CHAPTER ONE INTRODUCTION

1.1 Why This Research?

1.1.1. The research questions

In 2002 and 2003, the School Development Division, Education Manpower Bureau

Hong Kong enacted a new policy with the document “Personal Growth Education”

(2004, revised version) which is one of four key parts of the new Comprehensive

Student Guidance Service. The education programme consists of four key learning

areas (Appendix F1): personal development, social development, academic

development, and career development. The aims of Personal Growth Education are:

(a) to implement school-based Personal Growth Education for the developmental
needs of all students;

(b) to develop and maximise student potential and to help them build the basic
knowledge, skills, and attitudes in the four areas of personal, social, academic, and
career development through planned and progressive key learning areas;

(c) to conduct Personal Growth Education through classroom learning, short-term and
structured courses, group activities, assemblies, cross-curricular activities, etc.;

(d) to design and develop various learning and guidance sessions/ activities in a
gradual and progressive approach with reference to the developmental needs of
students;

(e) to enhance learning motivation of students through interactive and cooperative
learning programmes;

(f) to encourage self-exploration and reflection, with an emphasis on active
experiential learning; and

(g) to enhance applications in daily life through connecting learning content with life
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experiences and events.

The development of Personal Growth Education (hereafter, PGE) was a
micro-curriculum initiated by the Discipline and Guidance Section of the Education
Manpower Bureau. I conducted this research as a frontline student guidance teacher. It
was challenging to study this topic in primary schools, record and analyse what
actually happened during its development process, make conclusions about its
significance with regard to actual responses and limitations and difficulties of the
stakeholders, such as upper managers, middle managers, frontline teachers, and
students, for the educational system of Hong Kong, and explore the feasibility and
best implementation strategies for the innovation. The research questions for this study
were:

Research Question One (RQ1): Is PGE development a possible mission in Hong
Kong primary schools? Is there an optimum strategy for PGE development?
Research Question Two (RQ2): What are the significances of developing PGE as
the first formal guidance curriculum for the education system in Hong Kong

primary schools?

1.1.2. Personal motivation

As Hargreaves, Earl and Ryan (1996, p.5) states,
the importance of schools is to make education a continuous process,
addressing the personal, social, physical and intellectual needs of young
people at each particular stage in their development.
I totally agree with this because of my personal experiences and my career in
education: I grew up in a typical conservative family with my parents, grandparents,
and sibling. My parents educated us by being strong traditional and authoritative

figures through one-way communication. In my childhood, my demanding parents
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gave me no hugs, no communication, and no sharing except for punishment with a
rattan switch to encourage me to be a good child. Then, I tried hard to earn their praise
and encouragement with my hard work in school. My parents did not know how to
love us and express themselves, and I dared not share with them my fear and
loneliness. Even when I was bullied by my classmates at my primary school, they
gave me no guidance. From kindergarten to secondary school, my parents stressed

only obedience, discipline, diligence, and being a good girl. Those were their rules.

I was supposed to be a good and obedient student in my primary school, but my
childhood was not happy, because I was bullied and teased by classmates who were
jealous of me. I felt helpless to deal with social difficulties because I had limited
survival skills. The condition continued in my early secondary school life. I face my
devastated miserable social life alone, and found it difficult and frustrating to
collaborate with others, especially when I was exploited and betrayed by my
classmates. My weak social skills were mainly attributable to my personality and my
parents, who forbade me to expose myself to different social activities. In addition, I
found the learning style of religious education and general studies, which teaches
students survival skills, to be excessively rigid. However, this guidance was not
included in the secondary school curriculum. I felt lost in my secondary school life
and struggled with public examinations and personal growth during adolescence. My
interest in studying declined; consequently, I felt inferior, diffident, lonely, and
helpless due to my low self-esteem. Finally, I failed to gain admission to a university,
at which point I suffered from the lowest self-esteem of my life. Luckily, my
outstanding performance in Education College rebuilt my self-image and gave me
confidence later. At that time, I started to wonder about education and my past school
life. What had I learned? Why should I learn it? The most disappointing part was that

it was difficult to meet the “good” teachers; half of them were the “teaching robots”
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who cared only about the syllabus and examination results. I was fed up with this

inhumane and indifferent attitude!

After I started my teaching career, it was not an easy life. I learned everything from
the beginning. Ultimately, teaching was an interesting and challenging job for me: I
further explored my creativity in teaching, and my confidence was enhanced. With
regard to the office politics and social difficulties I encountered, I understood that
one’s capability does not secure success, which is indeed a matter of opportunities,
social relationships, emotional and adversity quotients, and so forth. In the competitive
working environment, it is silly to think that someone will care or mentor you—that is

the reality!

To challenge myself, I studied abroad and changed my career. I found my new self at
that time. Then, I experienced the ups and downs, learned to accept challenges, to be
strong and tough to restart my life as a student guidance teacher. Moving onto this
career path was the turning point in my life. It is a job that demands a high emotional
and adversity quotient and the ability to reflect. I underwent changes during the
training period. It refreshed me and gave me new impetus for this challenging job. The
power sustained me, gave me confidence, resilience, persistence, and stronger belief,
and let me learn about multi-dimensional thinking, empathy, congruence, and showing
more respect to others through appreciation and active listening. I started to
understand what real success is, real love is. When Personal Growth Education (PGE)
was firstly enacted, I said to myself, “Why does it come so late? I have been waiting

‘,’

for you for ages

My personal and career experiences have caused me to reflect about the concept of

growth through education. What is growth? From my point of view, it is growth of a
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person from birth to death. It is a continuing process: it cannot be assumed and preset,
but it lets us experience things. It mixes with our firsthand feelings, perceptions,
reflections, reviews, and improvement. The speed of our growth differs because of our
environment, temperament, self-esteem, and a number of unpredictable factors. Good
PGE must cater to the needs of children and complement their lives and cognitive and
social development in order to meet the expectation about school detailed by

Hargreaves, Earl, and Ryan (1996, p.5).

1.1.3. Reflection on the introduction of personal growth education in schools

Introduction of the PGE stirred up limitless reflection in me about personal growth
and education. In the past, our education system did not emphasise personal growth
education with intention. Both moral and religious education adopts direct talk, which
gives students the concepts and rules on paper only. What is the most effective way to
educate students about growth and values? I had a deficit in my personality and
growth partly because of the inadequacy of the educational system, including the lack

of life or personal and social education.

As a researcher and counsellor in school, I have high expectations for the introduction
of PGE because I believe that PGE is what a student or a human basically needs to
gain from education. I hope PGE can encourage students to learn more than the
present curriculum, to face the ups and downs in life, to have more understanding of
themselves, to express and love themselves and others, to reconstruct their inner self
and their outside network, and to feel the warmth and hope around them. Ultimately, I
hope PGE can let student learn about love, care, and respect with open-mindedness,
empathy, and genuineness. In spite of the good intentions of the curriculum,

difficulties during implementation are inevitable. These difficulties arouse my interest
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in investigating feedbacks about this curriculum during implementation and the
sustainability of the curriculum at the critical moment of education and curriculum

reform since 2002.

There are significant contextual factors associated with the changing educational

system and curriculum as depicted in the following section.

1.2 Needs of Our Children and Curriculum Reform in Hong Kong

1.2.1. Our children today

Are our children really happy? Do they benefit from the Hong Kong educational
system? Luk-Fong (2001) comments that “the education system of Hong Kong is one
that characterised by certification, selection and credentialism....A hidden curriculum
is that education is for earning but not for learning”. Shek and Chan (1999) finds that
most parents regard having good academic results as an important attribute of the ideal
child, and they do not emphasise so much the importance of the development of
non-academic attributes in children. Ng (2005) points out that the typical sources of
stress experienced by senior primary students in Hong Kong, they are the academic
stress from parental pressure, examinations, parental conflict, familial relationships
(McNamara, 2000), and environmental concerns. Luk-Fong (2001) also cited the
“hurried child” phenomenon of Elkind’s (1981) main thesis, which states that children
are forced to grow up under circumstances where in which they are deprived of their
childhood. Elkind mentions that changes in family structure, information overload,
and the school are factors which that work together to force children to grow up
fast....... Alternatively, schools may reconsider their roles in providing care and

continuity for their students in support of the family. As observed, local parents tend
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to ask for more and more support for their children from schools and other external
resources to make up for their own diminished care for their children. To a certain
extent, this is reasonable, but it raises other risks when the parents just yell their main
reason (“Busy!”), particularly considering the growing crisis in family malfunction

and dissociation.

In 2000, Fok finds that the general delinquent behaviours of primary school students
are low learning motivation, violence, and school rule violations which may be caused
by some psychological problems like low self-esteem, self-centredness, and weak
emotion management. These psychological features are the superficial signals only;
they could be attributed to the child’s family background and structure, the parenting
skills, or parents’ relationships. HKFYG (2000) also finds that about 500 teenagers
aged from 10- to 19 perceived that success implies good academic result (44%), a
good family (40%), and being good in sports (26%), and verse visa. A survey about
the happiness of the children in Hong Kong was done by The Democracy Party in
2001 for 477 children aged from 5- to 15). It shows that the happiness of children
depends on their social life (22.5%) and academic results. The statistics from the
Education Department (2002) shows that the six major problems of the primary and
secondary school students come from learning, behaviour, family, emotion, physical
health, and social life, with 60% citing behavioural problems and 17% citing
difficulties with learning. In particular, the figure about family problems is increasing.
Hui (2002) reflects that teenagers’ problems are mostly due to family, peer
relationships, school, courses, and their ability and efforts, especially in the low
ranking schools. Simultaneously, other local surveys (YMCA, 2002; Caritas, 2002;
HKFYG, 2004; and Media Connection, 2003), which were done in different areas in
Hong Kong, have shown similar results. Some teenagers adopted negative ways of

solving their problems like avoidance, delinquent behaviors, or damaging themselves
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to relieve the pressure. This shows that some lacked problem-solving skills.

Of the negative problem-solving skills, there are surveys reported by DAB (2002),
Wong’s study (2002, 2003), and the University of Hong Kong (2003). The survey
done by DAB (2002) with over 800 teenagers from 25 secondary schools shows that
more than half of the respondents had participated in delinquent events more than
once, including fighting, cheating, and destroying public assets. The study finds that
their performance was closely related to the educational background of their parents
and their family relationships. Over 30% of them had joined the drug party, going to
pubs and discos with friends. Wong’s studies (2002, 2003) find that about half of over
10,000 respondents from 39 primary and 47 secondary schools were involved in
different forms of bullying. About 22.5% of the respondents from primary schools
suffered from physical bullying. The University of Hong Kong (2003)’s report further
shows that the prevalence of suicidal ideation and behavior among high school
students were 17.8% (had considered suicide), 5.4% (were planning to commit
suicide), 8.4% (had attempted suicide once or more) and 1.2% (required medical care
after suicide) in 2001 among 2,586 high school students from Form 3 to Form 7.

This data shows the urgency of the collaboration among society, the schools, and
families to deal with the growing problems teenagers have with appropriate measures
and to review the effectiveness of the current policy. It indicates that social life, family
relationships, learning, and even outlook are the major concerns of the teenagers.
Moreover, the negative problem-solving skills, life values, and self-concepts drive
them to depression, bullying behaviour, suicide, and addiction to drugs and electronic

games.



1.2.2. Curriculum reform in Hong Kong

Therefore, in order to better equip our teenagers the knowledge, generic skills,
positive values and attitudes, curriculum reform in Hong Kong began in 2002.
However, little is known about the relationship between PGE development and the
curriculum reform. The following section illustrates how PGE meets the aims of the
curriculum reform and details the potential difficulties of PGE development with
regard to cultural hindrance and preliminary feedback of curriculum reform in 2002

happened simultaneously.

Do the aims of PGE coherent with the education and curriculum reform? The

Education Commission’s reform proposals express the aims of education for the Hong

Kong educational system in the 21 century are:
To enable every person to attain all-around development in the domains of
ethics, intellect, physique, social skills, and aesthetics according to his / her
own attributes so that he / she is capable of life-long learning, critical and
exploratory thinking, innovating and adapting to change; filled with
self-confidence and team spirit; willing to put forward continuing effort for
the prosperity, progress, freedom and democracy of their society, and
contribute to the future well-being of the nation and the world at large (EC,

2000b).

The Basic Education Guideline (CDC-ED, 2002) outlines the seven learning goals for
students:

1. recognise their roles and responsibilities in family, society, and the nation;

2. understand their national identity and be committed to it;

3. develop a habit of reading independently;
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4.  engage in discussion actively and confidently in English and Chinese;

5.  master independent learning skills;

6. possess foundation knowledge in 8 Key Learning Areas; and

7. lead a healthy lifestyle and develop an interest in and appreciation for aesthetic

and physical activities.

The overall aims of the school curriculum are delineated:

The school curriculum should provide all students with essential life-long
learning experiences for whole-person development in the domains of ethics,
intellect, physical development, social skills and aesthetics, according to
individual potential, so that all students can become active, responsible and
contributing members of society, the nation and the world. The school
curriculum should help students to learn how to learn through cultivating
positive values, attitudes, and a commitment to life-long learning, and through
developing generic skills to acquire and construct knowledge. These qualities
are essential for whole-person development to cope with challenges of the 21
century. A quality curriculum for the 21st century should therefore set the
directions for teaching and learning through a coherent and flexible
framework which can be adapted to changes and the different needs of
students and schools

(CDC-ED, 2001a).

It shows that the introduction of PGE (Appendix F) has met the educational aims of
Hong Kong in the 21* century, as well as the first and seventh learning goals. It also
indicates that it achieved the overall aims of the school curriculum to equip students

with generic skills, positive values, and attitudes within a flexible framework. Despite
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the grand objectives mentioned above, some scholars have different perspectives. For
instance, Poon-McBrayer (2002, p. 4) states that the globalization of capitalism has
exerted its influence on Hong Kong, and its education provision and the reform
proposal has much in common with reforms implemented in other countries. The
reform proposals have been subjected to a considerable criticism. For example, it has
been claimed that education is for prestige, and learning is for earning. Cheng (2001)
argues that academic achievement is still the main focus in the competitive culture of
the entire education system. Fok (2004, p. 204-212) points out that the value
orientations of Hong Kong’s education reform lie in its economic and social
significance, which can endanger other equally educationally valuable activities such
as democratization, diversity, and equal opportunities. Hence, it is unclear whether
the contextual and cultural factors, such as the emphasis on academic results, in Hong
Kong hinder PGE development, which mainly focuses on the personal and social

development of students.

In addition, the introduction of an innovation approach implies that change will occur
in the system. Many stakeholders wonder what will happen when a new curriculum is
introduced in schools. Tan (2002, p. 210-213) points out five tensions in the process of
education reform: the tensions between conservation and innovation; between
competition and collaboration; between diversity and uniformity; between priorities of
the policy makers and the frontline workers; and between elitism and equity. It is
unclear whether these tensions will influence PGE development as well. Fok (2001)
states that these five tensions are indeed the tensions for a paradigm shift. Cheng
(2006b) also questions the priority, degree of recognition, uniqueness and current
problems of educational reform in Hong Kong. Whereas the workload and pressure on
teachers was one of his key concerns, it mainly comes from the introduction of

Territory-wide System Assessment (TSA), integrated education, increasing
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non-teaching duties, promotion of school-based curriculum, crisis of closing schools,
negative competition among schools, and over-emphasis on accountability, internal
and external evaluations. A study done by a local teacher organisation (Hong Kong
Professional Teachers Union, 2003) shows that non-teaching duties have increased to
30-40% of the whole. Sixty percent of the teachers feel pressured by the drastic
change. This affects both the teaching and guidance work that teachers do. The studies
showed that about one-fifth of teachers have psychiatric or emotional problems. The
enormous pressure can readily be imagined. Team spirit is declining. Teachers
perceive the insufficient consultation, unreasonable planning, and mismatch of
resources negatively. Moreover, the adaptability and capacity of teachers are
overlooked as are the crisis of school closing and pressure for Benchmark Test. Ng
(2006) also mentions that the biggest crisis of education reform was that we do not

fully consider the reality and the practical situation of society.

PGE was proposed to promote the well-being of our future generations. However,
some question whether it is the right time to make one additional micro-reform in
schools. It is unclear whether it will become another burden for teachers and schools.
The consultation paper of Learning to Learn (CDC-ED, 2001b, p. 11) highlights the
dynamic balance between the theoretical perspectives of curriculum development
(Figure 2.1). It depicts the needs of intensive teacher training, smart resources
allocation, and demanding leadership to strike for the balance between desirability and
feasibility, central curriculum and school-based curriculum, and specialist
development and holistic development and among the academic, personal, social, and
economic goals of the curriculum. These issues are of the greatest concern to this

study about PGE development—to determine whether the balances can be struck.
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Short-term and
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Assessment for Selection Vs
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Globalisation
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and Quality of Teaching (g °
qTA
Balanced
Considerations Central Curriculum Vs

Knowledge Transmission Vs
School-based Curriculum

Knowledge Creation

Competition Vs
Co-operation

Specialist Development Vs
Whole-person Development

Unifor-mity Vs
Diversity and Flexibility

Figure 1.2 Balanced Consideration (extracted from CDC-ED, 2001b, p. 11)

1.3 Chapter Summary

This chapter briefly describes the research questions, new policy regarding PGE
development, needs of teenagers, and personal growth education. Indeed, the
introduction of PGE is consistent with the educational aims of Hong Kong for
all-around development and the transmission of positive values and a balanced and
healthy life. However, it is initiated with the curriculum reform simultaneously. It is
unclear whether busy teachers and schools can effectively implement this programme.

The following chapters examine whether this innovation can succeed.
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CHAPTER TWO LITERATURE REVIEW

This chapter introduces the history of school guidance services in Hong Kong as well
as the criticism and difficulties associated with guidance implementation. Then, it
illustrates the features, learning theory, and pedagogy of PGE. Finally, the
school-based curriculum development of PGE and the relationship between PGE and

the formal curriculum are discussed.

2.1. Development of School Guidance Services in Hong Kong and Other

Countries

PGE has been a key part of school guidance services in Hong Kong since the
2002/2003 school year. This section reviews school guidance development and
describes the difficulties faced by student guidance teachers in policy implementation
in some countries in order to provide the background information for PGE

development.

2.1.1. The current development of school guidance services in Hong Kong

The development of guidance services in Hong Kong schools began in the 1950s.
Since 1969, counselling in Hong Kong has evolved slowly from a social service
agency called the “Federation of Youth Groups” (Leung, 1996). The Student
Guidance Service was introduced by the government in 1978 (Social Welfare
Department, 1977). Over the past 30 years, the changes in school guidance services in
Hong Kong have involved resource input (including the change of manning ratio) and
ideology (from remedial to preventive and developmental). The turning points

happened in 1990 and 2003 with the introduction of the Whole School Approach
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(hereafter, WSA) to guidance and Comprehensive Student Guidance Service,

respectively.

The Whole-School Approach (WSA) to guidance was first introduced as an
educational policy in Education Commission Report No. 4 (ECR4) (Hong Kong
Education Commission, 1990). The concept was defined as the involvement of all
teachers in the identification of students with problems and offering assistance. In

ECR4, the WSA to guidance was described:

All teachers play a vital part in helping students to recognise and overcome
their problems. Being in the front-line, teachers are often in a better position to
identify students in need of help and to offer assistance. Teachers, however,
require the leadership of the School Principals and the full support of the
management, to create a positive environment in the schools in which

students’ problems are responded to in a positive and constructive manner.

Its meaning was further elaborated in Guidelines on Whole School Approach to
Guidance for secondary school (ED, 1992, 1995) in Hong Kong: “the Whole School
Approach to Guidance involves all teachers and school personnel who, under the
leadership of the School Head, work together to create a positive school environment
and assist all students to be aware of and to overcome their adjustment and

developmental problems” (para. 1.1).

With regard to the student guidance policies in Hong Kong issued from 1986 to 2003
by the Education and Manpower Bureau, Yuen (2006) concludes that the guidance
approach shifted from remedial to preventive and developmental and from reactive to

proactive. Growth and learning of students are emphasised instead of improvement of
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their disruptive behavior and low motivation in learning. Moreover, the concepts of
collaboration, awareness, evaluation and review, integration with teaching, and

learning and management are also included.

Entering the new millennium, the Student Guidance Service and Education Manpower
Bureau (EMB) started to implement a Comprehensive Student Guidance Service
programme (EMBSGS, 2003; EMB Circular no. 19/2003) in primary schools in
2002/2003. According to the revised Personal Growth Education document (School
Development Division, May 2004), the objectives of student guidance services in the

context of education reform in the 21st century are:

To promote whole-person development and life-long learning so that students
can attain balanced development in the domains of ethics, intellect, physique,
social skills and aesthetics and be capable of life-long learning, critical and
exploratory thinking, innovating and adapting to changes, thus preparing them
to meet all the challenges towards adulthood. It states that some countries
have actively pursued personal growth education in schools to help promote

the healthy development of students. (p. 2)

The Comprehensive Student Guidance Service document (EMBSGS, 2003; EMB
Circular no. 19/2003) made strong reference to the model developed by Gysbers and
Moore (1981) in the 1970s. Gysbers (2002) points out that the idea of a
comprehensive school guidance programme is as a way to bring all school personnel
together. Gysbers and Henderson (2001) further indicate that the primary goal of a
comprehensive school counselling programme is to support student growth in
academic, career and personal-social domains. These programmes allow school

counsellors to shift their focus away from reacting to crisis towards becoming
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proactive about student needs related to achievement (Gysbers & Henderson, 2000).

Gysbers (2002, p. 5) presents his model for a comprehensive guidance programme that
consists of three elements: content, organisational framework and resources (as shown
in Figure 2.1, adapted from Gysbers, 2002, p. 29). Firstly, the content implies the
skills and knowledge that the young people need. Secondly, the organisational
framework involves two components: structural components and programme
components. The structural components contain the definition, assumptions and
rationale for the programme design. The programme components are different
delivery forms of guidance services. These include the guidance curriculum (i.e. the
PGE stressed by EMBSDD, HKSAR); individual planning, which is closely related to
career development and applies mostly to the secondary students or the primary
students at high levels; responsive services, which include the individual and group
counseling services, referral and consultation; and the system support, which includes
some strategic and sustainable development for guidance services. Thirdly, the

resources are human, financial and political.
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Comprehensive Guidance Program Elements

I f |
Content Organizational Framework, Activities & Time Resources:
| I ] ]

Competencies Structural Program Components Resources
Components and Sample Processes
Student Definition Guidance Curdeulum Human
Comipetericies Assumptions Classroom Activities. Financial
Grouped by Domains Rationale School-wide Activities Political
' Individual Planning
Assessment
Advisement
Placernent
Portfolios
Consultation
Individual Counseling
Small Group Counseling
Referral
System Suppott
Research & Development
Professional Developrient
Staff /Commuuity Public-Relations
Committee / Advisory Boards
Comnity Outreach
Program Management
Fair-share Responsibilities

%
Suggested Distribution of Total Counselor Time (Percentages)
%  Elementary School — Middle / Junior High School High School -

Guidance Cugricuium 35-45 25-35 15-25
Individual Plarming 5-10 153-25 25-35
Responsive Services 30-40 30-40 25-35
System Support 10-15 10-15 15-20
100 100 100

Figure 2.1 Comprehensive Guidance Programme Elements (adapted from Gysbers,

2002, p. 29).

Gysbers (2002) states the difficulties of launching such programmes, which are time,
resources (personnel required and financial support) and political support. He thinks
that there is a need to restructure schools to incorporate comprehensive school
guidance programmes to accommodate the delivery of life skills. He emphasises that

ongoing collaboration is essential to achieve the goals of the holistic approach to

guidance.
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The Comprehensive Student Guidance System issued for primary schools (EMBSGS,
2003; EMB Circular no. 19/2003) defines four domains of service: policy and
organisation, supportive service, personal growth education and responsive service.
Compared to Gysber’s model, “personal growth education” and “responsive service”
proposed by EMB are similar to the “guidance curriculum” and the “responsive
service” defined by Gysber, respectively. “Supportive service” is similar to “system
support”. “Policy and organisation” implies the cultivation of school culture, setting

up a guidance team and system as well as a mechanism for self-evaluation.

With regard to the progress of the Comprehensive Student Guidance System, Lee
(2005) reports that a study of 600 student guidance teachers serving primary schools
in 2003-2004 shows 96% of the schools had guidance teams, and 12% of the teams
were headed by the school principal or the vice principal. PGE was implemented in

99% of the schools (cited in Yuen, 2006, p. 47).

2.1.2.  General criticism of the guidance policy in Hong Kong in terms of the

Whole School Approach to guidance

Despite the grand mission of and the preliminary satisfactory statistics from the
Comprehensive Student Guidance Service (EMBSGS, 2003; EMB Circular no.
19/2003), it is unclear whether the new proposal can overcome the past criticisms of
guidance development. In fact, the policy document (EMBSSD, 2004 & EMBSGS,
2003) may overlook complex issues, such as the linkage of the guidance system with
the school system and subsystems, feasibility of the involvement of all stakeholders,
and tension of manpower and resources. This section details the criticisms of the
guidance policy and the difficulties confronted by student guidance teachers as the

programme organisers.
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There has been criticism of the development of student guidance services in primary
schools since the 1990s, especially with regard to the mode of implementation. Shek
(1999) warns that the undesirable development of guidance and counselling Taiwan is
attributed to “the heavy workload of teachers, lack of understanding of counselling in
the school setting, inadequate training for counselling personnel, lack of coordination,
over-emphasis on academic excellence, and government-directed development of
counselling.” Unless counselling aims to enhance the academic performance of
students, it may not be thought of as helpful and necessary (Shek, 1999). Hence, the
question is whether it would be easy for counsellors in the school system to maintain a
balance between the need for economic and manpower development (i.e., good
academic achievement) and the need for holistic personal development (which may

not have a direct contribution to economic growth) (Shek, 1999).

About the Whole-School Approach to guidance mentioned, Hui (1991) points out that
it can be realised only when committees in schools work in harmony. Senior teachers
in charge of various committees need to work together and agree on the principles,
aims and focus of guidance. The Whole-School Approach to guidance is hoped to be
the solution by many educators. In a seminar presentation to Hong Kong teachers on
“A Whole-School Approach to Guidance”, Watkins and Wagner (1992) analyse the

WSA to guidance from the different levels within schools:

1. Guidance at the organisation level includes:

school ethos, climate, policies;

physical and environment setting of the school;

management system,;

e curriculum.
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2. Guidance at the classroom level includes:
e guidance during all subject lessons;
e guidance during specialist guidance lessons, i.e., from assemblies,
class periods.
3. Guidance at the individual level is:
e offered by class teachers;
o offered by guidance teachers;

e offered by others, such as school social workers.

Watkins and Wagner (1992) emphasise that the delivery of guidance requires 3Cs:
“Clarity” about school goals, guidance policy; “Communication” among teaching staff
and between the senior management and the teaching staff; and “Co-ordination”
amongst the subject panels and, various functional committees. McGuiness (1989)
worries WSA would end up with only a “supplementary vitamin approach” if the
school is not wholly involved in the guidance programmes. Hamblin (1989) reminds it
is necessary to build a team for such collective practice. Meanwhile, the school
administrators play a significant role in guidance too, as they act as coordinators and
collaborate on provision, which ensures that pupils are kept under review, the progress
is monitored, and resources are available and fully used (Dean, 1989). Yu’s (1995)
study suggests that collaborative management, a caring climate and positive
relationships could explain the success of the implementation of personal and social
education. Gysbers (2002, p. 28) also agrees that ongoing collaboration is the critical

element in realising the Whole School Approach to guidance.

