ~ ffi

~0 ~ ffiQ

I 0. U.I oJ

~0 a ..c
::l ~0 gj w

:2: :;a III :t:

INTENTIONALITY AND ReCIPROCITY

1 Teacher arouses student Interest '>( 1 Teacher falls to engage students
and m)Uval)on

2 Studenls ask questions relevant to K 2 Students cIQ not participate In
the subject matter relevant discussion-

:3 Teacher gives appropriate feedback x: 3 Teacher is insensitive to students
on students verbal c;ontributlon verbal contribution

4 reacher gives appropriate feedback
X

4 Teacher falls to give meaningful
on students written contribution comment on students written

contribution-
5 Teacher ls willing to re-explaln when )( 5 TeacherclQes not take cognizance of

work Is not understood the need for re-axptanatcn

6 Teacher comes prepared for the 6 Teacher did not prepare adequately
lesson and creates a sense of A for the lesson and falls to create
antlelpatlon by changll:1g classroom enthusiasm
atmosphere - -

7 Other: 7 Other:.......,'__
MEANING

1 The teacher explains the Importance 1 The teacher falls to provide the
or value 01a subject X purpose or relevance of activities or

subjects
!--- -

The teacher explains the reason 101'
.

The teacher focuses on a subject2 2
focusing on a ~subJ(Kit X. wtlhout giving explicit reasons lor

- d~

3 The teacher transfollTlS material by :< :;I The teacher falls toYl't'Y presentation
changing frequency and! or Intenstty in order to conye~ to students the
of presentation IIf'4'.iOrtancaor va ue of a subject

4 The \el'lchor gives r'Qstllve or 4 The teacher resconos Indttrerently to
negative feedback In explanation to X. student responses
a students responses .

5 The teacher asks more 'hoW' and 5 The teacher asks more 'who' and
'why' questions • proccass quastlons X 'what' questions. content questions

6 Other: 6 Olher:
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oeSCRIPT10N OF MLE ACT1VITY

~

fa
~ DESCRIPT10N OF ACTIVITY

i
ffi

~
WHICH IS INSUFFICIENT OR IN

~
~ CONTRADICTION TO MLE
e, iii

CI: ~ '! III it ~ ffi~ ...I
04(0

~ :!:)

~s ::I s ::z:

CHALLENGE

1 The teacher anccuraqes Intellectual ,\ 1 The students are not encouraged to
cUriosHy question or ask 'what no questlC'ns

2 The teacher encourages origillal"y 2 The leacher instils conformlst
and creatlv"y ''( behaviour and discourages

divergent thinking

:3 The teacher makes available to the 3 The teacher adheres to the ,ried and
students challenging, oovel and y tested ~roach· and presents
complex situations conve onal tasks to students

r- --
4 The teacher encourages students to y 4 The teachor Inhlb"s orlglnal

create their own examples and to approaches In engaging In an
present them to the class activity -

5 The teacher helps the child 5 The teacher falls to Peromoteintrinsic
anticipate the satisfaction of \ mollvati9n to camp ete a complex
completing a task task

6 'rhe teacher encourages students to 6 The teacher falls to Instil
persevere with diHk:un tasks -< perseverarce In students when

completing a complex task-~ ..,....... -
7 Other: 7 Other:

fIIiiii4U .. _ .....
SElF·CHANGE

--...:,..... - , __ I

1 TM teacher promotes . 1 The teacillorfnils to deyelop an
self-evaluation of Individual p~ress .Y awareness ot self-evaluatlon and

Indlvldua! progress,
2 Tho teacner diSCOUrages students 2 The teacher explicitly evaluates ths

Irom USing oxtemal criteria for , , chllcllmlaRive to class standards al),j
measut1ng pmgress .

encoura~les comparison 01marns-
3 Tho taachel'de·omphaslsosl.a.bellng 3 Tho loaci-wr's conslstont use of

of students ,'. laboUIlQ reSUlts Intho child acting out, theSG oxpectatlons",--
" ." otoachGrgonerlltosallawaronoss oi The toachor falls to croato an

of Chango Within oneGo". and In ' ' awarel~9SS01chnngewlthln oooso".
rolatlonshlps with othoro and tho '( and In relatlonsh~s with emers and
environment the onvlronment

5 The teacher models !Soli chango by \ 5 Tho toach6r falls to modify her
sharil1Q her growth and learning attnudos or approachils to now
oxperioncoa situations

6 Othor 6 Othor
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~ESCRlpnON OF MLE AC7iVriyi >- I IU

I - DESCi=,iPTIOI~ Or A:-:-:VliY... ~
~ I % !i WHICH IS INSUFFICIENT OR INIU I>- I :t! ...,_ , c: ~ c:: i CONTRADICTION TO MLE

~
I
0 e, :!... Il- :!g: COo. ffl I

0 0 ~I :::Il

I
15..J

I
ll- I Q ..J ffi i=e,

I
w <I:

I
<0

~ ::l

~ ills :os s %

INDIVIDUATION

I 'fTl 11
-

1 The teacher accepts divergent The tea::het' corm I\Jni::ates tt'la! there s
approaches in solving a problem I orlyonecorrect way to rolva aproblern

--- . I I I ! 12 The teacher prcrnctes ::c"i::~:-:ir.v2 The le<r;her ~ur~es IrdE?~"(1

I
a'"):jOrQncl thlrnl"lg, and g~ Y, and discourages Individual Creall\'rl)'
oppotlun~ lor nrovati'v'e work

3 The teacher lets students choose pert I 3 ihe teacher Is not receptive to
of their classroom acttvileS and \ students' suggestions and promotes
encourages lilvemlty g, use of free trne uniformity of actlvitios-

4 The t(;lacher enhances positive X 4 The tea::;het' exhbfts (:ultu~ bias arc
aroects of cuHural pluralism does rot rrtegrate different 'NOrt:I views_._. ,-

S The teacher supports the right of a
~

5 The teacher falls to promote
student to ' Jitferent acceptance of individual dtfferences-

6 111eteacher t'l:" ...., t::i fn:'l n asklf'ld fortot~ -!._ 16 The teacher hsists on lot~ i::Ientlticalk:tn
i::Ientlfi<::atk:tnwah het'vanes an::l OOliefs wRh het' valles and beliefs

,

I I I I -r7 .-
7 Other: Other

I

"" .
GOAL PLANNING

The teacher fosters tho need and
i;

1 1 The teacher's Inappropriate expec- ~
ability of sto::In to ~ reaistb ~ " lations result In the students setting
for themselVe$ • unrealistic goals for thernselv(3s I

I

~ Thele~cheroncourages
I

2 ~ tea:her allows the student to give '.
perseverance and patience In the 1 up on a t~ as soon as ~becomes too
pursuH of QOals tliffi::lll-

3 The teacher explains to students the 'I 3 The teacher falls to demonstrate the
strategy undertying goal planning process of setting and oohleving goals \

4 The teacher develops In tho student 4 The teacher falls to develOp In the r,
the nead and ability to review and ' . student the need and ability to review
modify goals aCCOrding to chatlglng . and modify goals according to .~
needs and clrtJn\-~nces changing needs and circumstances I

................

I
s The tea::hel' m:xIels goakllracted be- S The teacher has no clear obJectlv"

~1aVbur: satth'r,) clear godls for ea::h and falls to provide a structure fo
r:.'SS,n anti f:.lr ~'n~ nQEOOra

I I I reaching her Objectives II
6 The Isa.::her Instils an autororrous I

I I" I 6 Ths tea:."ler is prGscri;:ltive a'"l::i i.i&:es
a~~::::le :'i :'"Iesude:r.s br t'ie Ir f:.,'tJre I I dooSons for th9 studert's t.1ture

" .I1 Other: I t Other:
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~DESCRIPTION OF MLE ACTIVITY ~
11.1 DESCRIPTION OF ACTIVITV...