Prior to 2002, the so-called WSA guidance activities in Hong Kong were largely in the
form of annual events, such as Courtesy Campus, which included competitions among

students and classes, slogan design, lyric writing, and storytelling. These programmes
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were primarily launched at the organisation level. They lasted from several weeks to
one year, but lacked continuity. In addition, they extended beyond the regular
curriculum. As a result, the effectiveness of these programmes was questioned. Young
(1994) criticises that the implementation of WSA was sporadic and uneven. Chow
(1998) comments that the WSA to guidance advocated since 1992 was segmented,
discontinuous, fissured, non-systematic; the concept of the WSA was immature and
lacked a holistic plan and development strategy. Though the WSA to guidance intends
for all teacher involvement or with integration of guidance themes into subject
teaching, this view was not necessarily shared by other teachers (Hui & Lo, 1997).
Some scholars have criticised the official proposal of the WSA for the absence of a
theoretical framework (Lam, 1995). Teachers commented that the target behaviour
was rather short-lived though majority of students felt that they had benefited from the
WSA programmes (Yao, 1995). This suggests that attention should be given to what
way the developmental guidance activity is introduced in schools (Hui & Lo, 1997),
and guidance may never be effectively implemented without genuine support from the
teachers if it is only a top-down administrative policy (Lo, 1995, p. 113). McNiffi
(1988) states that change is usually resisted unless it is developed from a perceived
need within the organisation. Further development of a whole-school approach to
guidance demands building awareness among all teachers as well as the school

management.

However, Hui (2002) states that the WSA to guidance as a system of management
involves whole-school planning, administration, and a positive school climate. The
successful factors of the WSA to guidance are teachers’ acceptance of their role in
guidance, cooperation among teachers, communication and coordination among the
school’s functional teams, support of the school’s principals, the guidance team’s

acting as a catalyst, a caring and inviting school ethos, and a well-defined school
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policy. In 2002, Hui’s study reveals that there was still an overall mismatch between
teachers’ beliefs about a whole-school approach and their perceived school reality; the
majority of teachers did not regard their schools as practising the WSA to guidance.
Stelzer (2003) finds that there are great differences between teachers and counsellors
in their approaches to school counselling and guidance, he suggests that the school
counsellor should be proactive and arrange more training programmes for the school

personnel.

Therefore, the WSA to guidance is a demanding cross-team activity that requires
intensive collaboration between counsellors and teachers. It has been constantly
stressed by EMB. In addition, it is the fundamental concept for the Comprehensive
Guidance System. However, it is unclear whether PGE can become one of the key
components of the Comprehensive Guidance System’s triumph over the past failure of
WSA to guidance. The purpose of this study is to examine the results of

implementation.

2.1.3. Difficulties confronted by student guidance teachers in other countries

about guidance implementation

Watkins (1998) points out that the role of the guidance specialist as leader, coordinator,
and supporter is an important factor in developing a whole-school approach. This
section discusses the difficulties faced by guidance teachers. Results of studies by
Shek (1999), Chen (1999), See (2004), Yuen (2008), and Lau and Fung (2009) show
different levels of school guidance/counselling development in some East Asian
countries. In particular, there are differences in organisation and similarities among

school counsellors/guidance teachers in guidance implementation.
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In Taiwan, Shek (1999) finds that the undesirable development of counselling was
attributed to the heavy workload of the teachers, lack of understanding of counselling
in the school setting, inadequate training for counselling personnel, lack of
coordination, overemphasis on academic excellence, and government-directed
development of counselling. Chen (1999) also argues that, although the Education
Bureau of Taiwan attempted to integrate the three concepts (teaching, discipline, and
guidance) in schools, it was unsuccessful because of the ambiguity associated with the
implementation. Finally, teaching and discipline took over the status of guidance and
blurred the identity of guidance teachers in the 1990s. Consequently, guidance
teachers became a deprived group. Desirable professional development has gradually

occurred in the new millennium (Chen, 1999)

In Japan, Yagi (2008) points out that the school counselling team includes a licensed
clinical psychologist, a social worker and several trained teachers and nurses. Hence,
the team provides frontline guidance and counselling; specific guidance about
discipline, educational life, and personal, social and academic problems; health

services and psychological treatment to students.

In South Korea, full-time registered school counsellor positions were established in
the schools in 2005. However, the work environment, insufficient training, heavy
workload, role ambiguity, and lack of coordination among school staff caused
difficulties for the school counsellors who were carrying out their remedial-reactive

roles only.

In Malaysia (See, 2004), the school counselling system developed in the early 1970s,
all school counsellors are registered or licensed. Since 1996, they have worked as

full-time counsellors with teaching duty for three areas: academic, career, and
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psychosocial and mental health. Their workload is heavy and professional.

In Mainland China, school counselling has been led by the central government since
the 1990s. The Ministry of Education released the official documents of a “mental
health education” curriculum to the schools in 2002, with emphasis on study skills,
human relationships, and emotional and personal growth, which is taught by untrained
teachers. Some trained certificate teachers are appointed as psychological counselling

teachers for “mental health education” (Jiang, 2005; Yu & Wang, 2002).

Moreover, the guidance curriculum is present in different forms in different countries,
including the PSHE in the UK, life skills education in the United States, PGE in Hong
Kong, and mental health education in China. If the guidance curriculum is
implemented by the guidance/counselling personnel or a guidance team, who should
be a trained teacher, registered and licensed counsellor, social worker, or clinical
psychologist. Due to the worldwide trend in changing guidance services, there has
been a shift from remedial to developmental and from individual students to the whole
school in countries, such as the UK, the United States, and Hong Kong,
Simultaneously, this change brings about the problems of heavy workload, role
ambiguity, role transition, role drift, collaboration, misunderstanding of teachers, and

burnout in guidance professionals.

About the pressure and the workload of guidance teachers, Paisley and Mahon (2001),
Sears and Granola (2002) and the State of Texas (2002) point out the problem of role
ambiguity of school counsellors, as they are asked to deal with excessive
administrative duties that hamper job functions. Ritchie (1994) notes that counsellors
“must demonstrate that the practice of counseling is significantly different [from] the

practice of psychology or other licensed professions” (p. 15). Pate (1995) explicitly
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warns that “despite the reality of specializations, the counseling profession does not
have a consistent method of recognizing specializations” (p. 181) and is in a “muddled
state” (p. 183). Leung (1996) suggests four areas to improve counselling
professionalism, including theoretical identity, client population, training and
professional certification, and research on counselling. Leung (1997) suggests that the
EMB should offer more training programmes for the serving SGTs to enhance their
time management, communication and social skills so as to assist them in establishing
and maintaining effective human relationships. Moreover, a licensure system for

guidance professionals could be considered like some Asian countries.

This section describes the development of school guidance and counseling in Hong
Kong and some Asian countries. It also details the difficulties faced by school
counsellors. This study further explores whether and how the identified difficulties

experienced by guidance teachers affect PGE development.

2.2. Introduction of Personal Growth Education

The introduction of PGE in the form of lessons is one of the important preventive and
developmental guidance activities for WSA to guidance. This section introduces the
history, official framework in Hong Kong, learning theory, pedagogy, and relationship

of PGE to the central curriculum.

2.2.1. Brief introduction of personal growth education

Guidance curriculums like PGE emerged for several reasons. Considering the
worsening situation of teenagers’ problems mentioned in the first chapter, many

researchers have found that academic achievement makes no independent contribution
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to success in life in the early time (Heath, 1977; Kohlberg, 1977; Nicholson, 1970, as
cited in McGuiness, 1989). Some suggest that schools should develop a curriculum
which helps students know more about themselves and society (HMI, 1979; NAPCE,
1986; Watkins, 1985), student discipline and guidance should permeate the regular
curriculum and become an integral part of it (Slee, 1988), to convey the rules and
values as the “hidden curriculum” (Docking, 1980; Jones, 1989). McGuiness (1989)
suggests that a balanced curriculum should contain deliberately constructed strategies
to develop academic and socio-emotional competence. Borders and Drury (1992a)
highlight the goals of a guidance curriculum that enhances the academic results of
students, fosters the moral development of students and develops their self esteem.

To address the personal and social development of students, Watkins and Wagner
(1992) recommend guidance curriculum as one of the WSA strategies that inserts a
curriculum into the regular curriculum and allows the concepts of guidance and
counselling to penetrate every classroom. Watkins (1994) stresses the importance of
adopting a holistic view for WSA to guidance and suggested that it had to be
“comprehensive in its clientele”, “developmental in mission”, and “distributed in
mode of delivery”. Watkins (1998) also proposes the use of the terms
“cross-curricular” or “inter-subject themes” with whole-curriculum dimensions (p.

170).

About the development of the “whole-curriculum view of guidance” or the
“comprehensive school counselling programme”, different approaches were applied in
the UK and the United States in the last century. In the UK, this kind of approach is
based on the belief that adults have a duty to teach children moral values, shape their
behaviour and help them to develop good habits (Wynne, 1991, p. 143; Kilpatrick,
1992, p. 15). It is in form of a curriculum with core values for students to study

directly (Lickona, 1996). The instructional process includes problem solving,
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cooperative learning, experience-based projects, integrated thematic learning and
discussions about putting virtues into practice, as well as more formal instruction. In
the United States, there is a similar practice called “circle time” conducted in groups,
not in big classes. Circle time helps pupils to express their feelings, gain a sense of
belonging, and develop qualities such as trust, responsibility, empathy, cooperation,
caring behaviour and respect for others through personal reflection and values
verification. From the case studies of Reich (1994) and Curry (1997), circle time is
found to contribute to the development of personal identity, to increase self-awareness,
to foster democratic values and to train children in the complicated rules of social

interaction.

Gysbers and Henderson (2000), Wittmer (2000), and Myrick (2003) also support an
organised, planned, and sequential guidance curriculum. In Hong Kong, Hui (2002)
also points out that there is an urgent need to enhance the guidance curriculum
formally or informally, so that guidance can be delivered at the whole-school level for
all students. She suggests, “Schools should adopt a “whole-curriculum view of
guidance”, identifying and co-ordinating contributions from various aspects of the
school, instead of merely focusing on the contribution of subjects in the delivery of

guidance” (Hui, 2002, p. 78).

PGE was the first formal guidance curriculum in Hong Kong to meet the
developmental needs of students. According to Best (1996), there are a number of
concepts used to discuss meeting the needs of children. They include pastoral care,
guidance, counseling, affective education, and PSE. These terminologies are related to

PGE in several ways.
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The American Psychological Association', Schmidt (1996), and McGuiness (1998)
define counselling as a demanding remedial activity and process that involves
relationship building and a great deal of complicated planning and strategies to help
the clients to develop and make positive change. Different scholars, such as Wilson
(1945), Mathewson (1962), Miller et al. (1978), and Watkins (1998), have various
interpretations of guidance. However, they agree that guidance is a means of exploring
one’s potential and maximising his/her personal development. Further, Lang (1995)
and Young (1994) suggest that the goals of guidance are remedial, preventive, and
developmental, whereas PGE functions as preventive and developmental guidance at
the classroom level. Preventive guidance is more proactive, focusing on anticipating
the “critical incidents” that students may experience and teaching them effective
coping strategies (Best, 1999). On the contrary, developmental guidance aims to help
students to develop self knowledge, self-esteem, and character formation (Shertzer &

Stone, 1981; Wu, 1993).

In the United States, the term guidance is used to describe programmes that support
students’ personal, social, and vocational development (Gysbers & Henderson, 2000).
Pastoral care is similar to PGE, as it stresses personal and social development through
education. In the UK, the term pastoral care is used to refer to the structures that
schools adopt to help teachers to promote students’ personal and social development.
It is a type of PSE. WSA aims to meet the personal-social needs of students and
teachers.(DES, 1989) states that the goals of pastoral care are to promote students’
personal and social development and foster positive attitudes through the quality of
teaching and learning, nature of relationships among pupils, teachers, and adults other

than teachers, arrangements for monitoring students’ overall academic, personal, and

! Adopted by the ACA Governing Council, October 17-19, 1997

http://www.counseling.org/Files/FD.ashx?guid=ea369e1d-0a17-411a-bc08-7a07fd908711
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social progress, specific pastoral structures and support systems, and extra-curricular

activities and the school ethos.

Affective education is another term for growth education or life skills education. It is
part of the educational process related to the attitudes, beliefs and emotions of students.
The personal and social development, self-esteem, and interpersonal relationships of
students are important in affective education. It can operate on at least three levels
(individual, group, and institution) with different time scales (Lang as cited in Yuen et

al., 2003).

In sum, counselling, guidance, pastoral care, personal social education, and affective
education aim to promote students’ growth and development to different extents at
various levels. Counselling refers to the caring service to meet the individual’s
psychological needs. Guidance and pastoral care emphasise students’ personal and
social development with clear goals (remedial, preventive, and developmental) and
personal, social, vocational, and affective development. Beyond the collective terms,
the background theories for PGE include developmental psychology, social
psychology, cognitive psychology, and counseling psychology. Bronfenbrenner (1979)
states that “human development is the process through which the growing person
acquires a more extended, differentiated and valid conception of the ecological
environment” (p. 27). PGE plays an important role in facilitating the growth of
children to meet their needs in primary schools by emphasising the moral values
developed from elementary concepts, such as moral reasoning (Piaget, 1932; Kohlberg,

1970), justice, honesty, and friendship.

In Hong Kong, the Education Department introduced the Teaching Kit on Whole

School Approach to Guidance in early 1997 to encourage schools to promote
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developmental guidance programmes and to enhance the academic, communication

and problem-solving skills of students. In 2002, PGE was enacted to execute WSA to

guidance in Hong Kong in the form of curriculum. It consists of four key learning

areas (Appendix F1):

2.2.2.

1. Personal Development (includes  self-concept, problem-solving,
self-management)

2. Social Development (includes acceptance and respect of others,
communication skills and sociability, coping skills and conflict
management)

3. Academic Development (includes study skills and learning attitude, school
success and pleasant school life)

4. Career Development (life planning/commitment, working attitude and

career awareness and information)

The learning theory and pedagogy of personal growth education

The PGE is a curriculum that allows students to learn and internalise new concepts,

values, and skills about personal growth through different games and activities. In

Section 6 of EMBSDD (2004), Section 6, it briefly illustrates three teaching and

learning strategies for PGE: guidance and encouragement, good communication and

open-mindedness, debriefing and self-reflection. Teachers or guidance personnel are

encouraged to equip students with effective communication skills, which include:

9% ¢ b3

“attentive listening”, “reflection of feelings”, “techniques to express oneself and
be receptive to others” views and opinions”, “make good use of
encouragement”, etc., to “not only create a caring and trusting atmosphere in

class, but also encourage students to actively participate in classroom activities”;
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and to “keep an open mind, share their personal experiences and feelings with
students as well as appreciate and accept the students as individuals”. Moreover,
teachers or guidance personnel are reminded to “be more efficient in time
allocation and help students to share, discuss and reflect upon themselves in

order to learn effectively.”

Based on the guidelines above, this section further explores the relationship between
constructivism, experimental learning theory, and PGE, issues associated with
curriculum design and interactive pedagogy, debriefing, internalisation,

instructor-student relationships, and level of effectiveness of the guidance programme.

Experience, sharing, and reflection are the key elements of PGE that are consistent
with the concept of constructivism. Von Glasersfeld (1989) describes constructivism
as a “theory of knowledge with roots in philosophy, psychology and cybernetics™ (p.
162). In the constructivist perspective, knowledge is constructed by the individual
through interactions with the environment and from experience. Teachers of PGE are
requested to act as facilitators to encourage students to discover principles for
themselves and to construct knowledge by solving realistic problems. Vygotsky’s
work on sociocultural learning explains how the interactions of children with
significant people, such as adults, more capable peers, and cognitive tools, are
internalised to form mental constructs in the sharing period of PGE. That process is
called scaffolding, which is an important concept for social constructivists. It involves
guiding the learner from what is presently known to what is to be known and allows

students to perform tasks beyond their present abilities (Vygotsky, 1978).

Jonassen (1994, p. 35) summarises what he refers to as “the implications of

constructivism for instructional design”. The following principles illustrate how
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knowledge construction can be facilitated which are largely coherent with the
principles of the PGE: (1) provide multiple representations of reality; (2) represent the
natural complexity of the real world; (3) focus on knowledge construction, not
reproduction; (4) present authentic tasks (contextualising rather than abstracting
instruction); (5) provide real-world, case-based learning environments, rather than
pre-determined instructional sequences; (6) foster reflective practice; (7) enable
context and content-dependent knowledge construction; and (8) support collaborative

construction of knowledge through social negotiation.

PGE as a type of PSE, its pedagogy should be pupil-centred, active, participatory, and
experiential. Claxton (1984) suggests that personal and social education should adopt
an experiential approach to learning. Experiential learning theory (ELT) utilises the
basic learning concepts of PGE. It builds on the work of learning and development
theorists, such as John Dewey, Kurt Lewin, Jean Piaget, William James, Carl Jung,
Paulo Freire, and Carl Rogers (Kolb & Kolb as cited in Yeganeh, 2006). The theory
provides a framework for understanding both the cyclical nature of experiential
learning and individual learning tendencies, the latter being referred to as learning
style. Kolb (1984) conceptualises learning styles as dynamic states resulting from a
learner’s preference to resolve dual dialectics of experiencing/conceptualising and
acting/reflecting. These four learning modes anchor the cycle of experiential learning.
When learners touch on all four learning modes, they experience the full cycle of
learning and are more likely to be responsive to contextual demands (cited in Yeganeh,
2006, p. 4). Knowledge is created through the transformation of experience (Kolb,

1984, p. 41). There are six characteristics of experiential learning:

1. It is a process, not an outcome,

2. It derives from experience,
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3. It requires an individual to resolve dialectically opposed modes of
adaptation,

4. Tt is a holistic integrative process,

5. Tt requires the interplay between a person and the environment, and

6. It results in knowledge creation.

(Kolb, 1984; Kayes, 2001, 2002 cited in Yeganeh, 2006, p. 4)

The following model shows the four elements: concrete experience, observation and

reflection, the formation of abstract concepts and testing in new situations.

f CONCRETE ExPERmh

ACTIVE EXPERIMENTATION REFLECTIVE OBSERVATION

«“

ABSTRACT CONCEPTUALISATION

Figure 2.2 Experiential learning theory (Kolb, 1984).

In addition, the following elements of PSE suggested by Ryder and Campbell (1988)
and large group guidance skills described by Myrick (1993) should be addressed in
PGE lesson design and teaching. Ryder and Campbell (1988) suggest the following

five elements for PSE:

e Values: valuing of self (self-esteem and self-respect), personal values,
social values, balancing principles and consideration of values in given
contexts.

e Relationships: emphasis on self in relation to others, relationship between

people or groups at a micro- and macro-level.
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e Skills and processes: communication, decision-making (assessment of
motivation, influences, consequences); problem solving (analysis of
strategies); reflection (reasoning, rationality, clarification); transfer
(making connections, being adaptable).

o Knowledge base: content, concepts, knowledge and body of facts derived
from the disciplines of philosophy, psychology and sociology. It is the

learning about the learner himself/herself.

Due to the large group of guidance features of PGE, the following important skills
mentioned by Myrick (1993) should be considered and addressed: (1) using an urgent
case as the content of the lessons, (2) enhancing the self-understanding of students so
that they achieve their individual targets in the growing process, (3) understanding
students through their non-verbal expressions, and (4) using praise to enhance student

participation. This requires changes in the pedagogy of teachers.

Further, to facilitate successful experimental learning, the instructor-student
relationship and in-depth debriefing in PGE lessons are emphasised by EMB.
Regarding the similar approach of “circle time”, Dixon (1981) and Lang (1996)
suggest that the attitude, enthusiasm, and social and communicative competence of the
teacher are vital to the success of circle time. They also emphasise the need for
considerable teacher preparation, open-ended questioning, clarifying, summarising,
building on pupils’ contributions and encouraging students to respond to one another
(Clare et al., 1996). The attitude of the teacher should be open and non-judgmental.
They should work alongside students in order to co-construct the story with them,
acknowledge the student’s moral choices, actions, and feelings, and understand the
moral lessons inherent in these stories (Tappan, 1991; Tappan & Brown, 1996). To

enhance interactions, discussion, and reflection, effective pedagogies, such as role
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play, drama (Winston, 1998), mock parliaments, educational games, simulation
exercises, practical activities, cooperative learning, project work, group work,
pupil-directed research, problem solving, critical reasoning, theme days, and dilemma
discussions are encouraged. These are viewed as more effective than academic courses
in promoting the development of moral reasoning (Rest & Thoma, 1986, DeHaan et

al., 1997), especially with regard to training in problem-solving skills.

With regard to the debriefing or reviewing skills stressed by EMB, Greenway (2004)
defines that reviewing is a process the purpose or effect of which is to enhance the
value of a recent experience. This includes reflection, communication, analysis,
feedback and any looking ahead that arises from such processes. Alternative terms are
“processing”, “debriefing” and “reflection”. The term “reviewing” applies both to
what the learner does and to what the facilitator does. Instead, Greenway uses four Fs
to represent the four steps (facts, feelings, findings and futures) of reviewing in his
website as follows (from website of active-reviewing®), which is similar to Kolb’s
experiential learning model: concrete experience, observation and reflection, the
formation of abstract concepts and testing in new situations :

i. Facts: Feedback in this zone represents the neutral and superficial feedback
which is based on information picked up by observation only.

ii. Feelings: Feedback in this zone involves revealing something about what is
going on under the surface. It does not involve judgments such as “I
feel that ...”

iii.  Findings: Feedback in this zone can generate resistance because it involves being
judged by others. People are generally less resistant to positive

feedback and are more likely to listen, accept and use feedback if they

% Website of "the ACTIVE REVIEWING guide": http://reviewing.co.uk/learni ng-cycle/feedback-methods.htm):
debriefing skills website
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have specifically asked for it, for instance, seeing and hearing yourself
or receiving feedback in response to a specific question that you have
asked.

iv. Futures: Feedback in this zone can take many forms. It is generally based on how
people respond to your attempts to tell or show them what you intend
to do in the future.

In addition, Mak and Tang (2007) list the five principles of debriefing, which are

space, positive orientation, attentive listening, choice and exchange, that reminds if the

important attitudes of teachers in guidance activities and also PGE teaching. In short,
itis S.P.A.C.E.
1. Space implies appropriate design, room, length, environment, sense of
security and even chances for all.
2. Positive Orientation implies positive, appreciative words, genuine and open
attitude for any critique and comment, with no violence allowed.
3. Attentive Listening implies respect for the one who shares and to be attentive
as a listener or a facilitator.
4. Choice implies the choice to share to different extents and to go into depth
after we get the consent of the participants, and
5. Exchange implies the even chance for sharing, encouraging exchange between
a speaker and listeners, all participants being focused, but not the facilitators,
allowing the presence of different points of view, aims on exchange, support

and encouragement.

It is important to determine how much the students learned. One of the main concerns
in PGE lessons involves the internalisation of new values, attitudes, and skills.
Internalisation implies that the cognitive development of children occurs mainly from

the outside in through their gaining knowledge from the environment. Vygotsky (1934,
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1962) argues that children learned from the environment and interactions with people
(as cited in Cheng, 2006a). Anderson et al (2001) illustrate five levels in the affective
domain that describe the way in which people react emotionally and their ability to
feel another living thing’s pain or joy. They include receiving, responding, valuing,
organising, and characterising. Whereas the last two levels are important to allow
students in PGE lessons to reflect and apply what they learned, the affective objectives
involve awareness and growth in attitudes and feelings. That is, PGE also facilitates
metacognition, which involves critical thinking that is necessary for analysis and
evaluation of oneself. It is interpreted as “cognition about cognition” (Cheng, 2006a, p.
279). PGE helps children to reorganise, reflect, and evaluate their experience through

activities and the debriefing process.

However, it is unclear how effective the PGE curriculum is. Section 7 of EMBSDD
(2004 suggests that assessment could be done via (1) portfolio on student’s personal
growth, (2) teachers’ observation, (3) peer evaluation, (4) parent evaluation, and (5)
self-evaluation. With regard to the evaluation of the effectiveness of the guidance
programme, Yuen (2007) integrated ideas from Borders and Drury (1992b) and
Callahan (1993) to illustrate that effective evaluation of a guidance curriculum in
schools consists of (1) meetings for programme evaluation, (2) appropriate use of
qualitative and quantitative data, and (3) collaboration between students, teachers, and

parents. The following section includes details about these three elements:

(1) Meetings for programme evaluation, the followings show the checklist for
teachers and SGTs to evaluate:
e Ideology and targets: what they are and to what extent they have been
achieved?

e Evaluation of students’ need
38



2

3)

e Curriculum design: the appropriateness of the design and content and the
inter-relationship of different sections of curriculum, in order to meet the
needs of students.

e Teachers and SGTs: selection, training and the role of teachers and SGTs
during the process

e Administration of the programme: has the whole school understand, accept
and ready to implement the programme with clear labour division, financial
support and evaluation system?

e Seclection of appropriate evaluation tool: it includes use of right tool and
evaluation the programme with pre-test and post-test.

e Follow up plan: to work out the suggestions to follow up

Appropriate use of qualitative and quantitative data

e Use of the data from Assessment of the Performance in Affective and Social
Outcomes (APASO) or other qualified test

e Use of qualitative data including teachers’ observations, open-ended
questionnaires, focus group and personal diary of students.

The collaboration between students, teachers and parents facilitates the dialogues

between the stakeholders (students, teachers, parents and SGTs) and provides a

platform for continued communication that will support sustainable development

of the curriculum. (Sagor, 1999; Zunker, 1994)

Both EMBSDD (2004) and Yuen (2007) suggest qualitative, rather than quantitative

assessment. Lau (2007) agrees that the guidance curriculum is about growth and living;

therefore, it may be inappropriate to use test scores as evaluation tools, given that

observation about changes in students’ attitudes is important; he also emphasised that

all activities are opportunities to involve students. Lau adds that the message that is

conveyed is important and suggests that it should emerge from students’ experiences
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and reflections through the debriefing process.

Nevertheless, the exact timing and extent of the assessment and factors, such as family
education and peer and media influences, are other factors that impact the affective
performance of students. Evaluation of the effectiveness of the guidance programme is
a complicated issue. This study was done between 2002-2007 to triangulate the
feedback from different stakeholders and to explore the themes that emerged

regarding the applied strategies.

This section describes the conceptual background of the learning theory of PGE. The
curriculum design of PGE was partly based on the literature, with its emphasis on the
importance of debriefing, internalisation, and the instructor-student relationship. The
following chapters explore the practical situations at the school and classroom levels

and examine the extent to which the stakeholders respond and perform.

2.3. School-based Curriculum Development of Personal Growth Education and

its Relationship with the Formal Curriculum

As mandated in EMBSDD (2004), all guidance teachers must implement PGE for all
levels in schools in three years’ time (2002-2005). This suggests that guidance
teachers have to develop, lead, and manage a school-based curriculum and train all
teaching staff for this new programme. In Section 8 of EMBSDD (2004), it states,
“Schools can develop the school-based PGE according to their aims, culture,
characteristics and students’ needs”. However, it is unclear whether this school-based
curriculum can be successful, given the previous failure of the WSA to guidance in
Hong Kong. The following section illustrates the key elements that may affect the

development of a school-based curriculum including the findings of several recent
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studies.

2.3.1. School-based curriculum development

With regard to curriculum development, Stenhouse (1975) defines a curriculum as “an
attempt to communicate the essential principles and features of an educational
proposal in such a form that it is open to critical scrutiny and capable of effective
translation into practice” (p. 4-5). He also claims that:
a curriculum should be grounded in practice. It is an attempt to describe the work
observed in classrooms that it is adequately communicated to teachers and others.
Finally, within limits, a recipe can varied according to taste. So can a curriculum.

(Stenhouse, 1975, p. 4-5)

This means that a curriculum should be designed for the needs of students and be open
for discussion and continuous improvement. Elliott (1994) further argues that
curriculum should include a dialogue between students and teachers: “The curriculum,
as the language of education, not only refers to things in the world, its contents, but
also marks the stance the teacher is to adopt towards the use of the students’ mind in

relation to them” (p. 43-69).

Concerning school-based curriculum development, Elliott (1998, p. 183) proposes that
in an ideal school, “the pedagogical practices of teachers are not shaped by an
organisation defined in terms of power relationships, but one which maintains the
conditions of free and open critical discourse which is the production of a “rational
consensus” grounded in the democratic values of freedom, equality and justice”. He
notes, “It is essentially the theory that pedagogical change fundamentally involves the

collaborative reconstruction of the professional culture of teachers through the
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development of discursive consciousness” (Elliott, 1998, p. 188). He suggests “the
role of [the] facilitator [is] to help with the beginning of the reform, together with
triangulation methods to get points from different stakeholders for further
development” (Elliott, 1998, p. 188). In the implementation of the curriculum, all
affected parties, including parents and students, should be involved (Watkins et al.,
1987, Jones, 1989, Turner, 1996). Ideally, the curriculum will be modified
continuously by the professional teachers and the related stakeholders. These
argument and proposal had inspired the basic concepts for school-based curriculum

development.

In Hong Kong, the idea of school-based curriculum development (SBCD) appeared in
the document “A Perspective on Education in Hong Kong” (the Llewellyn Report),
released in November 1982. In the report, it suggests that “genuine drive towards
school-based curriculum selection and adaptation, together with school-based
programme and pupil evaluation, would open up new horizons for teacher
participation” (Visiting Panel, 1982, p. 58). In the CDC Report, “Learning to Learn:
The Way Forward in Curriculum Development”, SBCD is defined as “the outcome of
a balance between guidance from the CDC and the autonomy of the school and
teachers” (CDI-ED, 2000, p. 70). In the course of SBCD, schools are advised to refer

to the following guidelines:

e Follow the direction and learning targets of CDC

e Help students achieve learning targets

e Build on strengths of schools and needs of students
e Develop teachers and collaborate with other partners
e Vary the choice of subjects/organisation of contents

e Develop learning, teaching and assessment strategies
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e Adapt learning resources
e Use time flexibly
e Reflect and improve based on informed practice

(CDC-ED, 2000, p. 70)

Therefore, the vision, culture, and leadership of the school may affect school-based
curriculum development. In the context of PGE development, leadership employs two
perspectives: leadership for guidance development and school-based guidance
curriculum. Principals have the roles of facilitating, monitoring and supervising SGT’s
work, while SGTs are responsible “to organise, design and launch PGE for students to
cultivate their interpersonal skills as well as their skills in self-understanding, pursuing
life-long learning and meeting life challenges” (EMBSGS, 2003, 2.23 (a) i). Schools
are cautioned not to overload SGO/SGT/SGP with PGE, since “the effectiveness and
extensive implementation of PGE hinge on the active involvement of all teachers”

(2.23 (a) iii).

In terms of curriculum leadership, Doll (1996) mentions the factors affecting the
quality of curriculum leadership are the perception of curriculum leadership, the
definition of and expectations for the role of curriculum leadership, leadership style,
the potential difficulties of a curriculum leader and their performance and directions.
Hall (1996) points out that a curriculum leader should lead the design, development,

improvement, implementation and evaluation of the curriculum.

Cai et al. (2005) conclude that the changing concepts of curriculum leadership range
from the responsibility of principal and administrator (Bailey, 1990), to the
involvement and effort of teachers (Elliott, Brooker, Thurlow & Mclnman, 1996).

This implies that the success of a curriculum is the effort input of all the staff in a
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school. Hence, Cai et al. (2005) believe that a curriculum coordinator should be an
enthusiastic educator, a good role model for teachers, a proactive learner, and a critical,
reflective thinker. He/She needs to think all-round, listen to opinions carefully and
contemplate duly before taking action; solve conflicts and coordinate different parties;
care for the stress and pressure of teachers and be empathetic; balance different
opinions and find consensus and solutions with teachers; manage human resources
well; and be a trustworthy administrative person, to gain the support of principals.
However, some factors affect curriculum leaders (Cai et al., 2005). These include
personality, age, personal experience, position of curriculum leaders and
empowerment from principals (those can affect the leadership style and performance),
and time constraints that limit the extent of discussion and monitoring. Moreover, the
harmonious culture of schools and comprehensible instructions are other key factors in
curriculum leadership. Cai et al. (2005) recommend the following strategies and the

approaches the curriculum leaders can use:

1. Stepwise approach: to develop the professionalism of teachers.

2. Proactive approach: to build up the visions and characteristics, and analyse
the situations to direct the school-based development on the right track.

3. Group development approach: let teachers at the same level or in the same
subjects work together for the curriculum.

4. Modelling approach: use the successful cases of other schools as models for
reference at the beginning.

5. Job allocation approach: clearly allocate jobs and other resources for
teachers and curriculum coordinators (hereafter, CC(s)) to let them feel
secure and with room for curriculum development

6. Integration approach: CCs should analyse and integrate all kinds of

curricula developed by teachers and avoid overlapping parts of them.
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7. Guidance approach: CCs should give guidelines to teachers in the
curriculum planning meetings. After that, they will get used to it and share
freely.

8. Enhancement approach: let parents understand what is going on in the
curriculum reform.

Natural adaptation approach: let teachers get used to appraisals before the
policy is implemented.

10. Sustainable development approach: review the curriculum regularly.

This study investigates whether SGTs can shoulder all the tasks to develop PGE and

how much the principals and the middle management support PGE development.

2.3.2. Constraints in school-based curriculum development

If PGE is implemented as a school-based curriculum, what will be the constraints?
Morris (1996) finds that most schools do not have a well-developed system for
planning their own programmes to meet students’ needs, and as a result they tend to
rely heavily on the central curriculum designed by the CDC. Moreover, teachers in
general lack knowledge and skills in curriculum development (Law & Yu, 1995;
Morris, 1995), and as the senior management, which play a nominal role, gives
inadequate support (Morris, 1996). Besides, teachers’ general attitude towards
innovations is negative and they tend to ignore innovations or only make minor

adjustments when necessary (Morris, 1996).

Collaboration is claimed to be an important element to make WSA to guidance
succeed in school in the early section. Collaboration is also regarded as the

involvement of all teachers in help-related exchanges, and these interactions would
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lead to improvement in teaching and learning (Rosenholtz, 1989). It Collins (1999)
shares the view that the school experience of affective education could be quite
fragmented. Many schools have a pastoral care co-ordinator responsible (with a team
of teachers) for the provision of programmes within a pastoral care system. However,
many schools have no formal provision, with PSHE requirements met with religious
or other curricula. Morris (1995) shares the same view and remarks that for many
teachers, curriculum development is “more a private business than a collaborative
exercise” (p. 9) and that teachers often work in isolated contexts. Indeed, it is a
world-wide problem. According to the findings of two separate pieces of research
conducted in the United States by Goodlad (1984) and Rosenholtz (1989), the culture
of the majority of schools studied was negative in that it was not conducive to

collaborative effort and teachers were mostly working in isolation.

This section describes the possible constraints in school-based curriculum
development with other studies. Findings suggest that they primarily rely upon the
central curriculum, inadequate skills of teachers and managers, problems with

collaboration, and isolated culture of teachers.

2.3.3. Recent Studies related to the personal growth education

In Hong Kong, researchers have conducted studies about guidance curriculum since
the mid-1990s, prior to the formal enactment of the PGE. Lo (1995), Yu (1995), and
Hui (1997) studied the implementation of developmental guidance programmes and
find that the success of these programmes depended upon the school context,
collaborative management, a caring climate, and positive relationships in the schools.
Hui (1998) points out that the guidance curriculum was still “underdeveloped” in

Hong Kong schools.
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At the time of the writing of this thesis, more data were published from “The Life
Skills Development Project” conducted by the Faculty of Education of Hong Kong
University since 2003. This project is carried out with the support of EMB as a study
about guidance curriculum in both primary schools and secondary schools. Life skills
are defined as the everyday competences that facilitate an individual’s academic
progress, personal and social development, and positive career planning. Examples
include study skills, work habits, interpersonal relationship skills, knowledge of self
and others, self-management and leadership skills, financial management, decision
making, and problem solving (Gysbers & Henderson, 2000; Yuen et al., 2003). This
study (Yuen et al., 2006, p.15) finds that self efficacy tends to decline a little bit as the
students (P4 to P6 students) get older after taking the life skills development course
for one year. It also indicates that there may be a reciprocal relationship between
effective life skills and positive relationship of the students in schools. Nevertheless, it
implies schools have the responsibility “to foster positive interpersonal relationship
between teachers and students and among students” (Yuen et al., 2006, pp. 17, 61). As
this study (Yuen et al., 2006) cannot display the drastic change of students over a
period of one year, it suggests a longitudinal study for long-term effects of guidance
and counselling programmes and the implementation of comprehensive school
guidance programme in Hong Kong (Yuen et al., 2007, p. 17) and an in-depth study
about management input (Lee, 2005). Hopefully, this study can partially achieve this

suggestion.

Lau’s (2005) research about PGE implementation also aimed to collect the opinions
and comments of nine teachers through a short PGE training course and its practice in

schools. He concludes with several important findings:
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1.  Misunderstanding about the PGE: most teachers do not understand the PGE
including the aims, the content and the skills, mainly because they lack the
related training and the curriculum is designed and written by guidance
professionals, which reduces the chances to understand the PGE more.

2. Lack of resources and support for the PGE: lack of training and support in
curriculum design is the main problem and teachers feel anxious about. At that
time, the training and resources available were very limited with differences in
quality and may not match the needs of schools.

3. Lack of sense of recognition: most of the teachers just feel that the PGE is
“something” more in the timetable. Their high involvement is not found. They
feel ambivalent towards the presence of the PGE and find it difficult to motivate
each other to participate actively.

4.  Time constraints: most teachers in this study claimed that they have no time to
deal with the PGE because of the time pressure to deal with other reforming
issues.

5. Teachers’ quality: about half of teachers believe that teachers’ quality is the basic
element for the success of the PGE, i.e. their values, understanding their students,
teacher-students relationship, presentation and experience. The individual
difference among teachers affects the effectiveness and development of the PGE.

6.  The attitudes of students and parents: teachers are worried about the attitude of
academic performance-oriented parents not feeling that the PGE is important for
their children. Therefore, the PGE could be marginalised, especially in the higher

forms.

Lau points out the problems of quality, training, teachers’ skills and acceptance of the
PGE, lack of resources and support, time constraints, and the attitudes of students and

parents. Therefore, it is interesting to explore how guidance teachers overcome the
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difficulties in different contexts.

It is important to consider which strategies should be applied for successful
implementation. EMBSDD (2004) highlights the importance of the PGE because it
allows the schools to implement the PGE in their own way. However, some issues,
such as the contextual factors, constraints, and role transition of SGTs, might have
been overlooked. Moreover, the guidelines about the strategy, allocation of time,
manpower and  resources, teacher training, curriculum design and
modification/integration, team management, and sustainable development of the PGE
are unclear (EMBSDD, 2004). The “optimistic and experimental” tone of the
document seems to imply that PGE is “flexible” to be executed and may let SGTs be

frustrated.

2.34. Orientation of the personal growth education in the formal curriculum

It is unclear whether PGE has any place in the formal curriculum or whether it is a
stand-alone programme in primary education. EMBSDD (2004) encourages
integrating PGE into other learning areas, such as General Studies (GE), Moral and
Civic Education (MCE), and even Chinese or Physical Education, via cross-curricular
activities. It is important to find a feasible way to orient PGE. With regard to
integration, Lau (2007) predicts the outcomes of different delivery methods of the
guidance curriculum. He argues that if the guidance curriculum was in an integrated
form, there would be no need to create a new curriculum that might create problems
with resource allocation. However, integration requires collaboration and consensus
among teachers. Otherwise, overlapping or ignorance with regard to content may
occur. The teaching quality and the learning outcome cannot be secured unless these

conditions are met. Some teachers may also ignore the guidance content by finishing
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their subject syllabus first, thereby failing to achieve integration. If the guidance
curriculum is implemented independently, time allocation will present the greatest
challenge. However, it can make the guidance curriculum more important, distinctive,
and systematic. If schools can allocate the manpower appropriately, they can achieve a

quality outcome.

Pring (1984) suggests that the integration of personal and developmental education
into the curriculum could be achieved by placed it in various disciplines across the
curriculum. He opposes setting up a single and separate subject for it. Pring
emphasises the fact that it does not require a revolutionary change in the system to
provide guidance. Instead, it requires a way of approaching old subjects of relevance
to young people. Developmental education can be purposefully diffused into the
existing subjects. It is an issue of cross-curriculum collaboration. Galloway (1990)
also stresses that curriculum planning was a joint responsibility. McGuiness (1989)
proposes the infusion of guidance themes into the academic curriculum as a way of

achieving a whole-school approach which involves all teachers and all students.

With regard to the suggestions above, integration seems possible. The potential pros
and cons of integration of PGE with will be further explored in the subsequent
sections and chapters. The following section briefly describes the relationships
between PGE with MCE, GS, PSHE, and religious education (in terms of

Christianity).

2.34.1. Moral and Civic Education development and PGE

Among all subjects, the one with strong ties with PGE is MCE. Primary Education

and Pre-primary Services, The Curriculum (ED, 1981, p.14) states, “Moral education
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has recently attracted considerable interest in connection with the increasing problems
of juvenile delinquency and crime. Guidelines are being prepared to assist schools in
this difficult area of education.” This initiated MCE development in Hong Kong. The
Civic Education Guidelines (ED, 1996) state that civic education aims “to enable
students to understand how the individual, as a citizen, relates to the family, the
neighbouring community, the regional community, the national community and the

world” (p. 5):

In the case of Hong Kong, the civic learner needs to know the cultural and
political identity of Hong Kong as a Chinese community, as a British colony
for a certain period, and as the Hong Kong Special Administrative Region
[HKSAR] of China from July 1997. At a time of political transition, we need
our citizens to actively adopt a new national identity and to be participative
and contributive to bring about smooth transitions, to sustain prosperity and

stability and to further improve the Hong Kong society. (p. 21)

Parallel to the development of guidelines and teaching material on personal and social
education, the Education Department has also recognised the need for students’
whole-person development. In particular, the official document School Education in
Hong Kong (Education Commission, 1993) includes a statement of aims: “The
development of the full potential of every individual child, so that our students
become independent-minded and socially aware adults, equipped with the knowledge,
skills and attitudes which help them to lead a full life as individuals and play a positive

role in the life of the community” (p. 8).

The Education Commission Report No. 7 (Education Commission, 1997, p. 8) echoes

the same aim by saying that “traditional Chinese values towards a whole-person
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education of a child include moral, intellectual, physical, social and aesthetic
development...... Our society needs committed citizens and needs to develop fully the

potential of its students”.

In the Basic Education Curriculum Guide (CDC-ED, 2002¢), a migration strategy was
suggested. Re-focusing, re-organisation and re-engineering of MCE in schools were
proposed through a more practical approach. Re-focusing puts emphasis on the five
priority values and attitudes (they are the responsibility, commitment, respect for
others, perseverance and national identity). Re-organisation requires the adoption of a
Life Events Approach, while re-engineering enhances the whole-school approach. All
these are strongly recommended to be done through joint partnership and
collaboration of the different key players. In CDC-ED (2002¢), PGE and the role of
SGTs are rarely mentioned. It states that PGE could be an independent programme of
MCE (p. 14), guidance teachers could be allowed to be MCE coordinators (p. 18) or a

post to collaborate in the theme-based learning activities (p. 19).

2.3.4.2. Personal, social and humanities education (PSHE) development and

PGE

Another area strongly related to PGE is Personal, Social and Humanities Education
(hereafter, PSHE), which is similar to General Studies (hereafter, GS) in primary
schools, in which the strand termed “personal and social development” is well related
to the values and attitudes, and the generic skills emphasised in the curriculum
guidelines of PSHE and GS. “Personal and social development” encompasses the
emotional, affective and health aspects of education (McLaughlin & Byers, 2001). The
six strands of PSHE serve the purpose of “linking the development of competence and

skills, values and attitudes, knowledge and understanding into a holistic learning
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process” (CDC-ED, 2002a, p. 23) for Personal, Social and Humanities Education
(PSHE) in the Key Learning Area Curriculum Guide (Primary 1-Secondary 3). Figure
2.3 is adopted from Chan (2006) and depicts the strands, values and attitudes and the

generic skills of PSHE proposed by the EMB.

Diagrammatic Representation of PSHE KLA
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Curriculum Framework Equality, kindness, benevolence...
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Figure 2.3 Diagrammatic Representation of PSHE Key Learning Area Curriculum

Framework. (adapted from Chan (2006))

By examining the difference between GS and PGE, I compared the proposed PGE
curriculum framework and a set of sample GS textbooks (Chui & Cheng, 2004)
designed in accordance with the GS syllabus. The findings show that the weighting of
PGE eclements in the textbook is presently obviously. Further, there is a U-shaped
distribution of PGE elements from P1 to P6, with the lowest proportion in the middle
levels. PGE may help to remedy the situation at the middle levels to meet the needs of

student in Levels 3 and 4. Moreover, there is room for improvement, especially in the
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means of internalisation of the positive values and behaviour and the guidance for

in-depth debriefing.

2.3.4.3. Recent reform in religious education (Christianity) in Hong Kong

Given the religious backgrounds of Schools A and B, the discussion of RE in this
study is in terms of Christianity and the related research and documents. In the view of
the Catholic Church, RE has been regarded as a “major vehicle for moral education
for many years” (Priestley, 1987, p. 107). Beck (1998) argues that the relationship
between religion and morality is by no means clear-cut. The values most frequently
mentioned by RE are “awareness of spirituality”, “tolerance”, “respect for others”, and
“love” (Taylor, 1989). Nevertheless, Ng (1990) states that the functions of RE should
not only help pupils to think about religion and life, but it also guides student in the
realisation of their own commitments of religious faith or their choices of values
According to Lee (1990), RE is intended to “help students search and establish their
own axiology” (p. 19). He highlights the intrinsic values of RE and notes that its aim
was to achieve self-actualisation. With regard to promoting students’ growing needs
and personal development, Cardinal Wu (1995)° of Hong Kong suggests that:

to help our students form responsible and positive attitudes towards life and

society, Catholic schools should teach Christian morality in all its richness,

love and life education, civic and national education. Special care and

attention must be given to students who have personal and family problems.

We should treat them like little brothers and sisters of Christ. (p. 15)

Toward the end of the last century, the Catholic Church started to review its religious

* CARDINAL JOHN B. WU (1995). Proclaim the Gospel of the Lord Spread the Kingdom of God, March into the Bright
Decade. Pastoral Exhortation Interim Report and Proposals.
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education, targets, and pedagogy. Many important documents were issued to redefine
RE. In “Catholic Secondary Schools, Primary Schools & Kindergartens, Religious &
Moral Education Curriculum Document” (RMECTG-CEO, 2006) issued by the
Catholic Diocese of Hong Kong (hereafter, CDHK), Points 87-90 outline the
important values of Catholic life for Christian education. Beyond love, the basic

elements of a Christian social ethic are:

1. The human person, the central focus of the social order;

2. Justice, the recognition of the rights of each individual;

3. Honesty, the basic condition for all human relationships;

4.  Freedom, the basic right of each individual and of society.

5. World peace founded on good order and the justice to which all men and women
have a right as children of God;

6. National and international well-being depend on the fact that the goods of the
earth are gifts of God, and are not the privilege of some individuals or groups

while others are deprived of them.

The Congregation for Catholic Education® (1988, Section 3.5) frankly points out a lot
of drawbacks of the RE, especially the loose structure, outdated pedagogy, weak
linkage between daily life, little room for personal reflection, inadequate sharing and
listening, inadequate teaching training, and lack of research study about development
of RE in Hong Kong. Moreover, some teachers also point out the crisis of
marginalisation of RE in school (Verbatim 2.3.3.) In the document “The Catholic
School” (point 50) further explains that RE should be implemented in a systematic

manner and not simply expect intellectual assent to knowledge but invite the

* THE CONGREGATION FOR CATHOLIC EDUCATION (1988) The Religious Dimension of Education in a

Catholic School == 75554k ;}"5‘?] (EEN :T'Sfﬂjﬂ’_{f} : Guidelines for reflection and renewal
5 THE SACRED CONGREGATION FOR CATHOLIC EDUCATION (1977) The Catholic School == F5554%
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commitment of a person with Christ as the model. “Teaching is not merely confined to
“religious classes” within the school curriculum, it must be imparted explicitly and in
a systematic manner to prevent a distortion in the child's mind between general and

religious culture...being to the Person of Christ” (citation).

“The Religious Dimension of Education in a Catholic School®”, Part Two, point 26,
notes:
Prime responsibility for creating this unique Christian school climate rests
with the teachers, as individuals and as a community. The religious dimension
of the school climate is expressed through the celebration of Christian values
in Word and Sacrament, in individual behaviour, in friendly and harmonious
interpersonal relationships, and in a ready availability. . . .If it is not present,

then there is little left which can make the school Catholic. (CCE, 1988)

Communication and frank collaboration is encouraged among teachers in Catholic
Schools, to “develop a real willingness to collaborate among themselves. . . .Channels
of communication should be open among all those concerned with the school” (Point
39). Hence, it shows there was a trend to develop RE in a more comprehensive way to
link up with the curriculum reform. “Religious instruction, therefore, should be
integrated into the objectives and criteria which characterise a modern school. . . .It
should seek appropriate interdisciplinary links with other course material so that there

is coordination between human learning and religious awareness” (Point 62).

The CDHK perceived that the RE curriculum was lagging behind the reform, it then

try to impose rigorous curriculum reform since 2002. The Happy Road, a set of current

® THE CONGREGATION FOR CATHOLIC EDUCATION (1988) The Religious Dimension of Education in a
Catholic School == 755543 ?"T?] FI'CJ:?J‘(?;[I]F&@ : Guidelines for reflection and renewal
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RE textbooks, was criticised for being uninteresting and lacking a strong link to daily
life. Therefore, the content of The Happy Road must be re-examined (RMECTG-CEO,
2006). Besides, teachers must handle carefully the topics related to miracles, violence
and war (conflicts in Jewish history, God’s punishment for Adam and Eve, flooding,
death, famine or diseases), the faith stories with sacrifice and also sensitive topics like
the pregnancy of Mary, Heaven and Hell. Children nowadays may not be satisfied and
query God’s will and power. (Verbatim 2.3.3. shows some points of view of the RE

teachers and the reform they tried.)

Religion teachers (adapted from Points 96-97) must have a thorough cultural,
professional, and pedagogical training, and they must be capable of genuine dialogue
with authentic human qualities (like Christ), including culture with affection, tact,
understanding, serenity of spirit, a balanced judgment, patience in listening to others
and prudence in the way they respond, and, finally, availability for personal meetings
and conversations with the students. An unprepared teacher can do a great deal of
harm. Hence, RMECTG-CEO (2006) tries to redefine religious education. Using the
whole school approach, it emphasises that the curriculum is the responsibility of
teachers of all subjects. It aims to satisfy the majority of the non-Catholic students and
to cater for the real practices in Hong Kong (RMECTG-CEO, 2006, Chapter 3, p. 24).
The pedagogy (Section 3.2) introduces the “Shared Christian Praxis” approach which
tries to link daily events and reflections with the Bible to enlighten students through

discussion and sharing. There are four steps:

1. “Affection” in “describing and reflecting upon life experience”
2. “Affection” in “accessing the Christian Story — Scripture, Church traditions
and teachings”

3. “Affection” in “integrating the Christian Story and life experience”
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4. “Affection” and “determination” in “response”

This new approach encourages the strong linkage of Christian Story and life
experience. Teachers have to guide students to express, reflect and share their daily
lives by means of the stories in the Bible. This is similar to the PGE approach. It
shows that CDHK had taken action to reform the obsolete curriculum used for 30
years by introducing new concepts, priority and pedagogy. They were going to adopt a
more strategic approach to restructure and to reposition the subject with a
comprehensive approach, and consideration of the linkage with moral education, the
Chinese culture and the characteristics of oriental parental practices. CDHK also
suggests putting “religious and moral education curriculum” in the domain of MCE

(RMECTG-CEO, 2006, p. 2).

Later chapters will show the complexity of the issue and explore the position of PGE

in view of curriculum development and guidance development.

2.4 Chapter Summary

This chapter provides a brief overview of student guidance development in Hong
Kong from the mid-1990s to 2002. The WSA to guidance was widely adopted in
primary schools in mid-1990s. Its effectiveness was hampered due to numerous
factors, such as school leadership, workload, misunderstandings, lack of consensus
and training among teachers, and the conventional bias toward academic excellence in
schools. The policy of Comprehensive Guidance Services was issued in 2002. PGE
was introduced as part of the new policy to suffuse the guidance concepts into schools
in the form of a curriculum with the WSA. The known constraints of school-based

curriculum development include time, resources, school support, reliance on the
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central curriculum, and teachers’ inadequate skills and indifferent attitudes toward
collaboration. Although PGE has similarities to MCE, PSHE (GS), and even RE, it is
only implicitly mentioned in MCE curriculum reform documents. The mode of
delivery, such as the integration of PGE with other related subjects, is worth

investigating.

The following chapters will examine the practical situations and explore whether the

constraints are present in the process of PGE development with the flexible guidelines

provided by EMB.
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CHAPTER THREE METHODOLOGY

3.1. Introduction

This chapter introduces the research design, rationale and the justification of the
research methods used in this study. Moreover, there is detailed introduction of the
methods of data collection from multiple sources in order to conduct a comprehensive

study about PGE development. The following table shows the structure of this study.

Chapter 4 | Chapter 5 Chapter 8 Conclusion

Themes | Management of the political issues | To conclude the possible

emerged | Chapter 6 implementation strategies and the
Management of the resources Implications found in Chapter 5 to
Chapter 7 7, and to ask the research
Management of the curriculum questions.

Table 3.1 The structure of this study

Qualitative methodology is the chief approach in this study. The qualitative methods
are applied to explore the research questions with in-depth investigation, to triangulate
different points of view in complex settings such as schools. On the other hand,
quantitative methods are used as part of the data analysis (for questionnaires) to

supplement qualitative information with the statistical results.

Qualitative research aims to produce rounded and contextual understandings on the
basis of rich, nuanced and detailed data, with more emphasis on “holistic” forms of
analysis and explanation than on charting surface patterns, trends and correlations

(Mason, 2002, p. 3). A qualitative methodology uses a variety of methods of research
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such as observation, interview, personal experience, and various texts to help describe
points of study and to interpret or better understand them (Denzin & Lincoln, 1998).
Mason has stated that qualitative research has an unrivalled capacity to constitute
compelling arguments about how things work in particular contexts (2002). Stake
(1995) points out three major differences in qualitative and quantitative emphases: the
distinction between explanation and understanding as the purpose of inquiry, the
distinction between a personal and impersonal role for the researcher, and the

distinction between knowledge discovered and knowledge constructed.