>- 5 ffi
~

WHICH IS INSUFFICII:NT OR IN
~ ti! ~ CONTRADICTION TO MLE
j:! e e, :!
a: 0- !! ffl ::z:0 0 ~ ::I 20- 0
D. 11.1 ..J ffi !(0 ~ ~

~ fa!£ ::i ~ ;z:

SELF.REGULATION AND CONTROL OF BEHAVIOUR

1 Tha teacher Instills In students 1 The leacherfalls to Instill In students
behaviour conducive 10 learning xl behaviour conducive to learning
•• good classroom management • bad classroom management

-
2 The teacher restrains the 2 The teacher fails to check

Inappropriate Impulsiveness of .{ Inappropriate behaviour In a
students classroom --

3 The teacher encourages ~
3 The teacher falls to encourage

self-discipline In students selt-dlselpllne In students-
4 The teacher models respect. 4 The teacher falls to demonstrate

commitment and perseverance \ sustained Interest and commrtmem
In classroom activities In classroom activities. --

5 Other: 5 Other:

SHARING BHAVIOUR

1 The teacher applies effective group X
, 1 The teacher falls to apply eHectlve

teaching methods group teaching methods-
2 The teacher encourages students to 2 The teacher discourages students

share their work experiences wHh . .( from wor1<lngcO-O.-Jaratlvely
each other -

3 The teacher shares her approach 10
~

3 The teachfJrfalls to verbalize (talk
solving tasks wHh students through) her strategy In solving a

problem.
4 The teacher encourages students to 4 The teacher always Insists on

help each other and faclliates peer }( Individual work
tutoring -

5 ThE!teacher ermurages students to 5 The toacherfalls to encourage active
listen to each other ;i. listening when othl:' (students are

responding- .---
6 The teacher encourages students to 6 The teacher falls to prorncta In

empatl11sewijh the feelings of others X s'!udents tolerance and
und(lrstandlng of anothers polnl 1:.1
view

_11:....~_

7 The teaener selects SUbjectmatter 1 Thateacherenoourages
wl1l¢h emphasises tho trrportance of 'A compotUlon to thO detriment 01
cooperation co-operatlon

8 Other: B other:.
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WHICH IS INSUFFICIENT OR IN

~
~ CONTRADICTION TO MLE

~ a. :!
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~ In~ :I [g :z:

TRANSCENDENCE
1 The teacher explains a concept 01' 1 The teacher falls to bridge concepts

principle beyond the scope of the .- to related subjec..1mailerc

present subject matter

2 The teacher explains the relationship 2 The teacher presents each subject
of thc.!subject of the lessol1 to , .' as an lsolalad and unrelated set 01
previous or future subjects '. lrncrmatlcn and Ideas

3 The teacher explains how the 3 The teacher faUs to show how one
underlying process In oolvlng a \ problem solving approach can be
problem can be applied to another applied to a variety 01 situations
situation !

I~
4 The teacher promotes the usa of 4 The teacher fails to shOWhow

I

wcrk habns which are useful boyond . particular worn habft~ may bo used I

present needs In a diHerent context

,
Other: 5 Other:

COMPETeNCE
1 The teacher selects and presents 1 The teacher falls to take Into account

material appropriate to the students X students level or development when
level of development selecting and presenting material

w

2 The teacher phrases questlons- 2 The teacher's questions are not
aC(';Ordlng to students level of .~ pnched at an appropriate level
competence

I-
3 The teacher encourages students to 3 Students prOQress IS only measured

be aware of their progress relative to , according to the class ilverage
their own standards ,_ -

4 The teacher breaks (:fov-.'11 a complex 4 The teacherlajJs to reeuce anxiety by
task Into its simpler parts to reduce showing how a cerrolex task can be
anxiety , slmplnled. -

5 The te acnerpralsee ~Iuccesslul steps \, 5 The teacher only praises successful
towards completion ot a task \ completion 01 a task- -.. -

6 rho teacher rewardn participatIOn In ( 6 The teacner does not reward
an actiV«y participation