3.2. Research Design and Justification

3.2.1. Initiation of this study

Grounded theory research and naturalistic observation

As the SGT, I had served School A for 5 years (1999-2004) and School B for 3 years
(2004-2007) as an insider. Since the curriculum reform that began in 2002, it was a
critical time for the whole school. I kept at least three log books to note down my
observations of the PGE implementation process. They include the feedback of
principals, teachers, students, notes from Student Guidance seminars, dialogue with
colleagues, lesson observations, the year plan and evaluations, the minutes of meetings
and other special remarks. In other words, the grounded theory approach was applied,
which means that the researcher begins with a minimum number of assumptions
concerning the nature of the thing being investigated and lets insights emerge in the
course of his or her observations (Martinez-Pons, 2001, p. 60) Grounded theory
research combines both quantitative and qualitative methods to control the extent to
which the initial subjective biases of the researcher distort the development of

understanding.
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At that time, I predicted that the introduction of the PGE would be a great chance for
student guidance development in primary schools, because it might change the
mindset of the stakeholders, impact the ongoing curriculum reform, and uplift the
profile of guidance and counselling in schools. Hence, I observed and collected data
simultaneously during the implementation process. The following are the steps
recommended by Pressley and McCormick (1995) about grounded theory research and
the description of my work accordingly:
1. Collection of qualitative data through observation or unstructured survey or
interview methods.
In 2002, two years before I began the research for this thesis, I started to
implement the PGE in School A. I followed the plan I designed and then
collected the data for the purpose of personal reflection and review of the
project. At that time, my data collection was not systematic.
2. Identification of the regularities or categories among the qualitative data.
I decided to make a systematic study of the PGE and keep my notes about
what happened during the implementation process in School A including
the difficulties and success of the process. Then I tried to sum up some
chief problems of the case.
3. Checking for category credibility and elaboration of categories through
more focused surveys or interviews.
In 2004, I started my in-depth study of PGE development in my work place
and gathered the stakeholders’ perspectives via quantitative and qualitative
means.
4. Organisation of categories into a cohesive theoretical structure.
In 2004, I started a long period of data analysis across all sources of data.

Meanwhile, about 100 issues emerged from the data from the action
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research and the subsequent questionnaires and interviews. They were then
categorised under the conclusive themes after analysis. Chapter Four
attempts to illustrate the themes found from different stages and how they
integrate and merge into this study report.

5. Construct validation of the theoretical structure through the use of
statistical methodology.
Quantitative analytical skills like the t-test and Z-test were used to explore
the validity of the data collected via questionnaires. Another set of emerged

themes was then included for further analysis.

Participant observation

I also worked as a practitioner researcher to record the changes. According to

Anderson et al. (1994):
Practitioner research is “insider” research carried out by educational
practitioners (in this book, those working in educational settings) using their
own site (classroom, institution, school district, community) as the focus of
their study. It is a reflective process, but it is deliberately and systematically
undertaken, and generally requires that some form of evidence be presented to

support assertions. (p. 2)

On the one hand, the practitioner researcher takes full advantage of acquiring the tacit
knowledge of a setting that those who must act within it daily possess. On the other
hand, the practitioner researcher finds it difficult to step back and take a dispassionate
look at the setting (Anderson et al., 1994). That points out the difficulties of my

struggle for objectivity during the whole process.

Traditionally, participant observation has been defined in terms of its non-judgmental
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stance in acquiring data to depict social groups and cultural scenes authentically
(LeCompte & Preissle, 1984). It is a process of immersing ourselves in the study of
people or organisations. In my case, this process was with the consent of the heads of
the target schools. Observation is a common means to collect data in qualitative
analysis. The researchers use their primary tools — their senses — to “feel” the social
situation (Fetterman, 1984). “Observation is a fundamental and highly important
method in all qualitative inquiry. It is used to discover complex interactions in natural
social settings” (Marshall & Rossman, 1999, p. 107). The objectivity of observation
might be affected by the researcher’s own value, attitudes and experiences (Best &
Kahn, 1989). The researcher was aware that her personal perceptions would affect the
quality of data collection and analysis. Therefore, the researcher should be cautious
about her personal values that could have made an impact on the interpretations of
reality (Owens, 1982) Therefore, I employed a multi-method approach involving
interviews, observations and documentary analysis to collect data. The combination of
strategies provided a more holistic picture of the practice and enhanced the reliability

and validity of the research results (Denzin, 1978).

3.2.2. Research design and the three stages of data collection

The research design of this study comprises three parts (as shown in Figure 3.1); they
are the action research with case studies in School A and B as well as the analysis of
data collected via questionnaires distributed to teachers in School A and B,
questionnaires returned from 77 schools, and interviews with teachers, SGTs, Social

Workers and Education Bureau (hereafter, EDB) people.
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answered by
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Figure 3.1 Research design of this study

There are three main stages of data collection:
e Stage One: Action research with case study in School A (2002—-2004)
and case study in School B (2004-2006)
e Stage Two: Questionnaires to teachers in School A and B in 2004 and
2006 and SGTs returned from 77 primary Schools in 2005
e Stage Three: Interviews with different stakeholders including teachers,
students, parents, SGTs, social workers and EMB people (2004-2007)
Both qualitative and quantitative methods of data analysis were used. The latter played
a supplementary role for data collection and analysis (Appendix C2). The following
table summarises the research method used in this study at different data collection

stages and their relevance to the two research questions.
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Stage of Data . RIR
Collection Research Methods Applied Q| Q
1|2
Action research with cases studies in School A and B:
1. Natural observations (both Schools A and B) vV
2. Planned observations (e.g., lesson observation) (both Schools AandB) | v/ | v
3. Videos and photos for PGE lessons (both Schools A and B) vV
Stage One: | 4. Evaluation with focus group for students (both Schools A and B) v
Action 5. Evaluation with questionnaires for teachers (both Schools A and B) vV
Research with | 6. Annual Discipline and Guidance (D&G) team meetings about PGE v
Case Studies (both Schools A and B)
inSchools A | 7. Document analysis (both Schools A and B) vV
and B 8. Lesson study in P.3 (School B) 4
9.  Preliminary lesson plan evaluation (School B) vV
10. Level meetings for teachers (School B) v
11. Evaluation with questionnaires for parents (School B) v
Questionnaires to investigate the perception of change, success, and failure of
Stage Two: | PGE development
Questionnaires | 1. Questionnaires to teachers in School A in 2004 and 2006 vV
to 2. Questionnaires to teachers in School B in 2004 and 2006 V|V
Stakeholders | 3. Questionnaires to SGTs in 2005 v
Interviews with different stakeholders from 2004 to 2007
Stage Three: | 1.  Focus groups with students and parents v
Interviews 2.  Interviews with teachers v
with 3. Interviews with SGTs vV
Stakeholders | 4.  Interviews with social workers v
5.  Interviews with EMB people v
Qualitative analysis: data coding, issue categorisation, and themes definition ViV
Data Analysis Qualitative analysis for data from Stage 2: Z-test, t-test, and correlation test vV I v
Data triangulation for all themes that emerged vV

Table 3.2 Research methods applied at different data collection stages
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3.2.2.1. Stage One — Action research with case study in School A (2002-2004)

and case study in School B (2004—-2006)

I served School A during 1999 and 2004. It was a 24-class primary school and was
founded in the late 80s. It was a bi-section school with AM and PM sections and it
was transformed into a whole-day school in 2001. Student guidance service started in
School A in the 1990s, and there were different guidance programmes (for
whole-school and special groups of students) every year. Discipline development was
dominant and independent with student guidance before 2002. After analysing PGE

implementation in School A, the experience was carried over to School B.

School B was a whole-day, 30-class primary school. It changed to a whole-day school
in 2000. It was a quite popular school in the district and known for its good academic
results and versatile extra-curricular activities. I served School B from 2004-2007,
which was quite a stable period to implement the new guidance policy. Because of the
religious background of both Schools A and B, religious education and whole person

development are emphasised in their missions.

Appendices Al, A2, B1, and B2 introduce the background, history, structure,
organisation, timetable, and development of school guidance in both schools during
the research period. Consent forms to conduct the case studies were obtained from the

principals of Schools A and B prior to beginning data collection.

PGE started in School A in 2002. I collected data and took notes during observations
that coincided with grounded theorizing at the beginning of the study. Based on the

PGE development planning in School A and the detailed information collected, I
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began my research study in 2004 with the principals’ consents at both schools. Data
were collected in the form of case notes from naturalistic observation, minutes from
meetings, internal questionnaires, interviews with focus groups, and lesson studies
with videotaped lessons and lesson evaluation forms. There were approximately four
different development stages of PGE corresponding to the extent of my involvement
and my work places:

1. 2002-2003: Initiation of PGE with pilot lessons in School A

2. 2003-2004: Revised development plan for PGE in School A

3. 2004-2005: Revised development plan for PGE in School B

4. 2005-2006: Revised development plan for PGE in School B

Appendices A and B show the details of the two case studies. Figure 3.2 shows the
action research done and the key development in both School A and B. It shows that
the experiences, reflections and feedback gained from each cycle were carried to the
next one to revise the development plan continuously. The development plan was
revised continuously by considering all feedbacks of the stakeholders through
different means like meetings, questionnaires and focus groups. During the process,
every step proceeded experimentally and the plan was adjusted as research progressed.
The changes mainly included time allocation for PGE, job allocation for the D&G
team, curriculum design (time, content and approach), evaluation methods and mode
of delivery. The key changes in strategy from 2002—2006 are briefly listed in Table

3.2.

The case study approach was chosen because I was working in both Schools A and B
as SGT from 1999 to 2007. As the organiser of the PGE, I could conveniently collect
the detailed data with multiple approaches consisting of my first-hand perceptions,

naturalistic ~ observations, reflections, questionnaires, videotaping, photos,
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documentary analysis, evaluations (including focus groups) and minutes. Data was
collected from 2002 to 2006. Hence, it took me four years to carry out the

participant-observation and data collection.

In School B, a lesson study in P3 and a preliminary lesson plan evaluation were
conducted. The lesson study was done with video taping, interviews, and a focus
group to analyse the three different PGE topics in three classes (3R, 3S, and 3T) to
explore the similarities and differences in the teaching skills of three teachers (Teacher
R, S, and T) and their students’ feedback about the lessons. The preliminary lesson
plan evaluation was done with a document analysis to determine the preferences and

comments of teachers and students about the curriculum design and the lesson plans.
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Figure 3.2  Action Research in School A and B from 2002-2006.
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Table 3.3

Key developments of the PGE in School A and School B

Year

School A

School B

1999-
2002

There were whole-school approach

guidance programmes similar to the PGE.
PGE was introduced to the whole in 2002

spring.

Introduction of the PGE

2002-
2003

L.

I tried to get the support from the
principal, deputy principals, discipline
master (hereafter, DM), curriculum
coordinator (CC) and panel heads of
GS and MCE. I got the verbal support
from CC and some panel heads. The
principal did not perceive that PGE
was a polity to be done.

I made the announcement in an
administration meeting. Then I tried
to allocate time for the PGE at the
trial stage.

I made the announcement in a staff
meeting.

The first part (academic development)
of the PGE curriculum was finished
by the research alone at the trial stage.
Preparation of the PGE began with
Teacher training (Part I) and lesson
demonstrations done by the
researcher (as SGT) to all the class
teachers; video tapes for reference
were prepared simultaneously. The
first part of PGE was completed with

evaluation.

The ex-SGT tried to initiate the PGE in P4
as a pilot test, but it failed and then

vanished.

2003-
2004

There was successful allocation of a
teaching period for the PGE and
teacher training (Part II).

I tried to motivate D&G Team to help
with the lesson plans selection and
modification, but failed.

The second part (personal

development) of the PGE curriculum

The ex-SGT got help from the education
psychologist to design 8 lessons for P1 and
P2. Co-teaching was practised. Teacher

training was offered by an NGO.
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Year

School A

School B

was finished.

4. I motivated the D&G team to help
with lesson plan selection and
debriefing question writing; it
succeeded. Then I did the evaluation
with all teachers and students and sent
questionnaires to parents.

5. The third part (social development) of
the PGE curriculum was finished.

6.  There were interviews with 15
students from 5 different classes with
their PGE lesson videotaped for the

focus group.

2004-
2005

1. Iwas assigned to work in School B
and left School A. A SGP (social
worker) took up my job; she faced the
similar problems like ignorance of
principal and middle managers. She
tried to simplify the communication
process with teaching staff and
reduced the number of lessons;
teachers were happy with the lighter
workload.

2. CC changed and involved PGE as
part of the curriculum; integration
with Religious Education and GS was

tried.

1.  Itook up the post of SGT in School
B.

2. I had meetings with the discipline
master, CC and panel head of GS and
some D&G team-members.

3.  Principal B specially rendered
financial support to get help from an
NGO for PGE development. Part of
the lessons were designed and
demonstrated by the NGO.

4. Itried to strengthen and restructure
the PGE in School B. PGE was
delivered in a mixed mode: with class
lessons, mass lessons in the school
hall, and trial integration with RS and
GS lessons.

5. Ifailed to fight for a definite teaching
time for the PGE, which was then
located in the tutoring time.

6.  Evaluations of the PGE were done
with Assessment of the Performance
in Affective and Social Outcomes
(APASO), interviews and
questionnaires with students, teachers

and parents.
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Year

School A

School B

2005-
2006

Principal A changed. The PGE became part
of the curriculum with integration with

Religious Education.

1.

6.

A PGE and MCE meeting was held
during the summer holidays to define
the teaching aims, targets and values
of the whole curriculum with all
teachers together.

A lesson time of the PGE was
allocated successfully. Integration of
PGE in RE and GS lessons was
cancelled.

The PGE was restructured as lessons
in class with co-teaching and
demonstrations by social workers in
parallel with Parent Education via a
series of workshops, family
worksheets, parent groups and
parent-kid carnivals.

Teacher training was done by NGO
and SGT about teaching skills of PGE
and personal growth.

D&G members (level representatives)
were invited for PGE management
including pre- and post-lesson
meetings, evaluation meetings and
material distributions. Particularly, a
focus group with about 70 students
for evaluation purposes and a lesson
study in Level 3 (3 different lessons at
3 different class (Class 3R, 3S and
3T) were done.

Final Evaluation

Table 3.3

Key developments of the PGE in School A and School B

The action research between School A and B made use of the transfer of experiences

from one to another to pursue success. Through case studies, details of each procedure

were studied carefully. In particular, the opinions, perceptions and feedbacks of the

stakeholders towards the changes made by the researchers were investigated, noted
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and observed. In this study, action research happens naturally for the guidance
curriculum development. It is also motivated by the schools’ internal and external

review policies, which emphasise the steps of Plan, Act, Observe and Reflect.

According to Dewey, for changes and learning to occur through self-reflective inquiry,
learning must begin with an ambiguous situation that presents a dilemma, problem or
felt difficulty for the individual (Smylie, 1995). Schein (1969, 1988) also argues that if
change or learning is to occur, it must be preceded by altering an existing
cognitive-psychological equilibrium that supports present behaviour and attitudes
(Smylie, 1995). The action of reflection, the rethinking of experience, provides

personal meaning and learning (Hoban, 2002). That is action research.

As an insider, I was totally immersed in the whole process. Van den Berg and
Vandenberghe (1981, 1995) point out that study of the implementation processes
should be based on the experiences and perceptions of the individual teachers, their
involvement, changes in their teaching strategies, changes in their subjective
educational theories and professional selves (Kelchtermans, 1993), and changes in
their perception of professional development (Clement, 1995). Stenhouse (1983, p.
163) wants the teachers to critically assess their situation, so that they can engage in
meaningful professional development and become more autonomous in their
judgments of their own practise. In other words, action research is actually a learning

process (in a constructivist sense) that enhances the wisdom of teachers.

Concerning the pursuit of reflective self-development of teachers, Elliott (1991, p. 69)
defines action research as “the study of a social situation with a view to improving the
quality of action within it”. It aims to feed practical judgment in concrete situations,

and the validity of the “theories” or hypotheses it generates depends not so much on
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“scientific” tests of truth, as on their usefulness in helping people to act more
intelligently and skillfully. In action research, ‘“theories” are not validated
independently and then applied to practise. They are validated through practice.
Therefore, as an insider and the practitioner researcher, I was indeed eager to study the
whole process as a self-learning process. Elliott considered action research itself to be

a self-reflective process.

Noffke (1991, 1997) believes that such a process of developing self-awareness, while
it can help to bring about “collective agency” (McNiff, 1988), built on the ideas of
society “as a collection of autonomous individuals™, is not capable of addressing
social issues in terms of the interconnections between personal identity and power and
privilege in society. Hence, the process of developing self-awareness through action
research should not be confined to the activity of individual teachers. In order to effect
educational change at the level of the classroom, action research needs to engage those
who maintain the wider structures that shape teaching and learning — at departmental,
school and system levels — in the reflective process. The idea of the school as a
“Learning Organisation”, discussed in the final chapter, is an acknowledgement that

the growth of self-awareness is a holistic process.

Carr and Kemmis (1986, p. 162) define action research as follows:
Action research is a form of self-reflective enquiry undertaken by participants
in social (including educational) situations in order to improve the rationality
and justice of (a) their own social or educational practices, (b) their
understanding of these practices, and (c) the situations in which the practices
are carried out. It is most rationally empowering when undertaken by
participants collaboratively, though it is often undertaken by individuals, and

sometimes in cooperation with “outsiders”. In education, action research has
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been employed in school-based curriculum development, professional
development, school improvement programmes, and systems planning and

policy development.

Action research not only creates conditions under which practitioners can identify
aspects of institutional life which frustrate rational change, but it also offers a
theoretical account of why these constraints on rational change should be overcome, by
offering and enacting an emancipatory theory of how the constraints of ideology can be
overcome. Hence, action research can find out the difficulties and the possible
solutions on the ground of theory, and further, the practicality of theory can be

examined.

Action research is a form of collective self-reflective enquiry undertaken by
participants in social situations in order to improve the rationality and justice of their
own social or educational practices, as well as their understanding of those practices
and the situations in which the practices are carried out. The approach is only action
research when it is collaborative, though it is important to realise that action research
of a group is achieved through the critically examined action of individual group

members (Kemmis & McTaggart, 1988, pp. 5-6).

Action research is an interesting method to use in this study seeking the best practice
for PGE development with continuous modification. The exploring process could be
endless until the key study target disappears. Attitudes like sensitivity,
open-mindedness, objectivity, persistence and risk-taking of the practitioner researcher
are important to sustain the study and the action research cycles to solve the
problematic situations with innovations. Limited to the difficult situations of guidance

teachers in school (discussed in later chapters), the extent of involvement of
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stakeholders in the process may not be easy and desirable as in other action research
studies. Indeed, the success of an action research somehow depends on the power
figure of the researcher in the institute, resources available for in-depth investigation
and the controllability and scale of the study. Moreover, feasible innovations depend
on numerous factors such as insights, observations, reflections and critical thinking of
the researchers. Indeed, there could be plenty of unknown and inconceivable factors;
action research may just partially understand the complex reality but never the whole.
Every action cycle begins with new hypothesis with revised strategies that may never
meet the needs for the ever-changing settings. It is also the most attractive point of
action research in the practical world. Hence, case study may be a fit methodology to

understand the situation in-depth.

About case study, Yin (1994) points out that it is a comprehensive research strategy
and its importance lies in its potential “to explain the casual links in real-life
interventions that are too complex for the survey or experimental strategies” (Yin,
1994, p. 25). Yin states case study should be defined as an empirical inquiry that
investigates a phenomenon within its real-life context. Case study research can consist
of both single and multiple case studies, and can include both qualitative and
quantitative evidence from multiple sources and benefit from the prior development of
theoretical propositions. Yin notes that case studies should not be confused with the
exclusive use of qualitative methods (Yin, 2002). Therefore, in this study, both

quantitative and qualitative methods are used.

According to Hitchcock and Hughes (1995), a case study’s characteristics include a
focus upon particular events, integral involvement of the researcher and a way of
presenting the case to capture the richness of the situation. The researcher also needs

to identify the boundaries of the case and collect a variety of data from various
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sources.
As proposed by Cohen and Manion (1985, p. 120), “a case study researcher typically
observes the characteristics of an individual unit. The purpose is to probe deeply and
to analyse intensively the multifarious phenomena that constitute the life cycle of the
unit with a view to establishing generalisations about the wider population to which
that unit belongs”.

According to Stake (1995), a case study may be defined as the intensive investigation
of a single object of social inquiry such as a teacher or a school and it is the study of
the particularity and complexity of a single case to understand the activity within
important circumstances. He also states, “Anchored in real-life situations, the case
study results in a rich and holistic account of a phenomenon” (p. 41). Sammons et al.
(1997) have said that case study research can illuminate the complex interactions of
context, organisation, policy and practice which help to generate more or less effective

schools and departments.

As Merriam (1988) has put it: “A qualitative case study is an intensive, holistic
description and analysis of a bounded phenomenon such as a programme, an
institution, a person, a process or a social unit” (p. xiv), and “case studies are
particularistic, descriptive, and heuristic and rely heavily on inductive reasoning in
handling multiple data sources” (p. 16). Merriam (1998) also points out that the case
study offers a means of investigating complex social units consisting of multiple

variables of potential importance in understanding the phenomenon.

The primary characteristics of a case study are its focus on the particular detail, its
in-depth nature, its focus on relationships and processes (a holistic approach), natural
settings and use of multiple sources and methods (Denscombe, 2003, pp. 30-31).

Stake (2000, p. 448) summarised a case study in this way:
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1. Bounding the case, conceptualising the object of study;

2. Selecting phenomena, themes or issues — that is, the research questions — to
emphasise particular points;

3. Seeking patterns of data to develop the issues;

4. Triangulating key observations and bases for interpretation;

5. Selecting alternative interpretations to pursue;

6. Developing assertions or generalisations about the case.

Moreover, the suggestions of Dobbert (1982) have been adopted as a reference in
deciding the sample schools for this study: “To justify a sample, one must know the
universe and all of its relevant variables — which is an impossible task. The best
compromise is to include a sample with reasonable variation in the phenomenon,

settings, or people under study” (Dobbert, 1982).

Limitation and Validity of Case Study in Schools A and B

A case study is a longitudinal study to fully investigate things that happen in an area in
a certain period. However, the validity of the data depends on the honesty of the
interviewees. I found that some intangible and implicit history or complex
relationships were not easily articulated, such as unsolved conflicts, failed policy and
inter-personal struggles. Human beings perform and present differently in different
situations, at different times and for different people; they are multi-faced. This study
may not able to reflect all truth if the researcher were insensitive or uninformed to the
data. To secure the validity and the integrity of the picture, time spent with the

stakeholders is essential.

Moreover, document analysis was used in the case study. It was based on the work
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schedules, curriculum content outlines, minutes of meetings, evaluation reports
(internal and external), and worksheets. These provided concrete information about
the project. Bernard (1988) claimed that the study of documents helped to fill in the
logical gap in the data collected from other sources and to detect discrepancies
between the data gathered from interviews and observations. Merriam (1990) argued
that documents were objective, unobtrusive, and non-reactive and useful sources of
information for qualitative case studies. Further, videos and photographs taken in this
study provided supplementary data for further analysis. Videotaping and
photographing were easily done, but they merely reflected an angle or a snapshot of
the moment. For lesson discussion, I sent the videotapes back to the teachers. During
the interviews, some interviewees concentrated on the visual information and
commented on what they watched, whereas others forgot what they actually felt in the
lessons taped. In addition, some were too impatient to review the whole tape and
requested that I “fast forward” through it. Therefore, I had to prepare fully to guide the

interviewees to obtain in-depth data.

Although a case study is often viewed as a poor basis for generalisation, Henry (1996)
argues that a close and detailed look at a particular school can tell us more than data
collected and aggregated into a general outlook on schools. In fact, a case study can
provide the readers with a clearer grasp of what the actual dynamics and processes are,
and can recognise situations and strategies that apply elsewhere.

Stake (2000) also identifies that generalisation for a case study is “about a particular
case or generalisation to a similar case rather than generalisation to a population of
cases” (p. 23). “Essential similarities to cases of interest to them, they establish the
basis for naturalistic generalisation” (p. 23). One way to generalise from a sample of
one is to argue that group data overlooks or blurs the significance of individual

successes or failures. Schofield (2000) points out that the goal of qualitative research
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“is not to produce a standardised set of results that any other careful researcher in the
same situation or studying the same issue would have produced. Rather it is to
produce a coherent and illuminating description of and perspective on a situation that

is based on and consistent with detailed study of that situation” (p.71).

3.2.2.2. Stage Two —Questionnaires to teachers in School A and B 2004 and

2006 and SGTs returned from 77 primary schools in 2005

In both School A and B, questionnaires were delivered to all teaching staff (pre-test in
2004 and post-test in 2006). They collected data about teachers™ perception changes,
their scoring and comments for the PGE development, their expectations and opinions
about training, support for PGE and their willingness to join PGE development.
Statistical methods were used to work out the percentages, the preferences, the
correlations and the significance of the findings. It is important to note that the
questionnaire for school A was too late to be administered, data from the pre-test
reflects the influence of the researcher, and the post-test provides references only but

is out of the scope of action research in School A.

On the other hand, a questionnaire was issued to about 120 primary schools in Hong
Kong by random sampling in 2005. Taking account of evenness, the number of
schools for each area was adjusted proportionally. Finally, 77 questionnaires were
returned. The questionnaire to the SGTs was designed to gather the data including the
gender and experience of SGTs, the number of classes in the schools, religious
background, knowledge background of curriculum development, percentage of PGE
implementation, the organisation of PGE teams, the supporters of the programme,
teachers for the PGE, mode of lessons, integration with other subjects, teaching kits

used, implementation strategies and the perceptions of SGTs about implementation.
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Besides exploring SGTs’ perception about PGE, the questionnaire also asks the SGTs
to comment on the necessity of the PGE, their pressure, effort input and their
satisfaction about the development of PGE in scores; it also let them put down the

strength, weakness, opportunities and treats (SWOT analysis) of the process.

Questionnaires

Questionnaires were used to collect the general data about the research topic in a quick
way. The questionnaire approach to gathering data is probably the most commonly
used method of inquiry (Kemmis & McTaggart, 1988). A questionnaire is easy to
administer, provides direct responses of both factual and attitudinal information, and
makes tabulation of responses quite effortless (Mckernan, 1996). The questionnaires
administered in this study included both the closed-ended and open-ended questions,
interval questions and scaled questions to assess the extent of perceptions and the
reflections of the respondents. By using simple statistical methods, percentages,
preferences, correlations and significance of data were found. Answers from

open-ended questions were analysed to prepare in-depth interviews of the next stage.

Beyond the questionnaires for teachers and SGTs, there were also questionnaires for
students, class teachers and parents for regular internal evaluation purposes during
Stage One. They were used to evaluate the general feedback of parents towards the
PGE, the feedback of teachers about the content, their performance and students’
feedback after PGE lessons, and the feedback of students towards the arrangement of
the PGE and MCE in schools (30 samples per level were collected for further
investigation). These internal evaluation reports about PGE provides information to
triangulate both teachers’ and students’ views about curriculum design, students’

feedback, and teachers’ performance, especially in School B as part of the case study.
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A good questionnaire is not easy to design and the responses can be unanticipated
because the perceptions and understandings of the respondents vary. For instance,
some questions asked teachers to comment on the overall situation of an issue. They
can elicit answers based on diverse interpretations of the questions stemming from
their personal experience and circumstances. Then, the outcome of a survey may not
totally reflect the overall picture. The results could be affected by the psychological
status, pressure or emotions of the respondents, and also the background knowledge,
understanding and perceptions of the issue (PGE) of the respondents. Besides, the
relationship between the researcher (as an insider) and the respondents was important
too. The situation could be different if they were unwilling to respond, or they
muddled through with their negative perception about student guidance or the
suspicion, hate or anger accumulated towards the researchers’ work in the past. There
was a group of middle-way people who always answer everything in a generous way
(neither critical nor aggressive) to keep the harmonious relationship with the
researcher (or even the school). In addition, while teachers in Hong Kong are very
busy, the right time to administer the questionnaires must be duly considered so as not

to affect their routine work and their emotions.

3.2.2.3. Stage Three - Interviews with different stakeholders including
teachers, students, parents, SGTs, social workers and EMB people
(2004-2007)

Interviews were finished in 2005-2007 with 12 teachers (A-T1 to A-T12) in School A

and 11 teachers (B-T1 to B-T11) in School B to collect their further comments about

the issues that emerged from the action research and the questionnaires. Furthermore,

about 14 student guidance teachers showed their willingness for in-depth interviews in

their returned questionnaires. Lastly, 11 of them (they are SG-C to SG-O from School

C to School O) had face-to-face or telephone interviews. In addition, some EMB
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people (EDX) and some social workers (SW) were interviewed to explore more details
about policy making and curriculum design. Occasionally, some parents were

interviewed through the focus group for evaluation purposes in School B.