7 Other: t Other:
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INTENTIONALITY AND RECIPROCITY --
1 Teacher arouses student interest ,X_ 1 Teacher fails to engage students

and motivation

2 Students ask questions relevant to .x_ 2 Students do not participate Irl
the subject matter relevant discussion

3 Teacher gives appropriate feedback 3 Teacher is insensijlve to students
on students verbal comrlbution \( verbal contribution-

4 Teacher gives appropriate feedback 4 Teacher falls to give meaningful
on students wrttten contribution ~ comment on students wr~ten

contribution

5 Teacher is willing to re-explaln when 5 Teacher does not takeC¢gnlzanceof
work is not understood '\ the need for re-explanation

6 Teacher comes prepared for the 6 Teacher did not prepare adequately
lessen and creates a sense of X lor the lesson and fails to create
anticipation by changing classroom enthusiasm
atmosphere

7 Other: 7 Olher:

MEANING ..
1 The teacher explains the IfllJOrtance 1 The teacher tails to provide the

or value of a subject )( purpose or relevance of actlvijles or
sUbJods

? The teacher explains the reason for
..

The teacher focuses on a subject2
(ocuslng on a subject X wijhout giving explicit reasons for

d~ _.I

3 The teacher transforms material by 3 The teacher tails 10vary presentation
changing frequency and! or ItTtensny A" In order to convey to students the
ot presentation lrrocrtance or value of a subject-

4 The teacher gives posltlve or 4 The.teacher responds Indifferently to
negative feedback In explanation to ' ! student responses
a students responses

'\

5 The teacher asks more 'how' and '{ 5 The teacher asks more 'who' and
'why' questions· proccess questions 'what' questlens- content questions

6 other: 6 Other:
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CHALLENGE

1 The teacher el1COWdges intellectual '/. 1 The students are not encouraged to
curiosrty question or ask 'what W questions

2 The teacher encourages origlnal~y 2 The teacher instils conformist
and creativity '< behaviour and discourages

divergent thinking

3 The teacher makes available to the 3 The teacher adheres. to the "tried and
students challenging, novel and X, tested approach" and presents
complex situations conventlonat tasks 10 students

4 The leach~r encourages students to 4 The teacher Inhibffs original
create thelr own examples and 10 approaches In engaging in an
present them to the class adivity

5 The teacher helps the child 5 The teacher falls to promote IntrinsiC
anticipate the satisfaction of X motiVation to corrptete a complex
completing a task task

6 The teacher enceuraces students to < 6 The teacher falls to Instil
persevere with ditflcun tasks perseverance in students when

completing a complex task

7 Olher: 7 other:

SELF·CHANGE

1 The teacher promotes 1 The teacner faits to develop an
selt-evaluation of Individual progress V awareness of sen-evaluatcn and

Individual progress

2 The teacher discourages students 2 The teacher explicitly evaluates tho
from USing external crlteria for X child relative to class standards and
meaSUring progress encourages comparison of mar1<s

3 The toacherde-emphaslses ia.beUrq 3 The teacher's consistent use of
of students V. labeling results ill tho child acting out

those exp,9Ctatlons._ -
Thetaachergoneratesana:-Nareness 04 The teacher faits to create an
01 chango Within cnesej, 'tnd In

~
awarensss of c.'ange w~hln onoso",

relationships wi1h othors and tho and In relatlonsh~s with olt\el'8 and
environment tho onvlronment---

5 no teacher models l5e" cnange by

'\
5 The te&Chor falls to modify her

sharing her growth and learning attitudes or approaches to new
experiences altuatlons

6 other 6 Othor
,
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INDIVIDUATION

1 The teacher accepts divergent
I '/ I

11 The tea:;hefcom~nk::a1es that there:s
approaches in solving a problem I Orly one correct Way to sofve aproblem

ihe lea:hef' en:;:OurCQesl'"d~e;)jen'.l
I I 12 The teacher promotes ::o!"\l:r:-:-:r.y2

I Ia'"ldO~M thiri<ng, an::! gives
"

and discourages Irv.:!ividual creanvny
opportunity tor i1mvaDve work

3 The tecehe!' lets studeots crooss pert 3 The teacher Is not receptive to
of their classroom a:iiviles and students' suggestions and promotes
encoUra;les diversity In use of tree trne uniformity ot activities..