All interviews and the questionnaires were done confidentially and ethically to keep
all participants and the interviewees anonymous. Fake names or labels are used for
presentation. The transcriptions were sent back to all interviewees for further editing.

However, just a few were returned.

With regard to student guidance professional in Hong Kong primary schools, there are
three practitioner groups involved in student guidance since 2002. They are the
Student Guidance Officers (SGO), Student Guidance Teachers (SGT) and the Student
Guidance Personnel (SGP). Student Guidance Officers (SGO) serves government,
private or village schools. Student Guidance Teachers (SGT is a permanent post in the
rank of Assistant Master (middle manager)) who are trained counsellors and
experienced teachers, serve the aided schools with over 18 classes. They are the
largest group, with over 300 before 2002. Student Guidance Personnel (SGP, a
contract post with lower salary) are all social workers who have been introduced since
2002, serving schools with less than 18 classes. Mostly, it is decided by the sponsoring
bodies to allocate SGT (a permanent post in the school system) or an SGP (contract
staff) with the funding provided by EMB. Most of the questionnaires that were
returned were mostly SGTs.The term “SGT” is used in this dissertation to represent
the controversial post of “school counsellor” or “student guidance

people/professional” in Hong Kong primary schools.

Interviews and content analysis

In-depth interviews in this research play an important role in providing detailed
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information that supplements the ideas and data from the questionnaires, observations
and other methods. Semi-structured interviews were mainly conducted with guided

questions to encourage the interviewees to share freely.

The in-depth interview mainly included three portions: it asks about the perceptions of
the respondents (SGTs), curriculum leadership and curriculum development of PGE.
The questions are based on the guidelines given by EMB and the themes are from case
studies and the questionnaires for further exploration. The key questions are as
follows:
1. Teachers’ perceptions about PGE policy from the EDB
2. Teachers’ perceptions about the necessity of the PGE in primary schools.
3. Feelings about this policy compared with other education policies.
4. Comparison between the PGE and the curriculum reform starting in the
same year.
5. Comments on the strategy, schedule and speed of implementation, and also
the teaching materials and training provided.
6. Sharing their observations, participation, acceptance and confidence in
teaching the PGE.
7. Comments on the administrative support, resources, and manpower and
school culture for the germination of the PGE.
8. Exploration of the possible resources and novel strategies with teachers to
optimise the effectiveness of the PGE.

9. Comment on their successes and failures of the PGE in schools.

Interviewees were invited through emails, verbal or written invitation letters. Those
willing to be interviewed included the middle managers, class teachers, GS or RE

coordinators, the D&G team as well as the SGTs, some EDB people and some social
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workers. | always made use of my counselling skills to make the interviews smooth
and in-depth. I tried to follow the interviewees’ emotions, feelings and the flow of

ideas, and questioned them naturally in the process.

The interview is a tool to know more about people by understanding what they think
through their speech (see Cheng, 1995). An interview guide in semi-structured
interviews is adopted to avoid the informants moving too far beyond the scope defined
by the guide (Bernard, 1988). It allows the researcher to obtain data within a

pre-designed scope (Cheng, 1995).

However, there are both advantages and disadvantages in using interviews as a form
of data collection over indirect methods (Denscombe, 2003). The advantages are that
the interview produces a particularly good depth of information and detail, provides
valuable insights based on the depth of information generated, needs simple
equipment, respects interviewees’ priorities to what they wish to emphasise, allows
flexibility in questioning, and allows for easy checking of accuracy and relevance
(validity) with direct contact during the interview. The disadvantages of interviews are
that data analysis can be difficult and time-consuming, data analysis is non-standard
and often requires coding, and consistency and objectivity are difficult to achieve. The
interviewer may also affect the responses of interviewees depending on their
relationships; some interviewees may be intimidated by audio/visual equipment.

(Denscombe, 2003)

Besides, in conducting an interview, the researcher is cautious about the researcher’s
bias that might distort the interpretations of data and aware that the informants might
be vulnerable (Cohen & Manion, 1985). Marshall and Rossman (1995) state that

interviewees might be unwilling or uncomfortable to share their viewpoints in front of
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others. My position as an insider and my power relationship with colleagues may have
affected the quality and authenticity of the interviews. The interviewees may have
tried to “save face”, especially when they were at the higher rank and might have felt
scared and worried to tell the truth. Or some may not have wanted to hurt me and lied
to a certain extent as they felt that I had tried my best in the PGE process. They might
have said something cosmetic to comfort me. During the interviews, clearly, some

were brave enough to speak from their heart.

Concerning the feedback from the interviewees, although they had given verbal
consent to be interviewed, I found that some just muddled through and did not want to
answer the questions in detail or frankly. I perceived that some might think that the
interview was part of their appraisal, especially the frontline teachers; some might
show cooperation as a kind of reward to the researcher. | had to discriminate between
the cosmetic and genuine answers for myself by comparing and contrasting
presentations of the same individuals at different situations. The point to note is that
their perceptions probably changed over time within my research period. Nevertheless,
those willing to share their experience, feelings and wisdom deserved credit. The
quality of interviews depends partially on time available. For those done on the phone,
I was not able to observe the non-verbal expressions of the interviewees. Some even

answered in a boring tone. It may affect the validity.

Focus groups

In this study, focus group interviews were carried out mainly with students and
parents. Students with lower, median and best ability were selected from the classes
videoed in schools. Parents’ opinions were gathered through the parents’ workshops
on a voluntary basis or the final evaluation of the PGE (see Appendix B16). The

attitude of the researcher or the moderator is very important to let the participants feel
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comfortable enough to share experiences and to reduce their embarrassment and fear,

and also guide them to express themselves on track.

In spite of my experience in group counseling as a school counsellor, it was not easy
to handle the focus groups to even out the opportunities for the participants to express
their ideas, and to direct the members on the right track for the target of the group. The
focus group for parents often went off the track to discuss their children’s problems or

was dominated by some aggressive group members.

Students’ views in the focus groups were somewhat unstable and easily affected by
others’ points of view. Sometimes, probing questions were important to explore the
responses and their meaning. The lower form students were most likely affected by
others’ views, but the higher form students could answer the questions in detail and
seriously. The “special” students had to be treated independently if they were playful

and tried to mask their true feelings with jokes and yells in the interviewing process.

Teachers behaved differently; they either gave their genuine views or the standard
answers; some saw the interview as an opportunity to complain, some tried to please
the researcher as the programme designer. Objectivity must be noted to collect
different points of views with different motivations, and to balance the views from
different perspectives. For a successful focus group, the researcher must keep out of
the way, and should not comment on the ideas except appropriate prompting. Time for
focus group work was another problem that may have affected the quality and richness

of data.

Beck, Trombetta and Share (1986, cited in Vaughn et al., 1996) describe the focus

group as an informal discussion among selected individuals about specific topics
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relevant to the situation. It should be “carefully planned” to obtain perceptions on a
defined area in a permissive, non-threatening environment. Besides, the focus group
also gives the opportunity for multiple interactions, both between the interviewer and
respondents and among all participants in the group (Krueger, 1994, cited in Patton

2002).

Content analysis of the whole

Having finished the data collection stage, I proceeded to the content analysis
especially for the verbatim from the case study and other interviews and focus groups.
“Analysis” in qualitative research means making sense of data, which involves
discovering and devising patterns in the data, looking for general orientations and
trying to sort out what the data is about (see Hitchcock & Hughes, 1995). Qualitative
analysis transforms data into findings. Comprehensive, systematic and in-depth
information is gathered and analysed to result in a product: a case study (see Patton,
2002). According to Yin (1994), the four principles for high quality content analysis
include relying on relevant evidence, including all major rival interpretations,
addressing the most significant aspect of the case study, and bringing one’s own prior,

expert knowledge to one’s case study.

A process of conceptual clustering and open coding was then employed (see Miles &
Huberman, 1994) to generate a series of potential themes related specifically to each
research question. I used a content analysis technique to gather and analyse the content
of verbatim interview data. My approach is supported by Fetterman (1988), who
regards thinking as the first and foremost approach to process the information in a
meaningful and useful manner. The entry to the field, the identification of informants
and key events, the design and re-design of the research, all rely heavily on

on-the-spot thinking and decisions. Fetterman uses the metaphor “finding your way
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through the forest” to describe data analysis in qualitative research.

By referring to the Patton (2002) approach, in my study, data mainly come from three
sources: action research with case studies, questionnaires and interviews (Stage One to
Three). Firstly, data from action research case studies provided the basic information,
the framework, the general situation with a special area for further exploration and the
directions of the study. Then, the returned questionnaires provide more figures and
perspectives on certain issues those had emerged from the action research. Issues are
streamlined, integrated and reframed with the new input from questionnaires. Thirdly,
more in-depth and detailed data came from the interviews. The verbatim data was
analysed to find out the possible issues; each sentence and each point of view was
analysed and categorised as issues around the emerging themes for detailed analysis.
Content analysis was then undertaken. I firstly produced detailed transcriptions (the
verbatim) for all interviews; then I carefully extracted over 100 possible issues. To
help the categorisation of the verbatim data, I developed a coding system for a list of
possible issues and themes obtained from the case studies and the results of the
questionnaires; every sentence and point was coded in respect to the list of issues
(sub-categories) and themes (categories) in the verbatim. I then used Excel tables to
organise the sentences with the same coding for analysis. At that time, the coding
system expanded continuously if there were new issues emerging from the transcripts.
After that, I congregated and analysed the points with the same coding (same issues)
with my conclusion and reflection notes. In the process, new themes might emerge.
The most complex part was to develop the criteria for the coding because not all coded
verbatim data could be categorised. Meanwhile, some distinctive ideas were
highlighted for further analysis. After the first layer of analysis and reflection about
the issues that emerged from the verbatim data, I proceeded to the second layer

analysis to explore and contrast the themes emerged from all sources, to find out their
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similarities and the differences with more literature reviews. Finally, the themes were
modified and integrated for final discussion and presentation (see the details in

Chapter Four).

Data integration and triangulations

Data gathered were then compared and contrasted to construct a comprehensive
picture of the situation. About validity of the findings, Denscombe (2003) suggests the
following:

1. Checking to ensure that the findings have not been oversimplified and the
conclusions are justified.

2. Recognising that the researcher can heavily influence findings and
checking to see the extent to which their prejudices “spill over” into the
research process.

3. Exploring alternative explanations for the findings.

4. Triangulating the findings with alternative sources.

5. Providing the opportunity for the findings to be given to participants to
obtain sufficient feedback.

6. Considering how the findings and the conclusion fit in reference to the

literature

Triangulation enables the researcher to cross-check the validity of the data from
different sources, followed by objective analysis and discussion. This is useful for
discerning commonalities across perspectives. The basic principle underlying the idea
of triangulation is that of collecting accounts of a situation from a variety of angles or
perspectives, and various independent sources (see Elliott, 1991). The process of
triangulation has a similar purpose to the statistical methods used in quantitative

researches, inasmuch as it enhances the reliability and validity of inferences from the
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data. Elliott and Adelman (1976) describe the procedure of “triangulation” in the
context of classroom action research as follows:
Triangulation involves gathering accounts of a teaching situation from three
different points of view; namely, those of the teachers, his pupils, and a
participant observer ... By comparing his own account with accounts from the
other two standpoints, a person at one point of the triangle has an opportunity

to test and perhaps revise the account on the basis of more sufficient data.

Gliner (1994) describes triangulation as a method of high priority in determining
internal validity in qualitative research. The concept of triangulation is used
metaphorically in social science research; it has various meanings and involves many
corresponding procedures. Miles and Huberman (1994) distinguish five kinds of
triangulation in qualitative research:
e Triangulation by data source (data collected from different persons, at
different times or from different places);
e Triangulation by method (Questionnaire, interview, documents, etc);
o Triangulation by researcher (comparable to inter-rater reliability in
quantitative methods);
¢ Triangulation by theory (using different theories to explain results);

e Triangulation by data type (combining quantitative and qualitative data).

I find that triangulations of the data from different stakeholders may not give a full
picture yet. If the research is an insider, his/her judgment may not be wholly objective
and affected what he/she perceived daily unconsciously, like the perceived culture, the
personality, the working style or the social performance of some colleagues. A
researcher must be alert to different perspectives on the same issues and use critical

analysis objectively, neither over-debating on the negative comments nor exaggerating
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the merits of the project subjectively or composing the discussion towards the bias.
Therefore, comprehensiveness of data collection, literature review, and comparison
with similar studies may help to extend the understanding and eliminate the implicit
bias for objective analysis. Besides, this study may limit to generalisation but it could
be a reference for other similar researchers.

3.2.2.4. Limitation of the study as a whole

The action research stopped at School A after 2004 and ended up as a cross-school
study. From 2000 to 2007, there was lot of reforms; teachers shifted their foci to new
policies continuously, changes happen continuously over the study period especially
in the school setting, policy, people’s mindset and the environment. As all data was
collected in a certain period of time at certain places, this single study will gradually
become part of the history and past experience. Gladly, at the time of writing up, a lot

of positive reforms are being initiated by the EDB to phase out the past deficiencies.

3.3. Chapter Summary

This chapter has outlined the rationale of the multiple approaches adopted in this study,
where qualitative methods play the important role with the assistance from
quantitative statistical methods. A process for the completion of an operational
mechanism implies engagement with great complexity, numerous variables and
countless interactions, which is an appropriate context for case studies that give us a
microscope to go into detail, to reflect the truth inside a particular situation rather than
settling for general deductions and judgments. The in-depth study of a micro-world

can help us to discern innovations that are capable of reforming the macro-world.
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CHAPTER FOUR THEMES THAT EMERGED FROM THIS STUDY

4.1. Introduction

This chapter illustrates the themes that emerged via the case studies in School A and B,
the questionnaires, and the in-depth interviews. All themes are fall into three
categories: political issues, resources management issues and curriculum management
issues.

As shown in Figure 3.1, I attempted to introduce PGE in Schools A and B with action
research by changing the strategies to pursue the optimum way for PGE development
from 2002 to 2006. After several themes emerged from the action research process,
questionnaires and in-depth interviews were employed to investigate the issues more

deeply. Consequently, themes arose mainly from the following stages:

Stage One:  Action research with case study in School A (2002—-2004) and School B
(2004-2006) (see Figure 3.2);

Stage Two: Questionnaires to teachers in Schools A and B in 2004 and 2006 and
SGTs returned from 77 primary schools in 2005; and

Stage Three: In-depth interviews with teachers, SGTs, social workers, and EMB

people (2004 —2007)

4.2. Themes from Action Research

The themes were mainly collected from the case studies in School A and B or
emerged from the observation notes, reflection notes, formal minutes, and assessments
in schools A and B.

Writing about the evaluation for guidance programmes, Gysbers and Henderson (2006)

point out such programmes should include evaluation of the programme, personnel,
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and results. In other words, programme evaluation should be conducted through lesson
evaluation forms, questionnaires, interviews, and panel meetings; personnel evaluation
through interviews and panel meetings; and results evaluation through worksheets,
student profiles observation, questionnaires, and the Assessment of the Performance in
Affective and Social Outcomes (APASO). As the programme organiser, I expected
programme evaluation to find actual feedback from teachers and students, to refine the
framework of the curriculum, to estimate the possibility of further integration, and to
check the acceptance and familiarity of the teachers about teaching PGE. Appendixes
A9 and B9 show the sample evaluation forms used in Schools A and B. In both cases,
the evaluation successfully collected the data I needed. The post-lesson evaluation in
particular is very important to assessing the design of the lesson plans. It also serves a
monitoring purpose to ensure that all teachers have taught the lessons and voice their
feedback about the lessons continuously. If time allowed, focus groups were used to
collect more in-depth data from different stakeholders. Table 4.1 shows different types
of evaluation done in the case studies. Data were collected for further analysis of the
strategies used. Table 4.2 summerises some key factors in School A and B supporting

or inhibiting PGE development.

School A

School B

Evaluation form after every lesson (teacher)
Evaluation form for the whole curriculum
(teacher questionnaire)

Evaluation form for the whole curriculum
(student interview)

Evaluation form for the whole curriculum
(parents questionnaire)

D&G team panel meetings

Worksheets

Refer to Assessment of the Performance in
Affective and Social Outcomes (APASO)

Evaluation after every lesson (teachers)
Evaluation for the whole curriculum (teacher
questionnaire)

Evaluation for the whole curriculum (student
focus group)

Evaluation for the whole curriculum (parents
questionnaire)

Level meetings (2-3 times per year)

D&G team panel meetings

Worksheets and student profiles

Refer to Assessment of the Performance in
Affective and Social Outcomes (APASO)

Table 4.1 Evaluations done in School A and B along the action research
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Items of note

School A

School B

Principal’s attitude

Gave support and helped monitoring
since 2003

Financial support for more

professional input

(DM)’s attitude

Curriculum Verbal support and tried to moderate
, _ Verbal support only ) ]
Coordinator’s attitude cooperation with GS panel heads
Discipline Master
Key supporter Key supporter

Discipline and

Guidance development

Development in student guidance was
in progress, but was discipline-based

as a whole.

Both discipline and guidance
development were underdeveloped
and new starting began in 2005-2006,
with progressively systematic

development.

Integration of PGE

with General studies

It was busy with curriculum reform
since 2002 and had no room for PGE.

Trial integration with PGE failed.

Pilot reform in RE curriculum was

with Moral and Civic

Education

separately in ignorance of the PGE

curriculum.

Integration of PGE o ) ) )
) o initiated at P1 since 2005, but Stagnant development in RE, trial
with Religious ] ) ) ) ) ] )
) suffered the lack of integration with |integration with PGE failed.
Education )
other subjects.
Integration of PGE Organised by another senior teacher |Organised by SGT by integrating

MCE and PGE as a holistic

programme for the whole school.

Students’ background
and characteristics by

observation.

Obedient, positive; they respect
teachers and seldom complain about
them. Most of them come from

grass-roots families.

Clever, sometimes not disciplined,
they knew the games played and
noticed the “falsehood” of teachers;
queried critically and aggressively.
Half of them come from the

middle-class families.

Teachers and the

Team Spirit

Some were willing to change, but

they worked in an isolated way.

They were cooperative under

pressure, but unmotivated to change.

Greatest Problems

Lack of communication,

empowerment, collaboration, and

There was ambiguity in development

direction; it might need frankness,

observed rearrangement of resources for new  [tight monitoring, and appreciation
development among the team members.
Table 4.2  Factors those supported the implementation of PGE in School A and B noted from the

action research
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The themes that emerged are roughly categorised as political issues, resources
management issues and curriculum management issues. By integrating all kinds of
observation and documental evidence, the following tries to conclude the themes

emerged from the action research in School A and B from 2002-2006:

4.2.1. Political issues

In School A, the political issues included the unmatched mission and the curriculum
(see Appendix Al), ignorance about PGE (see Appendix A2), the power struggle
among administrators, misunderstanding and passiveness of the top leadership and the
middle managers during the PGE development process (see Appendix AS5), the power
of internal and external school review, and the ignorance of top and middle managers
(see Appendix A4). In School B, some political issues reoccurred, including the fact
that the mission and the school development did not match (see Appendix B1), the
impact of financial and external support for PGE development (see Appendix B2),
limited involvement of middle managers (see Appendix B4/B5), the power struggle,
misunderstanding and passiveness of the top leadership and middle managers during
the PGE development process. Furthermore, the power of internal and external school
review, and the change of acceptance for PGE of the frontlines teachers were noted

(see Appendix B5).

4.2.2. Resource management issues

In School A, the resources management issues consist of the lonely work of SGT for
PGE (see Appendix A4 and AS) and the importance of teacher training to raise
sensitivity about personal growth and pedagogy about PGE (see Appendix A7). In

School B, the resources management issues consist of unfair time allocation for PGE
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(see Appendix B4 and BS5), the adjusted manpower management strategy and the input
of external resources like non-governmental organisations and educational

psychologists.

4.2.3. Curriculum management issues

In School A, the curriculum management issues include the feedback from different
stakeholders like the students, teachers and parents (see Appendix A8 and A10), the
key points in the curriculum design of PGE curriculum, the attitude of the teachers
(see Appendix A10), and the adaptability of teachers to the new curriculum for the
new pedagogy and new mindset (see Appendix All). In School B, the curriculum
management issues include the influence of co-planning and co-teaching (see B4-B7
and B12), different feedback about PGE (see Appendix B8 and B14), the possibility of
integration PGE with subjects like MCE, GS, and RE, the key points of curriculum
design of PGE curriculum, teachers’ attitudes, and differences in interpretations of
PGE content between the lesson plan writers and the practitioners (see Appendix B10).
Moreover, issues, such as mixed feelings about teaching PGE (see Appendix B11)
were noted. Further, a small-scale evaluation of the lesson plan design (see Appendix
B15) and a lesson study in P.3 (see Appendix B12) were conducted in School B
(2005-2006) to triangulate different views about teaching PGE. Results indicated that
there were differences between teachers and students with regard to their expectations
for PGE design based on their own perspectives and needs. Results also exposed a lot
issues about PGE lessons: such as the preparation, perceptions, and interpretations of
different teachers about PGE teaching, classroom management, teaching skills, and
student feedback about different teachers’ presentation. Themes from the lesson study
provided more details about the usefulness of PGE in the classroom that can be further

triangulated with other data sources.
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During 2002-2006, the development plan for PGE in School A and B was modified
continuously in response to feedback and the progressive evaluation and reflections of
the programme, so as to shape the strategy for the optimum state of school-based
curriculum development. Besides, the issues like the impact of SGTs’ special status
and position in school for PGE development and the subtle tactics for successful
curriculum development and management will be further triangulated with the issues

emerged from questionnaires and interviews.

4.3. Themes from Questionnaires

Two set of questionnaires were delivered to two groups of stakeholders, the teachers
and the student guidance teachers, to collect more information about their perceptions
and comments about PGE development and management to explore and triangulate
the data with the issues identified through the action research done in School A and B.

(see Appendix A13 and B13)

4.3.1. Themes from the questionnaires to teachers in Schools A and B

Data from the questionnaires collected in 2004 and 2006 show that School A had
proceed to the post-development stage of the PGE, but there were different constraints,
and a new form of integration occurred. Alternatively, development of PGE in School
B was maturing between 2004 and 2006, with better administrative arrangements and
richer provision of resources. Overall, the score for PGE implementation given by
teachers increased from 2004 to 2006 from 6.51 to 6.97 (a statistically significant
difference) at School A and from 6.4 1 to 6.50 at School B. Many issues emerged,

including training, the autonomy of teachers, lesson times, materials provided,
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organisation, structure and management of the curriculum, and co-teaching.
Furthermore, the issues also remind us of other embedded factors that need further

exploration, such as school culture, working practice, and leadership of the schools.

Political issues that emerged in the questionnaires included teachers’ suspicion and
bewilderment about EMB policy and their queries and misunderstanding about PGE
(comments like “It is SGT’s curriculum!” were not uncommon). Resource
management issues included teacher training, workload and experience, willingness to
help the development of PGE, time issues in preparation and teaching, queries about
the lesson design, reliance on the internet and information technology support, and

requests for more autonomy for teachers, especially in the preparation process.

About curriculum management issues, the data reveal perception changes among the
teachers. About 80% agree with the necessity of PGE. Teachers in School A are more
elated and happy about teaching PGE (both 33%) than those in School B (11-16%).
Comparing the pre-test and post-test, the decrease in negative feeling in School A is
greater than in School B. As an integrated mixed mode of PGE was initiated, teachers

enjoyed a lighter workload.

Some teachers have mixed feelings towards PGE. At School A, the issues that
emerged are the importance of in-house support (training, lesson planning,
re-organisation of the curriculum, and co-teaching), integration, autonomy, workloads,
curriculum materials, time limits, preparation, and teaching attitude. Conservative
responses from the observer teachers are noted compared to who those have taught
PGE. For School B, the issues are the time constraints, workload, preparation, and the
mode of delivery in the pre-test. The linkage, effectiveness, preparation time, and

lesson plan quality were prominent issues in the post-test.
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Simply speaking, the issues that most concerned teachers are their acceptance about
PGE programme, workload, integration, teaching skills, changes in teacher-student
relationship, effectiveness and internalisation of PGE concepts, class size,
involvement of parents, and mode of delivery. In-depth interviews were then

conducted to investigate the issues further and to weave together the final picture.

4.3.2. Themes from the questionnaires to Student Guidance Teachers (SGTs)

Questionnaires to SGTs are used to collect more information about PGE development
in the views of the “curriculum managers” by investigating their failures, successes,
worries, difficulties, opportunities, and the strategies they tried. In the spring of 2005
(the deadline for full development of PGE), about 120 questionnaires were delivered
with random sampling (by considering the location and religious background of schools)
to the guidance teachers. Seventy-seven questionnaires were returned. Appendixes C1,
C2, and C3 show a sample of the questionnaire and the preliminary results of the
analysis. Guidance teachers were also asked to conduct a SWOT analysis (the strengths,
weaknesses, opportunities, and threats) by virtue of their perceptions and experiences

with PGE implementation.

The results show that among the returned questionnaires, 60% of the respondents have
experience of between 6-10 years, over 80% of them serve middle-size and large
schools with an average class size of more than 18 students, and 60% of schools have a
religious background. Over half the counsellors had studied curriculum design and
management. Just about 60% of schools had achieved the targets set by the EMB in
three years by allocating 72 lessons of PGE into their curriculum. The following

sections show in detail the themes that emerged for further investigation: views of
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curriculum development, perceptions of the stakeholders, and the experience of

guidance teachers (see details in Appendix C2 and C3).

4.3.2.1. Political issues

Nearly 70% of guidance teachers think that there was inadequate support from the
EMB. They are frustrated with lack of support for such “school-based” development,
including provision for adequate teacher training, teaching kits, instructions and clear
curriculum framework, clear empowerment for the person in charge, time allocation
for PGE, and also the evaluations for PGE and time for schools to prepare the
programme. The rest (30%) are satisfied with the support from the school
administration, resources, and teachers at their own schools. Finally, PGE has been in
a state of “could be” or “could not be”, and will remain so if the SGTs lose the power

struggle.

4.3.2.2. Resource management issues

About 92% of respondents (SGTs) are organisers of PGE, 67% of them work alone on
PGE, and 48% of them (half) teach the PGE. Some collaborate with other heads of
panels such as life education, moral and civic education (MCE), and the discipline
masters (DM). This shows that when involvement of the curriculum development
officer and deputy principal are scarce, involvement of discipline masters (29%),
principals (16%), and teacher assistants becomes comparatively crucial. Twenty-one
percent of schools have set up PGE teams for PGE development. The number of team
members varies, but teams mainly are composed of a combination of guidance
teachers (75%) and some key members like DMs, principals, deputy principals, panel

heads of MCE, RE and life education, and sometimes level representatives, CCs, or
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NGO representatives are included. Strangely enough, some teachers still think that

PGE 1s SGTs’ curriculum.

The result shows that class teachers (79%) and SGT/SGO/SGPs (48%) are the key
persons who teach PGE. This suggests that teaching training and curriculum
modification must be done continuously to sustain PGE and enhance teachers’
awareness of it.

About 83% of schools provide lesson time for PGE. Schools without definite lesson
time use the library lessons, assembly in the school hall, post-examination time, or
long week time on Saturdays for PGE. This shows that PGE is not normally accepted

by some schools.

4.3.2.3. Curriculum management issues

Most of the guidance teachers (89%) say that PGE is necessary. Some guidance
teachers think that PGE can balance the bias toward academic performance, help build
a harmonious campus, and reinforce guidance and counselling development
effectively and comprehensively. PGE is a guidance curriculum in the form of
counselling lessons with preventive aims. It takes time for PGE to be accepted and

earn its position in schools.

From the questionnaires reported by the guidance teachers, there are evidently a lot of
negative behaviours by teachers who do not accept PGE and who retain stereotypical
thinking about and strong resistance to student guidance. Hence, they respond to the
curriculum routinely and try to muddle through the new request, which in the end
hurts the students. The data reveal that some teachers teach PGE directly, share

emotionally, or expect that the PGE can change the students’ behaviours instantly.
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Notwithstanding this, SGTs are gratified to observe teachers’ growth, acceptance,
involvement, and growing positive feedback about PGE. On the other hand, students
are found very involved in PGE lessons because they can express themselves in a
relaxed atmosphere. The feedback is satisfactory, especially at the lower and
intermediate levels. The interactive approach of PGE lets students have quality
reflection time, and teacher-student relationships are enhanced. Both students and
teachers gain novel experience through PGE, which enhances the relationship and
mutual understanding between the two parties. PGE also helps to identify students in
need and their embedded problems. Some SGTs want to arouse parents’ concern and
support about PGE, to upgrade the presentation and critical thinking skills of students

and teachers, and to lessen the present teacher-student ratio of PGE.

Over 70% of the schools refer to two to five teaching kits. The most popular three are
“Happy Classroom” (HKPA, 2002), “Growth Express” (WLPL, 2004), and the EMB
teaching kits, which make up to 30% of the total kits used. SGTs are concerned about
the appropriateness, interactive elements, the user-friendliness of the teaching
materials, the internalization of PGE concepts, and the inadequacy of the framework
given by the EMB. Hence, some SGTs successfully employed co-planning to

eliminate misunderstandings.

There were different forms of PGE lessons. PGE could be taught in the classroom
(100%), big lectures and assemblies (48%), or via integration with other subjects
(14%). Two figures about integration were reported, 14% and 36% accordingly
(Appendix C2). This implies that SGTs have different interpretations about
integration. The subjects that are most likely to be integrated with PGE are general
studies (GS), MCE (up to 50%), and RE and library lessons (about 10 to 15%). Some

guidance teachers support the idea of integration because it may reduce the pressure
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on teachers. PGE development can be achieved if there is a curriculum at hand like
life education or MCE in the school. Some SGTs concern the issues of curriculum
monitoring, the modes of delivery and the development of the curriculum framework
of PGE; some worry about the problem of “subjectisation”, meaning that PGE could

become a lesson period or a formal subject, which might alter its initial motives.

4.3.2.4. Growth and workload of student guidance teachers (SGTs) in the

process of PGE implementation

The mandatory policy for PGE implementation has given SGTs the apparent power to
gain salient status in schools. Through frequent communications and interactions
beyond the case work, SGTs refresh their impressions and perceptions about actual
school life. Guidance teachers gain their self-satisfaction and sense of achievement
via the process, which shows their capacity for curriculum management. Some
succeed—cases have rebuilt, and SGTs have strengthened their working relationships
with colleagues and students. On the other hand, PGE has added a heavy workload for
guidance teachers. To a certain extent, it exceeds one’s capacity, especially for those
who work and teach alone. The analysis shows that the average pressure, diligence,
and satisfaction perceived or exerted by SGT/SGO/SGP during the PGE development
period are 6.25 (73 responded), 8.01. (73 responded) and 6.24 (77 responded)
respectively. (1 implies the least, 10 implies the greatest.) The t-test shows that if the
organiser is the SGT/SGP/SGO only, the pressure on that person is greater. If the
school has a PGE team, the pressure of SGTs is lower, and they have greater
satisfaction (statistically significant) than those without a team. The t-test shows that
schools with religious backgrounds can statistically significantly lessen the pressure
on SGTs. Regardless of the statistical significance, SGTs experience higher pressure

in schools if they work in school with more than 24 classes and they received no
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curriculum training. Greater satisfaction happens if there is a dedicated lesson time for

PGE and if the attitude towards EMB’s support is positive.

In short, the questionnaires to SGTs depicted a wider view of the study. Factors worth
noting include team setup for PGE, the necessity of PGE, integration, virtual feedback
of teachers, pressure on course developers, appropriateness of teaching materials,
subjectisation of PGE, and internalization of PGE concepts. Different paces and forms
are found, from all-in-one curriculum development to whole school approach with
mature integration, co-planning, co-teaching, and peer evaluation about PGE. To gain

more detail, in-depth interviews were done subsequently to get at the truth.

The common issues that emerged from the questionnaires from teachers and SGTs are
the change of students, involvement of parents, teacher training, support,
internalization of PGE, and the responsibilities of teachers. The perception for the
need for PGE is high (80% and 89%) among both parties. Other key issues are
involvement of teachers, support from top management and team work, teachers’
willingness and workload, and further exploration about curriculum development,

integration, and whole-school approach.

4.4. Themes from Interviews

Regarding the issues that emerged from questionnaires, further in-depth interviewed
were conducted with teachers, SGTs, and other stakeholders like social workers,
parents, and some people from EDB to develop the overview of the picture. The
following are the important issues that emerged from those from the interviews,

action research, and questionnaires, or those that motivated me to study further.
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First, concerning the management of political issues, the interviewees brought up the
conflicts between EMB policy and school-based development, the ambiguous attitude
of the EMB, the impact of internal and external reviews of PGE, the difficulties of
middle managers, relationships and communication, the repeated cycles of policy

implementation and the longitudinal and cross-sectional management.

Second, concerning management of resources, special issues are the reliance working
culture of teachers, battle of time allocation, fairness and job division, capability of
teachers in curriculum design, the explosion of subjects and introduction of external

helpers like social workers and educational psychologists.

Third, themes about management of curriculum are integration and teacher-student
relationship in the view of the students, actual feedback about family worksheets,
parents’ expectations about teachers, and inter-evaluation of teaching skills among
teachers. Fear of teachers, the “sharing” nature of PGE, the reality of integration, and

the wisdom learned from the PGE lessons are also mentioned.

More themes elicited from the interviews of SGTs include the difficulties of being an

“inserted” SGT, the importance of professional sharing, the role-transition problem,

and the new image of SGTs among middle managers.

4.5. Themes that Emerged for the Whole Study

Of the themes that emerged from the three stages, those from stages two and three
were based on the further investigation of the themes found from the previous stages.
The themes from stage one showed how Schools A and B responded to PGE. They

were all collected through first-hand experience, observation, perceptions, lesson
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study, evaluation, and review of supporting documents (reports and minutes).
Specifically, conflicts and struggles found at each “plan-act-observe-reflect” cycle left
hints to be explored with future questionnaires and interviews. Themes highlighted
political issues, such as the indifference of school leadership and management,
pressure of SGTs, difficulties in school-based curriculum development, and power of
internal and external review. Themes from stage one provided a preliminary outline
for this study. Proceeding to stage two, the most important themes that emerged from
the questionnaire included the changing perceptions of teachers and SGTs, their
expectations for integration and scoring for PGE development, and the actual situation
and extent of support for PGE at different schools. In particular, the issues related to
the impact of religious background, importance of the presence of a PGE team, and
the lonely work of SGTs were reported in the quantitative measures. Further, themes,
such as the necessity of PGE, workload, experience, class size, and subjectisation of
PGE, were explicitly reported, although they are not dominant in the action research.
Next, the in-depth interviews filled in the gaps from the first two stages. For instance,
themes like collaboration, integration, pseudo conformity, fairness, teachers’ culture,
priority of the schools, and many insightful strategies were found. All the issues that
emerged from different parts of the study are categorized into three main themes, with

corresponding sub-themes.

4.5.1. Management of political issues

Themes for policy are the “unarticulated” policy context of PGE, history of student
guidance teachers in primary schools, the changing world and the prevalent education
development in Hong Kong, support from EMB, elements to prioritize policy from
EMB, the relationship between EMB policies, school-based development and the

hidden agenda, the impact of external school review on PGE development, and the
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readiness for paradigm shift.

Themes for curriculum leadership and communication are the involvement of top
leadership and management, support from principals and deputy principals, the
influence of developmental stages and culture of schools, the involvement of middle
management, collaboration between discipline and guidance (especially the struggles
of middle management to deal with the new policy), communication about the new
policy, and general attitudes and strategy for dealing with the new policy. Meanwhile,

the collaboration and competition are deeply investigated.

4.5.2. Management of resources

The themes separately cover manpower management, time management, and external
support. In terms of manpower management, the themes are involvement of teachers,
the lonely work of SGTs, quality of PGE team members, capability of teachers and
team management, the bounded collaboration and isolated working practice of
teachers, impact of motivations and job satisfaction of teachers, the paradigm shift of
teachers, and so on. On the other hand, themes about time management are another
focus. Furthermore, themes about external support include the involvement of
non-governmental organisations (NGOs) and social workers and involvement of

educational psychologists.

4.5.3. Management of the curriculum

The themes cover three areas: the teaching, learning, and effectiveness of PGE,
selection of school-based design or textbooks, and the possibility of integration. The
teaching, learning, and effectiveness of PGE covers the necessity, expectation, and

general feedback about PGE, and some technical matters like teaching and debriefing,
109



collaborative lesson planning, co-teaching, self-disclosure, debriefing, and assessment
of changes in the programme in terms of parent-child relationships and teacher-student
relationships. School-based design or textbook issues involve themes like
school-based curriculum development of PGE with School B and the “subjectisation”
matter of PGE. Integration involves the feasibility of integration in general, and the

possibility of integrating PGE with different subjects (MCE, GS, and RE).

The following chapters discuss PGE development in the three aspects: the
management of political issues, resources, and the curriculum from different
perspectives such as leadership, management, teaching, learning, or integration. The
final chapter addresses the research questions as to whether PGE development is
possible, to show the optimum approach to implement it, and to examine the

implications of PGE development for the education system.
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CHAPTER FIVE MANAGEMENT OF POLITICAL ISSUES

Power relationships, conflict, and the policy process are identified as “the concepts
[that] exist within schools for the study of political dynamics™ (Marshall & Scribner,
1991, p. 349). Hence, political issues are inevitably present in any organisation, and
the problems may arise when macro directions meet micro realities (Mawhinney, 1999,
p- 159). This chapter explores these by means by PGE development to reflect the
conflicts among policy-makers, leadership, management, and the programme

organisers (SGTs) as they apply to the research questions.

5.1. The “Unarticulated” Policy Context of the Personal Growth Education

(PGE)

This section discusses the policy context of PGE, the conflicts of EMB policies, and
school development to delineate the reality of policy implementation in schools,
especially the involvement of the school heads and the deputies, and the difficulties
confronted by student guidance teachers, to investigate the truth of policy

implementation.

5.1.1. EMB’s support for new policies and the underlying truth

Hong Kong, like many countries, has been engaged in “continual education reform”,
which covers most areas of education, since the early to mid-1990s. Current reforms
in Hong Kong “target increased decentralization, raising standards, increased
accountability, equity and the building of professionalism”, influencing educators at
all levels (Dowson et al., 2003, p. 2). Educational decentralization is a current theme
of the governments of many countries; such initiatives have been carried out with

varying goals, strategies, and outcomes (Hanson, 1998, p. 111).
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As Pang (2002, p. 188) has stated, the Hong Kong school system “has long been well
characterised as a strong centralized one, but has seen management reform only since
1991”. The Education and Manpower Bureau (EMB) is responsible for providing
resources, formulating programmes, and identifying key values in the education
system in Hong Kong. Teachers and administrators who run schools are expected to
follow government instructions to implement policies (Morris & Scott, 2003, p. 73).
What about guidance policy? Is it a new decentralization target? How did schools deal

with this new policy?

After the handover in July 1997 and since the new millennium, numerous new
educational policies have been proposed in Hong Kong to prepare the system for the
21* century and to encourage schools to go through the paradigm shift. Is it painful to
deal with new policies? Based on the experience of developing information
technology and religious education (RE), A-T5 pointed out that there was always
confusion at the beginning, that the unstable targets of the EMB were frustrating
teachers, and that because the EMB was inexperienced, it let teachers explore the
policies themselves without adequate support. Moreover, because there was no
compromise among the middle managers in schools, implementing new policies
further tortures the teachers. The impact is salient.

Information technology has been financed by government since 1997. There

is the same problem as the PGE: there is only money, but no one knows how

to use it. At the very beginning, they were inexperienced in financial control

and the support for schools. Recently, everything has been going very

smoothly. (A-TS)

Of RS, the policy of the PGE and all the coming official documents, I feel

ambivalent about the policy focus of the EMB, whole-person education or
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academic performance targeted (A-T5).

Ho’s (2002) study shows that unstable policy, unclear education targets, and other
factors make teachers feel helpless in implementing education reforms. They also feel
insecure: teachers feel unsafe and unsure, so psychosomatic non-adaptation to the
culture shock is to be expected. However, the traditional focus on the gap between
educational policy and its implementation often results in what Goodson (2000) terms
a form of “implementationist myopia”. Many “policies” remain impossible dreams
that cannot be implemented because of an absence of financial resources or qualified
personnel, because they are insufficiently specific, or because they are ambiguous.
The middle manager’ is sometimes faced with the task of reconciling the
irreconcilable, a situation that often produces outcomes characterised by “grand

pretensions, faulty execution, puny results” (Elmore, 1997, p. 241).

As Warwick (quoted in Dyer, 2000, p. 56) put it, “effective implementation requires
transactions between policy proponents, implementers and others whose support is
necessary for action to happen”. Other theorists have made similar points, advocating,

for example, the need for explicit organisation models for social programmes.

In terms of the guidance policy—PGE development, it seemed that communication
between the D&G section and other sections, such as CDI, GS, and RE, was weak,
except for MCE in EMB. Therefore, the D&G section should strive for collaboration
among the different sections in EMB for PGE development. Although the D&G

section reported being satisfied with the current situation of PGE in schools and the

"Middle managers are those administrators below the rank of principal. They form the greatest
part of the administration team that implements or leads different policy and development of
schools. Mainly, in the primary schools in Hong Kong, they are the coordinators of curriculum,
extra-curricular activities, discipline, guidance, student affair, resource management, student
assessment, and so forth.
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teaching kits produced by the NGOs in and before 2006, the quality of the teaching
kits is not under D&G section’s control. Of the communication between EMB and
SGTs about PGE development, EMB tended to believe the figures (number of PGE
lessons that had been taught) that were submitted to them in the monthly e-reports.
Communication between EMB and D&G section with SGTs since the enactment of
PGE development was limited to figures submitted, not the real difficulties in the
process. The inspectors of EMB D&G section might help to push the principals
because PGE is a “must to do” policy, but then they would go away. (Refer to
Verbatim 5.1.1.)

I will believe in the figures—I have no reasons to not trust them. I will not

expect the involvement of principals every time. (EDX)

SGTs and social workers find that the resources and planning suggestions provided by
the EMB are quite limited (from the interview and the questionnaire). Some SGTs felt
strongly that the arrangement of the EMB was problematic, and that the support was
insufficient. (Refer to Verbatim 5.1.1.) Some EMB people honestly worried about the
time given to PGE, its acceptance by teachers, and the adequacy of training. (Refer to
Verbatim 5.1.1.) In spite of the fact that PGE guideline was revised to deal with some
logistical issues (EMBSDD, 2004), EMB should review the success and difficulties of

the policy, and then encourage schools to perform in the most effective way.

5.1.2. Elements to prioritize the policies and the paradox of conformity

Different schools develop different strategies to cope with the new policies. In the case
of School A, some teachers perceived that they must change continuously with the
EMB’s new policies because they had no choice in the matter. They got used to the

rapid change of policy, knowing that they had no time to object to the upcoming ones
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or to weigh the necessity and the priority. A senior staff A-T10 said, “....it all depends
on the preference of school.” What does “school” mean? Does it mean the principal’s
preferences? This statement reflects the helplessness managers and teachers feel.
External School Review forces them to be followers. (Refer to Verbatim 5.1.2.)
I think for our school, we are so serious about managing and handling the
policies from the EMB: we work so hard and seriously to accomplish it.
We are not lazy for them....Schools should choose the suitable thing to do.
However, sometimes, there is no choice when the EMB asks us to provide
documentary support. If the EMB says that there are no documents to deal
with, it is lying. When External School Review comes, you must provide

the document. (A-T10)

Some teachers think that “good” teachers should be obedient and simply follow the
instructions from the EMB; some are not willing to do each piece of work seriously;
and some emphasise the priority and capacity of teachers. This kind of passive
obedience results from having no control of the priority of the work and from lack of
autonomy—teachers’ fates are in the hands of top management. Therefore, some
teachers hate superficial conformity to new policies and long for a robust way to deal
with the new policies. (Refer to Verbatim 5.1.2.)
We almost execute all new policies of the EMB. We are all good teachers.
Yes, we have our own resolutions towards the policy. We must set the
priority and do the important one first at the expense of the less important
one. Everyone will do that. We need rest! We need rest! We should learn
how to live; it is our surviving skill. For the whole school, the same
priority setting is employed. It depends on the person in charge and our

leader. (A-T9)
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In both Schools A and B, teachers accept the new policies. On the other hand, schools
also work hard to reform themselves to maintain the number of Primary One (P1)
comers in the face of the shrinking population. A lot of new plans are produced and
then the big crash occurs. How about PGE? Is it the last priority of all? How can PGE
find its place in school? EMB people understand the difficult situation of schools and
SGTs, and even accept the situation when no PGE is being done.
I think at the present moment, every group in schools is fighting for the
resources; we must strike a balance and be practical because we cannot
always be the first priority. Especially for some schools with a lot of
immigrants or problem students, it is normal that they would render a lot
of resources to D&G issues. For those well-developed schools, with less
student problems, of course, more resources will be put into other

prioritized events. I think it is normal! (EDX)

Some SGTs felt that it would be better if their schools had or intended to refine MCE
or introduced similar educational concepts in schools, such as value and life skills
education. Finally, both matched and unmatched conditions (consistent with the MCE
curriculum that was developed in schools) appeared in different schools (Refer to
Verbatim 5.1.2.).
The unmatched examples:
I think what I have done is not compatible to what is being done in my
school: the importance for me does not match the priority of my school. I
think the problem is that our school is the only school of the organisation,
with no comparison or progress. (SG-N)
The matched examples:
Up to the present moment, I do not find MCE the first priority to develop,

but it has already been developed over the years, like other subjects. The
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process is so smooth, with the addition of the increasing resources.
Recently, they have added in the concept of value education. Overall,
everything matches with the development targets and the vision of our

school. (SG-C)

In the view of teachers, if the policies are compatible with the school targets, they
have no doubts about carrying them out. However, teachers sometimes accept the new
policy because they have no choice, and consequently, they wait for further internal
adjustment in their school. Indeed, they feel uncomfortable, stressed, and exhausted,
and they keep complaining about EMB creating new policies without contemplating
the needs of the present system. (Refer to Verbatim 5.1.2.)

I think if the policy can meet the target, then it is good. However, it cannot.

It is pressure for the teachers. (A-T12)

Indeed, every subject has moral and personal growth elements like

Chinese, RS, GS...I think it is OK to let the PGE penetrate into other

subjects. But if the EMB requests to make it a single and new subject, we

have no choice. (B-T2)

The statements of the EMB were quite vague as to whether they were truly insisting
on the development of PGE. EDX expressed the flexibility verbally, but also were
suspicious of the feasibility. Morris and Scott pointed out that “Some policies are
made to echo the social need, indeed, in mind of government mind, they are
pro-elitism. The use of symbolic policy making was a relatively easy strategy in the
more “loosely coupled” areas is used by government avoid conflict”.” Thus, it could
be said that many policies are called “school-based”, but in practice, no long-term
monitoring and serious evaluations of the policies are carried out. Schools are

permitted to carry out the policies on their own and are ironically judged by the
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“performance indicators” when the time comes for external review.

Teachers are fed up with the ever-changing policy and results in the response
of inertia, cynicism and stress for any reforms those may be replaced or
dropped with the suspicion, surface compliance and a “wait and see” attitude.
Finally, it is at once both a central concern and a neglected area; the more

things change, the more they stay the same. (Morris and Scott, 2003, p. 83)

Therefore, there is great conflict between the top-down policy mandated by the EMB
and the request for bottom-up practice from frontline teachers. One result is that the
middle managers become confused. Morris and Scott (2003) cited the observation of
Mak (1996, p. 406):
Reform measures tend to get translated into bureaucratic activities that keep
everybody busy but amount to little real change. We are quick to espouse
trendy ideas — autonomy, excellence, school effectiveness, child-centered
learning, reflective teaching etc. as if they were proxies for deeds, yet our
mind set remains technically oriented. Thus, reform measures that intend to

liberate end up engulfed in the old machine.

5.1.3. EMB policy, school-based development, and the hidden agenda

In the case of Schools A and B, their missions and visions beautifully express their
aims for whole-person development education, love, and respect for each other.
Indeed, student guidance plays a vital part in achieving the ultimate goal. Can school
really work out their missions? The answer is “no”, especially for the ignored
domain—"Student Support and School Ethos”—in which student guidance plays the

key role. The failure is attributable to two reasons: the tension between the top and the
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frontline and the bias toward academic performance of students. These factors
obviously have obstructed guidance and PGE development in the past. Table 5.1
shows the real tensions among teachers, managers, and the principal as observed in
Schools A and B. It shows the difference in the priority of different parties, which can

weave ample combinations of collaborations and conflicts in a school.

Mission and vision | Missions and visions are always beautiful and focus on the
education of the all-around, multi-intelligent, good-quality
students with the traditional five domains, which are moral,

intellectual, physical, social, and aesthetics development. ({8 -

'—Fﬁixﬁg\ﬁ‘f\%)

Principal Their intentions usually take into account of parents’ feedback,
social demands, school image, traditions, and the consideration

of the P1 newcomers.

Middle They have different talents, personalities, and working styles,
management depending on whom they work for. They adopt different
management and leadership styles and influence the schools’
operation significantly. Their combination and subtle

relationships could have profound impacts on a school.

Frontline teachers They perform obediently, but complain silently after formal
meetings. Indeed, they enjoy the roles as “Kings and Queens” in

their classrooms.

Table 5.1 The conflicting situations observed in Schools A and B

In addition, there is the “principal-do-right” phenomenon in Schools A and B. For
instance, in School A, the senior managers were not empowered, and their mindset
was: “I follow what my boss tells me to do!” Some teachers intended to maintain their
obedient image as a capable and competent teacher. They did not intend to analyse the
feasibility of the policy, just to follow it. Mostly, their referring priority were EMB’ s
instructions, sponsoring bodies’ decision (even when it represents a  great conflict of
interest), principals’ decisions (under normal situations), needs of the school, the

annual development targets, and others factors (opinions from middle managers or
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frontline teachers). However, Fok (2001) agree that if there is no consensus with the
related stakeholders, all changes are cosmetic. Many past examples of this behavior

can be cited.

Second, the bias toward academic performance of students is another truth. The
influence of school management on the academic or non-academic activities is
different as the former one is the true concern of schools, whereas “student support
and school ethos” is normally not the first priority, though it is stated in the school
motto or mission. Hence, as shown in Table 5.2, the focus and quality of school
management are mostly reflected at the non-academic as it requires more skills other

than following the central syllabus and guidelines.

Management of School Response of Management and Teachers

In view of management, the current | On the academic side, schools follow the central

themes being advocated are curriculum guidelines, such as the

uniqueness, collaboration, Territory-Wide System Assessment. The
consensus, direction, team spirit, outcome depends on the individual teacher’s
atmosphere, image, and the effort and talents. Cooperation of parents is
participation of the stakeholders. welcomed. The influence of school management

»is limited because teachers must follow the

policy implementation.

On the non-academic side, there are mainly the

teams for D&G, MCE, and extra-curricular

activities that are controlled by school
management and maintained by the passion and
commitment of team leaders. However, they are
seen as supplementary and optional. The
outcome reflects the quality and focus of school

management.

Table 5.2 The responses of school towards academic and non-academic issues
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In view of the situations at Schools A and B, there is a major gap between the actual
priority (hidden agenda) of schools and the annual target sets on the one hand and the
requests of EMB on the other. The hidden agenda is manipulated by principals
because of their leadership and power, which I, as a participant observer, noticed. It
costs teachers a significant amount of time to satisfy their demands. Teachers were
frustrated about where they were and the actual development direction of the school.

Complaints and admonishment appeared. I observed the situations, which show the

differences between the target set and the hidden agenda:

Mission and Targets

Hidden Agenda

Mission: Whole person
development
Targets (2002-2005)

1. Promote the reading and
self-learning habits of
students.

2. Improve the self-images of
students through praise
and chances to show their
ability.

3. Explore students’ potential
and abilities; give them
chances to try and to

create.

School A (2002-2005)

Increase the P1 newcomer by launching more
grand projects and activities like Campus TV
and improving the outlook of school. Zero
mistakes in any large functions.

Minimise the impact of merging of the two
sessions (a.m. and a.m.) and create a balanced
and harmonious working climate.

Improve the academic performance of
students as quickly as possible.

Emphasise discipline to train up all students to
be disciplined, polite and obedient because it
was important to build up a good image for
the community.

Authoritative control was employed by the
principal and all managers and teachers must
follow. Principal was especially keen to
promote curriculum reform in Chinese and

education and to visit different countries.
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Mission and Targets Hidden Agenda

Mission: Whole person School B (2000-2006)

development e Use plenty of activities as the package to

Targets (2004-2007): maintain the apparent “vivid” image of the

1. Improve the pedagogy, the school.
behavior, conduct, e Maintain the fame of the school by winning
courtesy, self-learning, and more awards within their traditional strengths,
self-management skills of and keep academic performance at the highest
students. standard by using difficult text books.

2. Develop the high-order e Strongly emphasise the merits of “Millennium
thinking skills of students Campus” to attract P1 newcomers and their
and build up the caring parents.
culture via MCE. e Wise financial management to ensure a

healthy budget and continued expenditure.

¢ Keep exposing the school to the media and its
activities in the territory.

e Middle managers were empowered by the
principal to work independently with
accountability because principal was busy

with the outside network.

Table 5.3 Difference between the mission/targets and the hidden agendas of Schools A

and B

The actual priority or the hidden agenda could be reflected in the distribution of
manpower and resources, since those are usually invisible to outsiders and sealed
within the fine-looking year plans. Hence, with these as the prioritized issues, student
guidance issues like PGE (though stated as the annual targets) become discipline
biased, or are simply ignored or marginalized unless they are insisted upon by the
D&G team, DM, and SGT, unless the principals are willing to lead the entire school in
implementing them. The following formula shows what the teachers are actually

working for.
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EMB requests +  Annual Targets +  Actual Priority

(Additional pressure) (Apparent consensus)  (Hidden agenda)

Internal
prioritized

events

More internal
prioritized

events

EMB
policy I »| SCHOOL
4 v A
Annual Annual Annual
Target A Target B Target C
Routine Routine Routine
work A work B work C
v l v
Year plan Year plan B Year plan
. \ | C
Final Year Plan
EMB
policy II > | <
Interim Review: try to include or ignore
the new policy II; competition for
resources appears with accumulation of
stress.
EMB
policy III Tl

Try to include or ignore the new policy
III; competition for resources appears

with stress accumulation.

'

Final review: energy in school is
thinned out to encounter different
policies; undesirable outcomes with

stress accumulation in teachers.

More internal
prioritized

events

Figure 5.1 The additional pressure, apparent consensus, and hidden agenda in schools
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5.14. Impact of external school review (ESR) on Personal Growth Education

development (PGE)

Considering the neglectful conditions found in schools, what can aid the
implementation of PGE and the related guidance policy? To enforce and ensure the
implementation of all kinds of education policies in schools, the External School
Review has been the most powerful tool used by EMB for quality checking. Can the
External School Review help the development of PGE and guidance and counselling

in primary schools?