4 The teacher enhances positive 4 The taa::~ exhbls cultUrny bias ard
aspects of cultUral pluralism does rot i1tegrale dHferentWOrd views-

5 The teacher supports tho right of a \( 5 TIle teacher falls to promote
student to be different acceptance 01 individual differences

6 The teschar refrains from askln;j fo rtotal '\ 6 The teacher hsists 0n total i:!entificalion
i:!entiflCation w~h bervaues an::! beliefs wih her vaiJes ard be/lets

I I
I I7 Other: 7 Other

i

GOAL PLANI'dING ,
t

1 The teacher fosters the need and 1 The teacher's lnappropriato expec- :
ability of stu:.1ents to set rea£stl:: QOals ,'( lations result In the students settihg
for themselves . unrealistic goals for thel1'1Selves I,,
Theleacherencourages

I
2 :~The teacher albws the student to give '.

perseverance and patience In tl1e x up on a task as soon as ~becomes too
pursuit of goals diIfr:Ul

3 The teacher explains to students the
I X

3 The teacher falls to demonstrate the
strategy underlying 90al planning precess of setting ard a:;hieving gOals ,~

4 The teacher develops In the student 4 The teacher falls to develop in Illa f,
the need and ability to review and -, student the need and ability to review
modify goals aceordlog to changl~ and modify goals according to .,
needs and clrcumstar.ces changing needs and circumstances f'

S The tea::her rrodels goak1!rected be- r.. The teacher has no clear obJ£>ctlvesr\..,
haviour. setti~ clea' goals lor ea::h X and fails 10 provide a structure fo~
~::S:ln and f:)r f.sam~ n general

I I reaching her obiectives .~[
!

I I Is6 The taacnar Instils an a!Jtol~m:>us I '<I I 'l1'Ie tea:::h'ar is piescri;:ltr"e a"d r.,&:eg
,,:-:~:"I::)e1:1 :~,: suoe:l'.s tor t'eirf: ....rJre , dooisbns for tM studer('S tJture

7
O1_?_e:= I I I I .[ 17 ~;.~; _-}

,.



c
~DESCRIPTION OF MLE ACTIVITY r:: UJ DESCRIPTION OF ACTIVITYI-

Z ffi
~

WHICH IS INSUFFICIENT OR IN>- :!

~.- I- CONTRADICTION TO MLEZ r:c
13 0 i:I. :!Q. :! ffla: Q. s0 0 ~ :aQ. cQ. UJ .J e ~0

18
<s :::l

~ ffi I::J ~ z

SELF.REGULATION AND CONTROLOF BEHAVIOUR

1 The teacher Instills in students ~e teacherlails to instill in students
behaviour conducive (0 learning behaviour conducive to learning
•• good classroom management ~< • bad classroom management

2 The teacher restrains the 2 The teacher fails to check
inappropriate impulsiveness of l inappropriate behaviour in a
students classroom

3 The teacher encourages • 3 The teamer falls to encourage
self·discipline in students V self-discipline in students

4 The teacher models respect. I 4 The teacher fails to demonstrate
commitment and perseverance ' ' sustalned interes' and commltrnent('

in classroom activities In classroom am. ltles-
5 Other: 5 Other:

.