In the case of School B, before and during the External School Review period, there
were intense debates among the managers. All uncovered work, unreasonable
arrangements, unfairness, planning mistakes, “muddling through” policies, and power
bias were exposed fully. This revealed the need for collaboration, redistribution of
workload and manpower, and the blind spots that needed further improvement,
especially in the links between different domains. The External School Review and
pre-External School Review periods provide school a great chance to reflect its
operation and system,; it also provides SGTs a chance to show their efforts in Domain
Three, school ethos and student support. Under the umbrella of the External School
Review, the PGE has won a chance to survive because it is one of the foci to be
audited. External School Review helps PGE indirectly when the auditors ask schools
to show their PGE materials or related guidance activities.

We found that the external review team had asked us about the PGE and it

had already put the PGE in the 2™ and 3™ domain, so the PGE is growing

to be more important. (EDX)

Mainly the activities above are conducted and organised by me. We had

the external review in 2000 and our work was highly appreciated by the
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EMB. (SG-M)

Simultaneously, SGTs gain credits and acceptance from colleagues through External

School Review. Power is gained and enhanced from the outside in.
Luckily, the EMB sent a team of inspectors to evaluate our performance
in the four key areas. Before that, our school was not systematic in MCE,
with no team for it. At that time, actually I was doing plenty of jobs
related to MCE, like the “Big Brother Big Sister” [a peer-tutoring
programme], voluntary work, whole school approach to guidance
programme in addition to the PGE. I presented everything to the
inspectors. Then I gained credit from the EMB people, so my effort was
not completely in vain and I also received credits and acceptance from

colleagues. (SG-D)

In spite of the power given to student guidance development by External School
Review, sometimes the auditors or inspectors may recommend the “successful”
experiences of other schools (experienced in School B), compare their checklists, and
criticise without considering school-based problems like leadership style, culture, and
limitation of resources. Therefore, Elliott (1998, p.180-181) argues that it is naive to
use the general “performance indicators” to measure the effectiveness of a school
according to pre-set conditions without addressing the school’s situational differences,
variations, and needs. He asks whether the normative functionalist perspective on
evaluation can really boost school improvement. Ouston and Davies (1998) point out
that external review focused on a school conforming to a framework might not be in
schools’ best interest. This again shows the tension between the EMB and schools.
Chan (2001, p.96) also finds that subsequent change induced by external review was

very limited because some teachers resist change and they lack the ownership to
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change because of the incompatible nature of externally identified recommendations

with school planning.

Overall, the External School Review is a political tool that helps SGTs “ask™ their
serving schools to be “obedient”, and gives them a hand and a shortcut to a smoother
implementation of guidance policies, including PGE. However, its rigidity frustrates
SGTs. Indeed, the role of “mentor” or “consultant” is preferred over the checklist of

the performance indicators.

5.1.5. Are schools and teachers prepared for the new paradigm shift?

Why do bias and hidden agenda even exist? The case studies show that teachers were
asked to work on the class level and their subject areas only, but now they have to plan,
implement, evaluate and review at every point of the following cubic model. The three
dimensions teachers care about nowadays are:

1. different groupings of students (from individual to the whole school);

2. students at different development stages with various potentials; and

3. different subject areas and generic skills.

Different groupings of students

Generic skills and subject

v

Students at different development stages and potentials

v
Figure 5.2 Requirements for teachers nowadays
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To pursue whole-person development education, student guidance plays the role with
PGE as a supplementary curriculum for the affective education. How can a school
perfectly manage all meetings, consensus, and time and manpower allocation at every
point? To initiate reform in schools, teacher-centred management should take into
consideration of (1) teachers’ enthusiasm and commitment; (2) teachers’ interest,
ability, and generic skills; and (3) teachers’ experience and professional knowledge.
Good management does provide the unique standards, resources, and training, and
creates the culture for a paradigm shift. However, as shown by the cases, the quality of
management does not guarantee a successful paradigm shift. Nothing can stop the
committed teachers from performing well; good management comforts them because
they feel they are working for the best. Management intensity may be inversely
proportional to the professionalism of teachers. That is the dynamic between control

and autonomy.

Management Intensity of School

Professionalism of

teachers

»
>

Figure 5.3 The proposed relationship between management intensity of School and

professionalism of teachers

5.1.6. Is PGE a symbolic policy?

Schools deal with the EMB policy according to their understanding, priority, and the

seriousness and stringency of EMB.
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The decision-maker should give teachers more time and room to let them
truly teach their children. Setting a PGE lesson is not a must, but if it is
too rigid, it may become the routine work without surprise and passion!

(A-T1)

The PGE was issued by the D&G section of EMB at a low profile with limited support
and monitoring, and schools have responded accordingly. Morris and Scott (2001)
point out that the sluggishness of the EMB policy-makers results in no monitoring and
false consultations before the policy is issued. Some policy is made only to echo a
social need. “Their adoption was not mandatory and it was up to schools to decide
whether to try to implement these changes. On the whole, there was little incentive to
do.” Later, they argue, “Their critical function was to demonstrate the government’s
concern to address educational issues. Where implementation could not be avoided,
strategies were employed which involved compromise or capitulation in an attempt to
maintain a consensus and minimise tension and conflict”. There are two features of
symbolic policy: first, the policy is introduced rapidly, but is not substantially
resourced; second, a policy solution for an educational problem increases bureaucratic
activity and creates a new organisation to address the “problem” by government

(Morris and Scott, 2003, p. 4).

Is the PGE a symbolic policy? In response to symbolic policy (probably PGE), some
schools are just “going through the motions” due to inadequate support and
target-oriented pressure. The whole school does not have time to digest and produce
alternatives to solve the problem. The slogan of “school-based” implies “no further
support and assistance from the EMB”, and the pressure of “performance indicators”
means “you could do it yourself but there are targets you must follow”. Finally,

schools use their own way to achieve the policy or to package the “outcome” that
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would be accepted by the top, with their ambiguous “autonomy” and expanding
“helplessness”. Morris and Scott (2003, p.78) point out that teachers in Hong Kong are
fed up with and just comply with the latest short-lived government initiative. “A major
barrier to the implementation of the current educational reforms is a long-standing
culture, a mixture of inertia and cynicism, that was established during the colonial
period and which continues. The continuing reform process also seems to result in

considerable stress for teachers.”

A study of more than 1,000 teachers reported in October 2002 found that over 77%
felt that “frequently changing education policies caused the most pressure” (Chan,
2002, cited in Morris and Scott, 2003). Hence, potential quickly faded for reform
policy, since teachers respond with a combination of suspicion, surface compliance,
and a “wait and see” attitude. This is a curious phenomenon in Hong Kong education:

the more things change, the more they stay the same (Morris and Scott, 2003, p.83).

Hargreaves (1991) argues that the challenge of restructuring in education and
elsewhere is a “challenge of abandoning bureaucratic controls, inflexible mandates,
paternalistic forms of trust and quick system fixed in order to bring together the
disparate voices of teachers and other educational partners” (cited in Elliott, 1998, p.

189).

In the case of PGE, “school-based” development was advocated on one side, but
conformity for definite performance indicators was enforced on the other side via
External School Review. Schools then take the shortcut to present a look-alike model.
Regarding to the EMB’s Review Report (ED, 1998), EMB could consider (1)
assessing the carrying capacity of schools as the baseline data for any policies; (2)

duly addressing the complexity of the implementation process including management,
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leadership, willingness and workload; (3) transforming Quality Assurance Inspection
or External School Review as a two-way process to evaluate the appropriateness of the
policies; and (4) providing teachers with training about collaboration, management,
and leadership. (When this dissertation was written, training for middle managers has

been increased).

Besides, the exact priority and hidden agenda manipulated by principals are always
another factor. For instance, the principal in School B had advised some managers to
be cautious about whether the approach was implicitly in line with the school’s policy.
Thus, managers became ambivalent about catering to requests from the EMB,

External School Review, and the tastes of the principal.

About these paradoxes, Senge et al. (2000, translated by Yeung, 2002) point out that
schools (1) waste energy on superficial problems and forget the rooted problems (Arie,
1997, p. 3) cited in Fullan, 2001, p. 26); he concludes that “companies die because
their managers focus on the economic activity of producing goods and services, and
they forget their organisations’ true nature is that of a community of humans”; (2)
transfer responsibility to “experts” like educational psychologist, SGTs, and social
workers or rely on the outsiders and give no training to teachers, which disables them ;
(3) isolate the problem targets (in School B, in-depth problems like structure, history
or ambiguous aim are not discussed); and (4) forget that time is the best means to
solve the such difficulties, and instead use quick-fix solutions to solve time-consuming
problems. Indeed, it is that negative inter-cheating cycle of the stakeholders, starting
from the EMB and moving to schools, teachers and students. The following figures
shows that many remedial measures are proposed to solve problems that only create

other problems if the rooted problems are not solved.
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EMB

Impose remedial measures
to treat the undesirable outcome

Problems / SCHOOLS
solved or more Add pressure to teachers to

problems achieve the expected outcomes
created? \ of school and EMB

TEACHERS

Exert pressure on students
1 with suspicions from teachers
STUDENTS

Figure 5.4 Problems solved or problems created?

5.1.7. Section summary

This section illustrates that as more policies emanate from EMB, schools tend to wait
and see, but dare not to say “No!” In the case of more plans for holistic development
in education with stringent monitoring like External School Review, schools conform
superficially with their bias toward academics as the main hidden agenda; as more
claims are made that policies are school-based, more ambiguity and chaos in power

distribution in schools is created. The teachers lose because they get no support.

Indeed, sensitivity, congruence, honesty, trust, understanding, communication, respect,
and empathy are important in policy implementation. For instance, the EMB needs to
be sensitive to the capacity of the schools and teachers before issuing any policies.
Good preparation and research prior to creating new policy can help anticipate the
impacts and support needs, regardless of the obedience of teachers and the urgency of
the situation. Adequate input of resources and manpower should be rendered to gain

real success and support. More internal communication inside EMB about policies
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would reduce the impact, overlapping, or fragmentation of policies.

Moreover, there should be congruence of school management toward External School
Review and the school year plan to give teachers a clear picture of the school’s
development. Trust, understanding, and communication between EMB and schools are
crucial for congruence. Furthermore, schools should be honest about their own
situation by not adding pressure on teaching staff to please EMB. They should say
“no” and request for help when they need it. Finally, teacher-centred management is

strongly recommended.

For the sake of good school development and policy-making, there should be respect
and empathy within the External School Review process to facilitate two-way
communication between schools and EMB, which would let both parties reflect and
grow simultaneously. Disingenuousness will persist if both sides are cheated via

paperwork that masks the lack of true improvement.

5.2. Involvement of Top Leadership and Middle Management

The two parts of this section discuss the involvement of top leadership (the principals
and deputy principals) and middle management in the PGE development process.
Particularly in the second section, the involvement of curriculum coordinators (CCs)
and discipline masters (DM) and the issues of collaboration, competition,

communication, and conflicts among managers are duly discussed.

5.2.1. Involvement of top leadership and management
This part considers the involvement of the principals and the deputy principals and

explores the impact of top leadership on PGE development. Ideally, support and
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involvement of top leadership provide the clear signal to teachers on the front lines.
Given the propensity of Hong Kong teachers to obediently follow direction, such

support is a must. Can PGE earn the blessings of top management?

PGE is a “whole school approach” guidance activity aimed at penetrating guidance
concepts in the form of a curriculum. Hui (1991) points out that a “whole school
approach” to guidance would not be realised if each committee was working in
isolation. She mentioned that key personnel in charge of these committees should
work as a team and function as a whole rather than representing their own particular
committees. According to Galloway (1990), schools need a clearly defined policy
about personal and social education and a senior member of staff to take responsibility
for implementing it. He suggested that a deputy head co-ordinate the pastoral team.
Who, then, should coordinate PGE development? The following sections explore the

possible answers.

5.2.1.1. Can Principals help?

The questionnaires returned (Appendix C2) show that 16% of SGTs responded that
principals are the key persons to support the development of PGE. Although the EMB
had tried its best to explain clearly to all principals the change in the new guidance
policy via several workshops, it seemed this method did not really work. (Refer to
Verbatim 5.2.1.1.)
Between Feb to May 2002, a two-day workshop was arranged for
principals, at which we told them how they should match our policy and
everything about the new policy. We explained it to them clearly and we
clearly defined the roles of the members in schools. (EDX)

So far, we have emphasised the whole-school approach starting before
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2000 according to the CEO reports and the Education Report No.4. In
2002, we renewed the policy and issued it again with emphasis on the
whole-school approach again; we told the principals about the ideologies,
and we stressed management (administration), curriculum and other old
stuff together. (EDX)

Extracts from the case studies of the two schools illustrate different attitudes of the

principals.

School A—total ignorance and central control
In the case of School A, Principal A did not care about the new policy initially and
ignored the message I brought to her from the EMB’s seminar (2002). Then I tried
lobbying and preparation on my own to meet the EMB’s guidelines. Then she changed
until she was informed at the principals’ meetings in the second year (2003). She
announced to all staff that this project must be done and asked them to follow my plan
(Appendix AS). The verbal support given by Principal A was not sustained till the
third year, when a social worker was appointed to School A. She asked the social
worker not to disturb the teachers. The indifferent attitude of the principal halted the
budding curriculum again, which upset and disappointed the social worker. (Refer to
Verbatim 5.2.1.1.)
First of all, there was no support from the principal. She just thought
everything was ready and OK, so asked me just to do it. I had no time for
mutual preparation; I had the documents, but, the teachers did not know
the content clearly, what should I do? At the beginning of the semester,
our principal said, “There is no problem about the PGE: it is ready!
Teachers can pick it up and teach without any problem.” (A-TS)
I think the first one to change is the principal; this school is strongly

centre-controlled. Although some teachers want to help, she or he may
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help you on one side secretly. All are so obedient; everyone follows the
main route and no one dares to do something else. Otherwise, it is issued
by the top. No one suggests novel ideas, as if they suggest things, the idea
may be banned later, so it is safer to follow the top central orders, with no
need to think more or to fight for it; finally, all is in vain probably: effort

gains nothing! (A-T8)

School B—provided verbal and financial support
In School B, Principal B was more sensitive and announced the policy openly in the
staff meeting, and then had the kick-off meeting with the relevant middle managers to
discuss the new policy. In the third year, there was also financial support because of
the request of DM and the ex-SGT. After that, the principal rarely followed the
progress of PGE.
I found that the principal had reminded us about the PGE. However,
without support, follow up and good arrangement, no one cared. ...For the

teaching staff, they felt uncomfortable with it. (B-TS)

Some SGTs begged for the reform and relied on the change of perception, priority,
attention, and belief of principals. The following are examples of different cases.
Some SGTs observed that some principals had weak mindsets about curriculum
development and action research, and the school changed when the principal changed.

Table 5.3 summarises principal support for all cases.

School O—SGT tried to survive with minimum concern and support
Some principals who are more concerned about student guidance, might
request to read the curriculum material, but for those do not care about the

development of student guidance, they are happy to see me enter the
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classroom for demonstration and let the teachers have a relaxing time....I
think whether the lessons could run depends on the decision of the
principals. If they think it is important to students, they allow the class
lessons. If they feel it is not so important, they may allow a brief assembly
in the hall with all students together. I can just do my best to do the right
thing. (SG-O-worked in two schools, the a.m. and p.m. sections of School

0)

School N—principal asked teachers to comment on but rendered no support to SGT
Although I worked hard to prepare all materials, without support from the
principal, I got no power to monitor the teachers.... After two years, this
year, the condition became more ridiculous: my principal asked all
teachers to give me the topics they wanted, then I was responsible to write
it all up. I just worked out the framework, because I would leave this
school, and the next SGP in this school will follow their idea. My
principal had never asked me to have a look at my previous design.

(SG-N)

School H—So far, no support!
Did the principal help? He should have done, but it is the matter of

curriculum planning as a whole. (SG-H)

School Principal’s Support

A Total ignorance and central control, no allocation of special
manpower, resources, or financial support. No time allowed for
collaborative planning and principal teased SGT for proposing

teamwork on PGE.

B Verbal and financial support for external support to help with PGE

design and demonstrations, no inhibition for collaborative planning.
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School Principal’s Support

Cl and C2 |In School C2, principals helped assign teachers to be the form

representatives to launch the curriculum.

D Fully trust and gives SGT freedom for any project

E, 1 Not mentioned

F Support and similar programme have been developed over the years

with adequate manpower input.

G Principal gave SGT appropriate guidance at the beginning, but
quickly shifted to other new policies later.

H,J,N,L [No support

K, M, O |Trust for SGT, verbal or little support.

Table 5.3 Principal support in different schools

Despite the ideology of the involvement of the whole school for student guidance,
Ross and Herrington (2005) find that the relationship between the principal and the
counsellor was complex. That is, neither party was able to manage the complexity of
the relationship. Further, both the counsellor and principal should be aware of the
dangers of role-drift by getting rid of non-counselling work, such as curriculum
development in this case. Ronnestad and Skovholt (1993) state that the effective
supervisors for counsellors should provide the structure and a mediating role, and
should create, maintain and monitor the relationship between supervisor and the
supervisees (school counsellors) while they are in turmoil . Gysbers (1998) also points
out the important role of the principals in helping with the guidance policy and
programme, Fitch, et al. (2001) suggests that the school administrators should receive

training about school counselling.

Different scholars have varying opinions about the roles of principals in curriculum
development from initiation to evaluation and teacher training. Principals are
encouraged to give special support for administration and resources for curriculum

development, such as time for collaboration planning. The staff should be fully
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supported and should echo the request for curriculum implementation because a
culture of mutual support and cooperation for curriculum reform is essential (Huang,

1991).

Krug (1992) suggests that principal curriculum leadership can be divided into five
components: defining mission; managing curriculum and instruction; supervising
teaching; monitoring student progress; and promoting the instructional climate. Cai
(2005, p.17) concludes that the affecting factors for curriculum development from
international and Taiwan studies come to play in two stages. At the initial stage, the
affecting factors are the leadership of the school heads, the capability for action
research of teachers, a complete curriculum development structure, and external
support. At the later stage of implementation, there should be a common vision of the
schools, emphasis on the democratic involvement of schools and the community, and
the professional growth of teachers.

Huang (1991) points out the responsibilities of a principal. When faced a new
curriculum, the principal should:

1. understand the aim, targets, and content of the curriculum, and analyse
and select the appropriate means to implement it with respect to the school
needs;

2. help with the transition of the new curriculum and design a strategic
implementation plan, identify the possible difficulties such as manpower,
equipment, finance, time, communication, and organisation of schools and
students;

3. help teachers with curriculum design at their levels;

4. ensure the new curriculum to keep it initial aim and targets during
implementation;

5. encourage teacher training;
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6. provide environmental, psychological, and material support for teachers;

7. understand the difficulties posed by evaluations;

8. elicit the improvement plan and pass teachers’ comments to the education
authority; and

9. arrange lesson observations to enhance growth and sharing among

teachers.

Judged by Huang’s suggestion, it was difficult to find enthusiastic principals in the
interviewed cases about PGE development. The considerate principals (Schools B and
F) could help by allocating manpower, time, and money to help the SGT. Mainly,
however, support was limited to trust and verbal support only. Some principals even
totally or partially ignored the new policies. The duties suggested by Cai and Huang

were almost done by the SGTs (Appendix A3, B3 & D2).

The cases show that the principal could be resource providers of time, outsourcing,
and finance, and can provide vocal support for the new directions. Glickman (1989)
argues that a principal should be the leader of teachers as curriculum leaders rather
than as the sole curriculum leader. However, what is observed in this study is in line
with the findings of Poon (2001), Ye (2001), and Gong (2001), who explored the
failure of principals in curriculum development. They find that:

1. principals do not understand the nature of curriculum leadership; they do
not have professional knowledge in curriculum leadership and
development;

2. lack of time and resources;

3. principals do not get full support from the experts;

4. the failure and worry created from role transition;

5. difficult to coordinate the changing roles in the team;
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6. support and match from parents and community;

7. some principals keep distant from curriculum and teaching;

8. principals are busy in other miscellaneous things;

9. lack of a structured mechanism for curriculum decision-making;
10. inadequate involvement of the curriculum team members;

11. involvement of parents without adequate educational backgrounds;
12. target-oriented and academic stress of schools;

13. incapability of teachers in curriculum design; and

14. lack of professional training and opportunities.

Coinciding with these findings, Yu (2002) conducted a large-scale survey about
teachers’ perceptions of principals’ transformational leadership. He finds that Hong
Kong primary school principals’ tendencies toward transformational leadership were
not strong. Specifically, they did not demonstrate appropriate practices for teachers to
follow. Their efforts to share vision and build goals were insufficient. The principals
did not take adequate initiative to change teachers’ values, beliefs, and attitudes
toward change. Many of them did not know how to provide intellectual stimulation,
and their support for teachers seemed inconsistent. In addition, in implementing
school-based curriculum reform, principals were weak in their direct involvement in
curriculum leadership (Cheng, 2000). Lin (2000) and Shan (2001) state that what the
principal is and what the school will be; then what the principal is and what the
curriculum will be. In practice, principals are busy and encounter new policies and
deal with all kinds of funding, conflicts, and networks in the community. Their time,
energy, perception about guidance, background knowledge of curriculum development,
and financial support given by the EMB are the controlling factors. Finally, SGTs

have to learn to act as programme organisers without additional support.
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5.2.1.2. Can deputy principals help?

In the questionnaires returned by SGTs, 9% said that deputy principals are the key
persons to support the development of PGE. In total, just one-fourth of the schools’
top management really cares about development of PGE. Here are some responses

from the deputy principals regarding PGE.

Some deputy principals were affected by the principal. They doubted the insistence of
the SGT about PGE and were reluctant to support or to waive their responsibility due
to their “respect” for the “autonomy” of the D&G team. Some even equated discipline
with guidance. In fact, they did not care about or want to be responsible for PGE
development. They noticed the superficial changes (like the increased number of team
members on the D&G team) and did not care about how the team functioned and
developed. In their view, the SGT should be fully responsible for the extra “workload”
like PGE. They did not think they were obligated to respond in any way, or to offer
help like mediation or coordination to facilitate the changes. (Appendix A5 and BS5)
Have we achieved the target of the EMB and worked out the policy of
student guidance? I think we have. You see, the D&G group is expanding.
Almost half of the teaching staff are group members, who must share the
D&G work. Non-members, through daily conversations, feel they should
shoulder part of the work too. Additionally, our principal takes strict
discipline control. Everyone has become alert to this. When more teachers
are involved in the D&G work, students are more obedient, so you can find
that courtesy improves daily; besides, relationships between teachers and
students have improved which is shown by the figures of stakeholders’

questionnaires: it increases a lot. (said by a deputy principal to a SGT)
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Deputy Principals are the most important assistants of the principals. They are
supposed to have a thorough understanding of the whole school and help coordinate or
initiate all kinds of development in schools, but in the case of guidance development,
their attitude was “wait and see”.
Our SGT was more insistent than 1. She did a lot. Hence, I talked to myself.
If I could help a little, it would be a perfect step. It is my role. Basically, it
is good. I must tell others this is good and get their consensus to do
it...frankly, some colleagues were not keen and saw no point in
implementing the PGE; I felt helpless to change the situation. I was so
frustrated and asked, “Could I use my status and method to help? However,
must it be done.” Indeed, I don’t prioritize PGE in the first place...as I felt
there was no instruction for PGE (from the top). Then teachers perceived it
as an ordinary job to carry out. Should we do it seriously? I don’t feel we

should. (a deputy principal to a SGT)

Some deputy principals were verbally concerned about the development of the PGE:
she just wanted to know something was going on and showed no interest in the details

and offered no help.

Based on the interviews, the greatest contribution from the top is the timetable
showing a time slot for PGE lessons. To some SGTs, no negative interference was
good news, while support from others was a bonus. In some of the worst cases, some
deputies did keep away from PGE, and even set up obstacles for SGTs, thus spoiled
the chances for modification and collaboration. (Refer to Verbatim 5.2.1.2.):
There is no time for pre-lesson meetings, so I just requested not a long
period. I failed to get it finally. We failed because I tried to discuss it with

the deputy principal: if she said no, that was the end. For instance, I tried
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to call a meeting about discipline and guidance and then she said, “You
know, it is impossible to get all staff together, not in a meeting, please: Do
you understand?” The main failure in the PGE is that the PGE is not
important in their eyes. We had the MCE lessons, deputy principal
arranged all MCE lessons including PGE lessons on every Monday in the
school calendar for us to follow. She gave me 12 lessons of the PGE, but

cut this to ten recently. (SG-L)

Though vice-principals in primary schools are supposed to help curriculum leadership
because they are responsible for communication and liaison between the principal and
staff (Morrison (1995), many cases have shown the under-functioning of deputy
principals in schools and the crisis in school management if they are incapable of

helping the principals coordinate and monitor of new policies.

In the UK, the duty of deputy principals in primary schools includes the coordination
of special educational needs, subjects, child protection, pastoral care, and discipline.
They also with work with parents, liaise with other schools and services, and monitor
all developments in school McGeachie (1999, p. 81). In 1998, James and Whiting’s
work categorise deputies from both primary and secondary sectors into five types:
active aspirants, potential aspirants, unpredictable settlers, and unveiled aspirants.
Garrett and McGeachie (1999, p. 73) illustrate the role of deputy heads in schools;

they function importantly in different aspects, as seen in Figure 5.4.
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Class teacher

General
Co-ordinating administration Working
with people
Class teacher Ensuring Role of the External Class teacher
quality deputy head relations
Professional Strategic
development School overview
ethos

Figure 5.5 The role of deputy heads in schools (adapted from Garrett and McGeachie, 1999,

p.73)

Garrett and McGeachie (1999, p.77) conclude that there is a lack of robust definition

of the role of the primary deputy:
There is considerable lack of clarity about the role, the deputy’s role is heavily
influenced, and ultimately controlled, by the individual head teacher. The role
is dependent on the amount of time available for the deputy to undertake
responsibilities. Factors contributing to this are the spending decisions made
by governing bodies, and the small size of some primary schools. Most
deputies thought of their role in mainly operational terms; very few were able

to develop a more strategic perspective.

Why did deputy principals behave this way? First, in Hong Kong primary schools,
there was no exact post in the name of “deputy principal” with a corresponding special
salary rank. Thus, the so-called “deputy principal” was just a senior teacher who was
willing to accept the post as well as the responsibility and pressure without extra
financial reward. His or her duties for school guidance were unclear. Hence, the
irresolute conditions create disillusion, misunderstanding, and over-expectation for the

deputy principals, who are underpaid and unaccredited. It is no wonder they kept
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silent about PGE. (At the time of writing, EMB had normalized the post of deputy
principal with a higher salary and special duties that were school-based). In regard to
the findings above, it is important to define leadership and to determine why PGE

development is important. These issues are discussed in later sections.

5.2.1.3. The influence of developmental stages and culture of schools

Beyond leadership, how do the developmental stages of schools and culture affect
PGE development subsequently? The development of PGE wvaried at different
development stages of the schools, which react to new policies differently. For
instance, the mature schools can digest more new policies. In shrinking or dying
schools that are fighting for more P1 newcomers, academic performance will comes

first unless PGE has strong “selling points” for them.

In some successful cases like Schools C, G, and H, resistance to PGE was mild. The
schools at least allocated time for PGE. Besides, Schools C, G, H and J had developed
their affective education some time ago, so introduction and integration of PGE
became acceptable. In School F, all teachers had the same religion and vision, so
everything went smoothly. Particularly in School C, which had a well-developed
tradition of curriculum development, SGTs can work as consultants.
Compare the two schools I work with, the teaching cultures of the two
schools are basically similar; they are different in the middle management.
I think the main difference is the difference in the development pace.
School C1 is lagging behind: it is doing remedial work to keep up with no
room for new policy. School C2 is well-developed; it is capable to digest

more new policies. The situation and the focus are different. (SG-C)
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For shrinking schools like M, N and O, the teachers have lost their impetus to develop

any new curriculum for students, and the effectiveness is surely affected.