SHARING BHAVIOW~

1 The teacher applies effective group 1 The teacher tails to apply effective
teaChing rrethods group teaching methods

2 The teacher encourages students to 2 The teacher discourages students
share their work experiences wHh . 'X from working co-operatively
each other

3 The teacher shares her approach to 3 The teacher faits to verbalize (talk
solving tasks w~h students ,~ through) her strategy in solving a

problem.
4 The teacher encouraqes students to 4 The teacher always Insists on

help each other and facillatec peer .~ Ind~:!:l'Jal work
tutoring

5 The teacher encourages students to
~

5 The teacher tails to encourage active
listen to each other lIs1enlng when other students are

responding

6 The teacher encourages students to 6 The teacher falls to promote In
empathlse w"h the feellngs ot others students tolerance and

-c understanding of anothers point of
view

7 Tile teacher selects subject matter 7 Tha teacher encourages
which errohastsee the il'flXlrtancs oT )/ compet"km to the detrlmenl of
cooperation \ C(' -cperauon

8 Other: a Other:-- " . -
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CHALLENGE

1 The teacher encourages Intellectual X
1 The students are not encouraged to

curiosrty question or ask 'what iI' questions.-
2 The teacher encourages original~y 2 The teacher instils conformist

and creativ~y I

:\ behaviour and discourages
divergent IhjnJ-.jnQ

3 The teacher makes available to the 3 The teacher adheres to the ,ried and
students challenging, novel and '\ tested approach" and presents
complex situations conventional tasks to sfuderns

4 111eteacher encourages students to 4 The teacher Inhibits original
create their own examples and to 1. approaches in engagh19 in an
present them to the class activity

5 The teacher helps the child 5 The teacher fails to promote intrinsic
anticipate the saflslactlcn of X motivation to col'1lllete a complex
completing a task task-

6 The teacher encourages students to 6 The teacher falls to Instil
persevere with difficun tasks )\ perseverance in students when

completing a complex task

7 Other: 7 Other:

SELF·CHANGE:

1 The teacher promotes . 1 The teacher fails to develop an
seif -evaluation of Individual progress v< awareness of seH-evaluation and

Individual progress

2 The teacher discourages students X 2 The teacher explicitly evaluates the
from using external criteria tor child relative to class standards and
measuring progress encourages comparison 01 marl<s

3 The teacherde·emphaslses lab$lil'l-J 3 The teachers consistent USB ot
of students t\ labeUng results inthe child ading out

ItittS6 expectations

4 Theteacherceneratesanswareness Ai The teacher falls to create an
of chango Within oneself, and In X awareness of chanoe wtthin onesoM,
relationships with others and tho and In reLationships wllh others and
environment tho environment

5 The teacher models lSe" c:hanqa by 5 Tho teacher falls to modlty her
sharing her growth and learning X att~udes or approaches 10 new
experience> aitlJatlons

6 Othor 8 Othor-
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i
INDIVIDUATION 1

I.~
I I 111 The teacher accepts divergent X The lea:::her corrrroncaes that Ihe-I? IS

approaches in solving a problem r.lrlyonecorrecl way 10 roNe a problem

The leach€)( eooourCIJe5 L'1de;:>e:ldert
I ,

'2 The teacher proi":i:ltes c:)'1f::r!"71~Y2

I
ard On;lM tt1irkh;'j, an:! gtves \' and discourages individual creativri,'
opportUi'1'¥ lor inroV<Jtive work

\

3 The lea:::her lets students choOse pert
I

3 The teacher is not receptive 10
of their classroom actl\riles ard students' suggestions and promotes
er'lCOu~es diversity In use of tree tiM uniformity of activities

< ..-
4 The teacner enhances positive 4 The lea::her exhbb culttJ~ bias ard

aspects of cultUral pluralism does rot i1tegrnle different Wort! vieYJs..,._,
5 The teacher supports the right of a X 5 The teacher fails to promote

student to be drtferel1t acceptance of individual drtferences

6 Theleacherrefrainslrom askll"ld f,:)rlolal ,'\ 6 TI'\etcact1er hsists 0n tota i::!entiticatIon
i::!enttficalion with her valles an::l beliefs wih her vaues an::l beliefs_.

I I I I7 Other: 7 Other

GOAL PLANNING

1 The teacher fosters the need and 1 The taacher'a InapprQpriate expec-
ability of st\.doots to set reafstb ooals X tatlons result In the students setting.
for themselves • Unrealistic goals for themselves--

2 The teacher encourages 2 The tea::hei' aJl:::ws the student to give
perseverance and patience In the X up on a task as soon as r. becomes too
pUfSuH of goals ditlbJl

3 The teacher 6)(pI31ns to student$ the
><1

3 The teacher tails to dem:mstrate the
strategy underlying goal planning process of setting am a::::hievinggoaJ!\,-

4 The teacher develops in the student 4 The teacher faUs 10 develop in Ihe I
the need and ability to review and V, student the need and ability to review
modify goals acx:ordlng to changing aod modtfy goals according 10 !
needs and circumstances changing needs and circumstances

5 The tea::her rrodels goakliracta:! be- S The teacher has no clear oblectlves
haviour. sectI~ clea' goals for ea:::h X and falls to provide a structure 10 i
Ige-S:lnard for ~!nhg 11g~ reaching her objectives 'I

The lea::her instlis an autercrneus I I

I I Is Th91ea::::.~ is presc:l;:ltr"e a"ld ma-:e~ I6

I IKc.:-:~,:Joe1:'1 :'ie sU:ie:1'.s tor their t(,rtJre "
, dooisi:ms for the S!Ude:-fs t..rttJre

..... f

7
,

Other: 7 other: 1
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SELF-REGULATION AND CONTROLOF BEHAVIOUR

1 The teacher instills in students 1 The teacher fails to instill in students
behaviour conducive to learning )\ behaviour conducive to learning
•• good classroom management • bad classroom management -

2 The teacher restrains the

'\
2 The teacher fails to check

inappropriate impulsiveness of inappropriate behaviour in a
students classroom

3 Theleacherencourages ;;: 3 The teacher fails to encourage
self·discipline In sfudents self-dhscipline in students

4 The !.eacher models respect, I 4 The teacher falls to demonstrate
commitment and perseverance ,\ sustained interest and ccrnmltmeet
in classroom activities in classroom activities

5 Other: 5 Other:

SHARING BHAVIOUR

1 The teacher applies effective group A 1 The teacher fails 10apply effective
teq~hlng methods group teaching methods

2 The teacher encourages sludents to ')\ 2 The teacher discourages students
share their work experiences with from WOrking co-operatively
each other

3 The teacher shares her approach to X 3 The teacher fails to verbalize (talk
solving tasks w~h students through) her strategy in solving ;:..

problem- .
4 The teacher encourages students to x 4 The teacher always Insists on

help each other and facillates peer , ' Individual work
tutoring

5 The teacher encourages students to /\ 5 The teacherfails to encourage active
IIslen to each other listening when other students are

responding

6 The teacher encourages students to 6 The teacher fails to promote In
empathlse w~h the feelings of others

\
students tolerance and
understanding of anothers polnt of
view

7 The teacher selects subject matter X 7 The teacher encouragas
which errphastses the IfTllOrtance 01 competition to the detriment of
cooperation co-cperatlon

i!' Other: 8 Other;"
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TRANSCENDENCE
1 The teacher explains a concept or 1 The teacher falls to bridge concepts

principle beyond the scope of the 1\ to related subject matter
present subject matter

2 The teacher explains the relationship 2 The teacher presents each subject
of the sublect of the lesson to '< as an isolated and unrelated set 01
previous or future subjects Information and ideas

3 The teacher explains how the 3 The teacher fails to show how one
underlying process in solving a '< problem solving approach can be
problem can be applied to another applied to a variety of Situations
situation _. ~

4 The teacher promotes the use clf 4 The teacher fails to show how
work hablts which are useful beyond .:< particular work habits may be used
present needs In a different context- .-

S Other: 5 Other:

COMPETENCE
1 The teacher selects and presents 1 The teacher falls to take into account

material appropriate to the students >( students level of development when
level of development :lelecting and pl'esenting material

I

2 The teacher phrases questions. 2 The teacher's questions are not
according to students level of )( pitched at an appropriate level
competence

3 The teacher encourages students to 3 Students prOQress IS only measured
be aware of their progress relative to .X according to the ctass average
their own standards

4 The teacher breaks down a complex X 4 TheteachertaUs to reduce anxiety by
task Into its simpler parts to reduce showing how a cerrclex task can be
anxiety slJ7lllijied

5 Iheteacherprateessuccessiulsteps -: 5 The teacher only praises successful
towards completion of a task completion 01a task

6 The teacher rewards participation in )( 6 The teacher doe'~not reward
an activny participation

7 Other: 7 Other: I
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INTENTIONALITY AND RECIPROCITY_. -__ .

1 Teacher arouses student interest X. 1 Teacher tails to engage students
and motivation

2 Students ask questions relevant to < 2 S!udents do not participate in
the subject matter relevant discussion

3 Teacher gives appropriate feedback ;I.._ 3 Teacher is insensitive to students
on students verbal contribution vertal Ctmtributlon

1 Teacher gives appropriate feedback 4 Teacher fails to give meaningful
on students written contribution I comment on students wrnten».

contribution
.

5 Teacher is willing to re-explaln when .: 5 Teacherooes not take cognizance of
work is not understood the need for re-explanatlon

6 Teacher comes prepared for the 6 Teacher did not prepare adequately
lesson and creates a sense of " for the lesson and fails to create
anticipation by changing classroom " enthustasm
atmosphere

7 Other: 7 Other:

MEANING .-
1 The teacher explains the importance 1 The teacher fails to provide the

or value of a sublect \, purpose or relevance of activities or
subjects

The teach sr explains the reason for
.

The teacher focuses on a subject2 2
focusing on a sublect

\
wHhout giving explicit reasons for
d~ •.

'''' "

3 The teacher transforms material by 3 The teacnon ~ilsto vary presentation
changing frequency and! or IntensHy " in order to convey to students the.
of presentation Irrportance or value of a subject

4 The teacher gives poshlve or 4 The teacher responds indifferently to
negative teedback in explanation to .. student responses
a students responses

5 The teecher asks more 'hoW' and 5 The teacher asks more 'who' and
'why' questions - proccess questlvns \ 'what' questions - content questions

o-

S Other: 5 other:
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CHALLENGE

1 The teacher encourages intellectual / 1 The siudams are noi encouraged 10
curiosity I<- question or ask 'what W questions

2 The teact-er encourages originality 2 The teacher instils conformist
and creativity

"-
behaviour and discourages. divergent thinking

3 The teacher makes avanatse to the 3 The te scher adheres to the ,ried and
students challenging. novel and 'X tested approach" and presents
complex situations conventional tasks to students

",-

4 The teacher encourages students to 4 The teacher inhibits original
"create their own exarnoles and to X apor: aches in engaging in an

present them to the crass activity

5 The teacher helps the child 5 The leacherfails 10 promote intrinsic

I anticipate the satisfaction of ~ motivation to ccrrolete a complex
completing a task task

r--
6 The teacher encourages students to

~
6 The teacher falls to instil

persevere Nah diHicun tasks perseverance in students when
completing a complex task

,_

7 Olher: 7 Other:

SELF·CHANGE
'-.

11 The teacher promotes • 1 The teacher fails to develop an
. self·evaluationoflndividualprogress x' awareness of sen-evaluation and

Individual progress

2 The teacher discourages srudents 2 Tha teacher explicitly evaluates the
from usJI'lQ eldemal criteria for "'- child relative to class standards and
measuring progress encourages comparison 01marxs

3 Tha teacberde-errpnastses labeling 3 The teacber's consistent usa of
ot studems . ;( labeUno results in the child adJng out

these expectations

4 Thateac:hergenoratesanawareness '[ ~ The teacher falls to create an
of change withIn onase". and In ,\ awareness Of chllll1QOwithin oneself.
relationships with others and the and In relationships with others and
environment the environmanl

~
5 The teacher model! sett chalV,Je by 5 The toacller falls to modify her

sharing her growth and learning < allttudes or approaches 10new
experiences $ltuatlona

-

6 Other 6 Other
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