I will foresee no change in the PGE. The school I serve is facing shrinking
in the coming days, so there will be more promotion activities and
emphasis on academic results in order to attract more students. They all
have bad headaches with no room for the PGE; they just want to enhance
the academic results of the students. (SG-O)

The focus of our school is leaving school early. It is not surprising
because it is now shrinking and the school will close very soon. We have
no meetings after school and no meetings are allowed after school. No one
is left behind. This is the reality; you can imagine it is impossible to make

any reform. Now there is just one class in P1. (SG-N)

These cases show that the development stages affect the team spirit and culture of
school. “The culture of an organisation is the key factor that influences the success or
simply the effectiveness of an organisation” (Schein, 2004, p. 7). There is a term in
social psychology that is closely related to “culture” and the overall behaviours of a
group of people: “normative influence”. “Normative influence occurs when we alter
our behavior to conform to group norms and standards in order to gain social
acceptance and maintain our standing in a group” (Taylor et al., 2004). Thus, in every
school, there is a set of intangible norms that constitute the core of the culture. It is
formed based on the past history, leadership, environment, and influence of all
stakeholders. Stages of development and leadership are the crucial factors affecting

the norm.

Hargreaves (1992) describes four types of cultures found in school: individualistic
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culture (work alone), Balkanized culture (informal groups in competition), contrived
collegiality (follow the top), and collaborative culture (open and support each other).
The culture of a school governs its attitudes toward PGE and, implicitly, the

effectiveness of the programme, as the examples shown below.

School A was proceeding to a mature stage, but the individualistic culture was strong.
There were a lot of good managers, and teachers work silently and independently with
central authoritative control. They were obedient, but collaborative practice was rarely
seen in School A. PGE was done in an isolated way. In School B, contrived
collegiality was strong in the middle managers, while Balkanized culture was found in
the frontlines. Apparent communication was found. School B was at its post-mature
stage, which had its brightest period in the past. However, as of this writing, it was
lagging behind. PGE was implemented because it had to keep in pace with other

schools, maintain its status, and prepare for the External School Review.

How leadership and culture related to each other? “Leadership and culture are
conceptually intertwined (Schein, 2004, p. 11).” Culture and leadership are two sides
of the same coin, in that leaders first create cultures when they create groups and
organisations. Once cultures exist they determine the criteria for leadership and thus

determine who will or will not be a leader” (Schein, 2004, p. 22).

The inter-related nature between leadership and cultures gives hints about guidance
and PGE development. No matter what development stages a school is in, leadership
plays the vital role of creating the culture that let the school proceed to a new stage

and adopt a different attitude toward new policy.
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5.2.1.4. Section summary

Principals’ support of PGE development was limited. Some principals offered verbal
or financial support, but most of them did not. Deputy principals stayed away from the
PGE issue and reacted passively to it. Neither principals nor their deputies performed
as fully as literature suggests they should in the role of leaders or coordinators.
Because of the different development stages of schools, every school has its own focus
and priorities and a different culture that resulted from different leadership.
Consequently, each school reacted differently to the introduction of PGE. Overall,
SGTs carried the dual roles of leader and coordinator for PGE development. The
situation was worse in shrinking schools. Indeed, SGTs needed acceptance, respect,
and support from either the principals or the deputy principals beyond verbal, financial,

and manpower support to construct a new curriculum.

5.2.2. Involvement of middle management

This section explores the role and influence of middle managers in PGE development.
In particular, some tactical relationships and situations will be discussed. The
involvement and support of middle managers are important for launching such
whole-school guidance curriculum, since most have the power to make decisions and
to direct the panel heads of different subjects and function teams. In reality, what

happened in schools under study?

5.2.2.1. Can middle managers help?

Table 5.5 describes the support from middle managers. Senior teachers who were

willing to help with PGE were few. The following discussion explores the underlying
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causes.

Who
School Support from Middle Managers developed
PGE?

A There was verbal support from the panel heads of GS and RE, with [SGT alone
greatest support from DM, verbal support from the CC before 2004, and
then formal inclusion of the PGE in the school curriculum with
integration with RE after that.

B DM, CC, and GS panel heads showed their support and explored the |SGT alone
possibility of integration. The CC suggested the integration with other
subjects verbally.

C1 In School C1, PGE was helped by a team. In School C2, the middle |The MCE

and managers used SGT’s ideas, while the CC suggested integration. Both |team

C2 schools had PGE teams to work with MCE and PGE. SGT was the
consultant.

D SGT developed PGE alone and then teamed up with several good [SGT and
teachers. No support from middle managers, but there was jealousy [some
from deputy principals. committed

teachers

E A few middle managers joined PGE team. D&G team was strong in |A PGE
school, CC offered help. SGT started it and teamed up with teachers via |team with
a pilot project with NGOs. NGO’s

help

F SGT worked independently with DM, but the CC advised SGT about [SGT and
the strategy, reminded her that the curriculum should be revised and |DM
modified by the frontline teachers.

G Managers used PGE as a selling point of school but offered no help. SGT alone

H No support from middle managers; the CC suggested integration of SGT alone
PGE with other subjects at a later time.

I,J,M,| No support from middle managers. SGTs

N alone

K No support from middle managers; the CC helped with time allocation |SGT and
of PGE. DM

L Deputy principal handled everything without discussion with SGT. No SGT
other special support.

0] DM and the extra-curricular activity coordinators supported PGE. SGT alone

Table 5.5 Support from middle management in different schools for the PGE
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In these cases, feedback from the middle managers about PGE varied. Some offered
help while others were indifferent to and underestimated the situation, or ignored PGE
with the mindset of “It is SGT’s business! Not mine!” Some felt guilty about skipping

away, but were curious to know the content of PGE.

In School A, the performance of the middle managers depended on the school culture
and the leadership at the top. When the atmosphere did not allow open discussion,
they would keep silent even there were problems. As I observed in School A, all
middle managers worked independently. Except for the DM, they seldom asked about
the progress of PGE. Although I had invited some middle managers to attend the
relevant seminars about PGE, discussed it with them, sought their opinions, and asked
for their involvement, the feedback varied and was generally disappointing. For
instance, the CC agreed verbally without lending substantial help. Others middle
managers performed indifferently or retreated suddenly, as did the panel head of GS.
Even worse, I noticed jealousy and gossip although I had adopted different lobbying
strategies to earn the managers’ understanding and cooperation. At that moment, I felt
helpless, powerless, and disrespected. Finally, I stopped lobbying and did the work
alone (Appendix A4 and AS). The following shows the attitudes of some senior
managers about collaborations. (Refer to Verbatim 5.2.2.1.)

Researcher: What did you think about the support of the administrative

team?

This should be answered by you! You know, the administrative team has

got plenty of jobs to complete; if necessary, I think we helped as much as

we could. However, none of us can lead the project of the PGE because it is

planned by you, so I feel it is the job of the SGT. If you want our support,

what support do you want? I think I cannot imagine it. Money, manpower,
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time or planning strategy: I cannot be sure of our role and what I should do
for you. (A-T11 laughed and said)

Researcher: [s the communication between guidance teachers and managers
good?

I think the middle management is very important....I felt indifferent when I
knew it is the job of class teachers; I was relaxed and kept away from this
issue. I have no more concern. (A-T10)

I feel guilty about no support for the PGE with none from the Student
Affairs Team. (A-T2)

The administrative team is kind and good, very willing to answer you and
help where necessary. However, they are busy too. To help me? No way!

(A-T8)

In School B, they had a practice of open discussion among the middle managers
(Appendix B 5 and B11). The panel heads were keen to give their opinions, but were
passive about participating (the CC) and following (panel heads of GS and RE). In the
process, only the DM helped a little bit. Indeed, they showed an inclination to discuss
it, but not to become involved in any curriculum design or integration issue.
I am confident to do that, so don’t be hurried as it will not be realised in a
few days.... At the beginning, I thought that they do not know what it is

about because it is not strongly addressed. (B-T8)

The questionnaires (Appendix C2) indicate that only 11% of the SGTs stated that
middle managers have helped organise PGE. They include the CCs, life education
coordinators, moral and civic education coordinators, and discipline masters. The

greatest support mainly came from discipline masters (29%), CCs (8%), and other
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staff (52%) such as life education coordinators, MCE coordinators, RE panel heads,

D&G team members, or NGOs.

How do they support PGE? From the in-depth interviews, I learned that support from
middle managers was rare except for the DMs or the MCE coordinators. Moreover,
the integration of discipline and guidance showed no obvious benefit to PGE
implementation, unless the team members could share the routine guidance work. In
the case of Schools D, G and L, middle managers like CCs or deputy principals even
put up roadblocks to hinder PGE development by manipulating the resource allocation
(time and personnel). This toxic practice is not rare, and it is a significant obstacle to
any policy development and implementation in school. (Refer to Verbatim 5.2.2.1.)
All middle managers did not help me, their point being, “Do not bother
them; do not let them do any extra thing; just let them know or provide
them all teaching materials please!” (SG-N)
This PGE team is selected by the administrative group, the senior teachers,
who are assigned to be the level coordinators; they are then the team

members. (SG-C)

Overall, the assistance and support from other middle managers were undesirable. It
depended on whether there is positive harmony and a collaboration culture within the
school. In addition, the lobbying skills and the relationship with SGT and other
managers are key factors. The following section illustrates the involvement of the CCs

and DMs in PGE development.

Involvement of Curriculum Coordinators (CCs)
The curriculum coordinators (CCs) are supposed to be the curriculum experts.

Theoretically, they could help with PGE development to a certain extent. In practice,
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help from them was limited. Answers to the questionnaires (Appendix C2) indicate
that just 2% of the SGTs stated that CCs are the organisers of PGE, and 8% of the
SGTs agree that CCs gave them the greatest support in the process. Their
contributions mainly included giving advice on PGE development, supporting the
linking of PGE with other subjects, and justifying the balance between PGE with the

annual targets.

Busy CCs often had no time to help further.
She [CC] is so busy, so I have no expectation to get help from her. I just
want her support: that would be enough. I will thank her for the progress
in PGE development; I do not mind how much she care and involve.
(SG-M)

The strong status of D&G team affects CCs’ actions and decision-making.
I think the focus on...and I think our team D&G is quite strong here; it
[life education] is our development objective of the school. So, the CC is

likely to help us. (SG-E)

The EMB expected support, understanding, and coordination from CCs, particularly
their advice about the development and positioning of PGE in the school system.
It is all school-based. I will expect the CCs may help with the curriculum
modifications, the concepts and ideas of integration but I think it is just at

the starting points, so immature. (EDX)

According to the interviews, most CCs gave no support to SGTs, except the one in
School F who was truly sensitive and helpful.
The CC supports me all the time. She recommended to me the strategies

about curriculum development, like how to enhance the involvement of
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the teachers. The CC reminded me that modification of a curriculum
should be done by the frontline teachers; it should not be done by just one
person; otherwise, the progress will be slow. (SG-F)
In School A, the CC agreed with the concepts and then helped with integration
without follow-up.
In terms of curriculum development, the most helpful thing was the
coordination; it was well done. Moreover, she tried to correlate a lot of
work with the yearly targets. That is. I feel that it is very hard to
implement PGE....CCs cannot help the in-depth and serious integration

with the PGE and other subjects. (A-T8)

In School B, the CC suggested restructuring PGE and indicated clearly that it is not
her duty. There was no follow-up aside from verbal comments. (Refer to Verbatim

52.2.1)

The overall feedback of CCs toward PGE was out of SGTs’ expectations. Their
performance sometimes depended on the power status of the D&G team in the school,
the annual school targets set with PGE, and their training by EMB about guidance. A
CC pointed out that the inadequacy of the training given by the EMB meant that CCs
were uninformed about the latest changes in student guidance and PGE development.

(Refer to Verbatim 5.2.2.2)

We are trained with the theory only, and then the 2™ group of CCs was
given the practical data...we got the sharing circle to share the
experiences from different schools. It helps and brings the experience
back to schools....Student guidance is linked up with MCE, but with no

detail at all. T got the information just from you (the researcher). They
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emphasise MCE but not the PGE.

5.2.2.2. Involvement of discipline masters (DMs) and the collaboration between

discipline and guidance

The returned questionnaires (Appendix C2) indicate that about 29% of SGTs indicated
that discipline masters are the greatest supporters in schools for PGE, but less than 8%
of SGTs said that DMs organised PGE. Mostly, they were the key members in the

team of PGE development. How did they support PGE?

The DM in School A (Appendix A5 and more in other chapters) was positive and
helpful to make sure everything went well. She understood it was a mandatory policy
handed down by the EMB. She then tried her best to strike a balance. She always
reminded me of the possible difficulties and dissatisfactions yelled from the teachers
in the staff room. She behaved positively because she chose superficial conformity
with obedience. The ex- and new DMs in School B (Appendix B5 and more in other
chapters) were silently supportive, as they were also the MCE coordinator. The new
DM showed support for collaborative teaching, collaborative planning and new
assessment of PGE. All these actions contributed to the ultimate success of PGE in

School B.

DM is a post with a salient, firm, stringent image in schools, and that strangely gains
respect from most of the teachers because the DM always helps to solve students’
problems. DMs in the two schools were promoted from the echelon of experienced
senior teachers. They were usually responsible for the discipline, assemblies, moral
talks, meetings with parents, and records of misbehaviour. DMs might not involve

themselves wholly in the due course of PGE development. Since they are powerful
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figures in schools, the D&G team members readily listened to their instructions and
helped SGTs. In both Schools A and B, my relationships with DMs were mutually
dependent: we had to work together on students’ problems. We learned from each
other, so the relationship was intimate. (Refer to Verbatim 5.2.2.2)
I think the cooperation between us and DMs is the most important;
otherwise, nothing can work. Usually, the DM deals with the MCE

curriculum, so my main job is the PGE. (SG-O)

In both Schools A and B, I kept up fluent communication with DMs about the
progress of the guidance plan. Nevertheless, misunderstandings still emerged owing to
different perspectives. For instance, while I wanted to work in a comprehensive,
systematic way, they might prefer focusing on the urgent daily work. They sometimes
performed conservatively for the developmental plans like PGE or the Understanding
Adolescence Project (UAP), and questioned their effectiveness because they were
worried about resource allocation. Meanwhile, it is not easy to maintain smooth
relationships with DMs. Frank, appreciative, and considerate attitudes are the
prerequisites for collaboration. Ultimately, the working directions of these two posts
are different. DMs mostly follow the school regulations to educate the students in the
remedial way, while SGTs try all kinds of preventive, remedial, and developmental
guidance programmes. Nevertheless, a good discipline system is the prerequisite to

guidance development in schools (shared by SG-L)

Chiu (2001, p. 100) has identified eight factors that might affect the collaboration of
the two functions discipline and guidance. They are: (1) communication, (2)
perceptions of their discipline/guidance roles, (3) school policy, (4) shared vision, (5)
teachers’ beliefs and attitudes, (6) time constraints, (7) leadership, and (8) curriculum.

Five recommendations for promoting collaboration were made: (1) building a shared
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vision, (2) being an innovative leader, (3) fostering a positive teacher attitude, (4)
making a clear distinction of roles, and (5) building a conceptual framework for

organising disciplinary and guidance work in a special school setting.

In the 1990s, the integration of D&G teams was encouraged by some academics and
the EMB. Hui (1991) suggests that guidance activities should be integrated with
disciplinary actions to enable students to follow social rules, develop self-control, and
acquire appropriate self-directed behaviour. With the changes in discipline and
guidance, the boundaries between them became blurred. Hui (1994) states that the
function of discipline and guidance is inter-changeable. To build a shared vision of
school guidance, Hui and Lo (1997) suggest “establishing a formal channel for debate,
discussion and dialogue, having a core group of teachers to synthesize and concretize
various perspectives and proposals, and fostering openness and receptivity to different

views and new ideas” (p. 27).

In spite of the ideas of the scholars, in School A and B, there is no successful
integration of discipline and guidance. The principal should be the key person to lead
integration. The effectiveness of integration depends on the willingness and
involvement of both DMs and SGTs to lead and share the D&G work with their team
members. Presently, some meetings and “collaboration” within the D&G team were
done, though superficially. It is even worse if the team is not a group of committed
teachers. Indeed, whatever the forms of “discipline” and “guidance” are, they serve the
same goal of teaching students to love and respect themselves and others. I perceived
that integration of discipline and guidance is as difficult as integrating the Chinese and
English languages as a single subject, though they serve the same purpose of
communication. Is it really possible and necessary? Further study should explore the

“collaboration” and “integration” of discipline and guidance, and how they work
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together physically or conceptually to produce desirable outcomes.

5.2.2.3.  Struggles of middle management to deal with the new policy

Apart from the responses from D&G team to PGE, how do the middle managers
manage and digest the continuous new policies emanating from the EMB? Middle
managers and panel heads (Nung, 2005, p. 188-189) are normally expected to perform
the functions of managing resources, coordination, staff appraisal and evaluation,
curriculum management, evaluation of the work of students, and conducting meetings.
Summarising the views of Blase and Anderson (1995), Nung described the impact of
department heads:

Positively, department chairpersons may be perceived as equitable, supportive,

friendly and personable, and facilitative (which encouraged diplomatic

transactions), or vice versa. The negative results include negatively affected

morale, support and communication within the faculty. (Nung, 2005, p. 67)

In School A, some senior management indicated that they all encounter a “do not
know how to do” period. To deal with the new policies from the EMB, some middle
managers had gotten used to or felt indifferent about the habitual changing features of
the EMB. Therefore, some middle managers thought that there was no need to follow
the policies aggressively, but dealt with them carefully and sidestepped them to avoid
trouble because of too much uncertainty at the initial stage. (Refer to Verbatim
5223)

We have to come across a period of “do not know how to do”. I think the

same for the EMB; they have a period of ambiguity also. I feel that there

are a lot of arguments. Is everything firm before pushing it down to

schools? ... Every time the EMB issues a policy, they give us the
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direction only, and say “school-based” to let schools do it. It is worthwhile
if the policy is helpful. Time management is very important. We work so
hard even with no new policy ... And about the policy of the EMB, we are
old enough to know not to hurry to follow the EMB’s policy—hence, the
TOC (Target-oriented Curriculum). We failed before! I suggest that you
should let the teachers start the PGE teaching with workshops. (A-T9)

The EMB, please halt and see! You must consider the workload of
teachers. Although it is just a few pages, it actually means tons of work
for a school. It makes middle management too tired to support and start it
independently. However, both ends [people at the top and at the frontline]

do not know the actual situation. More time given will be better. (AT-10)

In School B, some middle managers feel tired, fearful, unconfident, and frustrated
with the new policies, caught between the states of “go” and “not go” for any new
policy.
It is so contradictory. I was in the state of “go” and “not go”. Actually, I
didn’t know what to do, unless it was within my experience and
knowledge; however, it comes from the sky, and we did not learn it before,
so I was unconfident to do it ... however, we cannot keep the old things
forever, as the world changes all the time.
Some middle managers think that it is normal to work alone or work hard without any
appreciation. It is a fact that nobody guides middle managers. The middle managers
are supposed to be tough, independent, and mature enough to face all criticism and
difficulties alone.
Schools are not able to give us any support because there are so many
projects. Mainly, we must plan everything carefully. Are we working

alone? No, everyone is lonely when they work out their plan and go
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through a brainstorming process. There is critique and support. From the
positive critique, we benefit and improve the process. Although most of
the colleagues keep muffled, I think some of them support us silently.
(A-T9)

Appendix AS and B5 showed how middle managers encountered the new policies in

their own ways in Schools A and B.

Making time to understand the new policy is extremely important. It symbolizes the
respects and preference of the authority toward a special crisis. Time for
communication, meetings, and discussions are all controlled by the person in charge.
Sometimes, to manage numerous ongoing plans, new policy is implemented with a
rushed announcement. Everyone have to accept the new job passively and do without
the time necessary to fully understand the new policy. In School A, only five minutes
were allotted to introducing PGE. In contrast, more respect and time was given in
School B for discussing the details of PGE development.
New policy must be known to all teachers. If they don’t know, it is
impossible to execute the new policy in school: it is just in name with no
content. Training in-house and outside is very important. Keeping up with
the trend is very important. (A-T2)
The PGE is OK and not bad compared to other policy and the yearly focus
of the EMB. The only thing is the information about the PGE from the
EMB to colleagues is not adequate. They queried about what the PGE

is.... (A-T5)

With regard to the new policies, the managers in School A worked individually.
However, those in School B were eager to give their opinions. I observed that the

major hindrances to policy implementation were ambiguity in policy, self-protection,
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jealousy, power struggles, and gossip among colleagues. These factors continually

eroded the good intentions and enthusiasm of the committed managers.

The interviews and questionnaires reveal that middle managers feel ambivalent about
catering to the working style of the EMB; hence, they have different attitudes toward
the new policy. Some do it seriously, some delay, some decline or push their
responsibility onto others, some set up a working team, and some take action directly
after the kick-off meetings. A lot of middle managers use their positions of power to
assign the duties to teachers. Most of the time, the task is given to a person
independently, so guidance policy is not exceptional case. Therefore, this kind of
independent working style and attitude persist in the case study schools and extend to

the frontline teachers. Consequently, everyone has to get used to it.

Meanwhile, the research finds that a lot of middle managers are “yes-men”,
pseudo-"yes-men”, or silent toward instructions from the top. Many middle managers
keep silent about PGE because they perceived that it is the SGTs’ job and not a
mandatory policy handed down from EMB. Then, the kick-off period for PGE became
dramatic and political, with gossip abounding. Everyone was concerned about the
extra workload. The worst case occurred when the principals sat back and did not care
about the power struggle and resource allocation, and let gossip and jealousy flourish
during the “do not know how to do” period. It is the most painful process for SGTs to
operate without the blessing and understanding of principals. It also tests the patience,
leadership skills, knowledge, braveness, insistence, and wisdom of a middle manager,
who must have good skills for lobbying, coordination, communication, collaboration,

planning, resources allocation, and evaluation. PGE is one of the challenges to SGTs.

During the PGE implementation process in both Schools A and B (Appendix A3 and
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B3), the collaborations mainly came from the DMs in School A and B, while the time
allocation came from the MCE coordinator in School A. Others just gave their verbal
agreement and opinions. The experiences of other SGTs indicate that trust, maturity,
and shared responsibilities are important for good team spirit and collaborative culture,
but these are rare commodities for the student guidance issue. What effect and
enhancement of collaboration does that have?
Researcher: How about the collaboration between different functional
teams?
SG-E: We worked in a partnership form: our term is “Life Education”—
curriculum development is one of the partners. D&G and CC teams work
together for Life Education. The PGE is included in Life Education with
12 lessons. Besides, we have about 18 activities for the whole school,
including sex education, big lectures, visits, etc. Mainly, the CC and I
were in charge of the programme [SGT], because we attended the pilot
scheme [provided by the NGO] and worked it out together. A lot of
activities are loose and take place out of classroom.
SG-C: The MCE teams carry on our work on the MCE curriculum. I am
now working as a consultant for them to review the content and
recommend the improvement...However, there were quite a lot of
changes inside School B. I can tell the D&G team was very strong, as we
worked together smoothly. Trust is very important, with less calculation
between. The middle management was so mature in collaboration, but the
involvement of principals was the least. We shared the responsibilities

together.

Teachers and middle managers had never imagined that SGTs would develop a

“curriculum” or “curriculum-like entity”. The SGTs were in the power struggle with
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the middle manager. It threatened the status of middle managers and provoked them to
fight with SGTs for more resources (Appendixes A4, A5, B4, B5). As a result, the
middle managers might choose to reject their responsibility for PGE. Some SGTs (in
School D and L) even suffered from the jealousy from the top and middle managers
(Refer to Verbatim 5.2.2.3.) Self-protectionism was salient indeed at reducing the

chances of collaboration.

Early in 1978, Ballast and Shoemaker (1978, p. 9) write:
Building administrators may prefer to avoid direct and intensive involvement
in programme development because a clear cut differentiation between what is
guidance and what is administrative may occur during the programme
development. As some administrators will give verbal support to guidance
programme development; however, they may observe it from a distance with
intent that they will ultimately determine what the guidance programme will
be. This lack of commitment can seriously impede the delivery of programme
developed by the guidance staff.

Why are collaborations between departments difficult? Is it a problem of time, skills,

habits, or enthusiasm?

A middle manager in School A told me during an informal chat, “Miss Wong, I think
you are so naive sometimes to involve people for the whole-school project. Everyone

should do his/her own work. We all work independently!”

Another middle manager in School B said, “Miss Wong, I know you worked so hard
in our school; however, you know someone would feel uncomfortable about your
diligence....you know, I think you understand. Some projects require more manpower

and involvement, so some people do not feel easy about it.”
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These statements reflect the realities in schools; collaborations between people and
departments are very difficult. Working independently and working alone are
teachers’ and middle managers’ usual practices. Collaboration, especially about
cross-disciplinary projects, is something outside their domain: their refusal is actually

great!

Nung (2005, p. 188) finds a similar phenomenon between departments and the
different performance of teachers. In some departments, teachers conducted their work
largely as individuals, with limited interactions with fellow teachers in the same
department. In other departments, teachers behaved more collectively as a strongly
subject-based teaching faculty, with their perspective more firmly rooted in subject

disciplines. Thus, their subject boundaries are more clearly defined.

According to Wan’s (2002) study of curriculum integration, the culture of
collaboration in the case schools was not strong and was superficial. Wan points out
that “real collaboration did not exist” and “genuine collaboration among subsystems
was lacking”, although the principal and key personnel claimed there was
collaboration among various subsystems (2002, p. 38). Little (1990, cited in Wan,
2002) also confronts the specified forms of induced collaboration and questions their
effectiveness if they are not congruent to the naturally occurring relationships among
teachers. What are the problems? Is it a matter of leadership, culture, management,

teachers themselves, or the ecology of a school?

Zhang (2006) argues that principals were politicians in the schools who must
understand the subcultures and coordinate communication among the staff. Therefore,

it is important for leaders to be open-minded to different opinions, sensitive to internal
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conflicts, and serious enough to reflect and review the collaborations among
colleagues. There is a question about whether the principals are alert and concerned

about these issues.

5.2.2.4. Collaboration and competition

Why is collaboration such a difficult ideal to realize in schools? Is it a matter of power,
leadership, culture, or something else? What are the effects of indifferent attitudes,
isolated working practices, and delineation of workloads on PGE development? This
section explores the matter of leadership, collaboration, the paradigm shift of middle

managers, and cross-disciplinary managements.

A. Leadership and management

Different scholars have different interpretations of leadership. Heresy, Blanchard,
and Johnson (1996) define leadership as “the process of influencing the activity of
an individual or a group in efforts towards goal achievement in a given situation” (p.

91). Bolman and Deal (1997, pp. 297-298) list the most effective leadership skills:

¢ establishing a vision for the programme;

* setting standards for performance of tasks or excellence of endeavours;
¢ creating focus and direction for collective efforts;

¢ caring deeply about what the organisation or group does;

* Dbelieving that doing the group’s work well is important;

* inspiring trust;

* building relationship and empowering others; and

* communicating the visions with passion to others.
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Noonan (2003) states that “leadership is service. Leadership is a visionary process to
achieve results. Leadership develops potential and builds community” (p. 1-4).
Kouzes and Posner concluded that “what separates effective from ineffective leaders is
how much they really care about the people they lead” (Kouzes and Posner, 1994, p.
149 as cited in Fullan, 2001, p. 55). According to Sergiovanni (2001):
Leadership is about helping people to understand the problems they face, with
helping people to get a handle on how to manage these problems, and even
with learning how to live with problems. Leadership is, after all, a struggle—a

quest to do the right thing. (p. ix)

Therefore, a leader is responsible for “the stability of the organisation ... to get people
connected to each other, to their work, and to their responsibilities” (Sergiovanni,

2001, pp. 1-2).

Matthews and Crow (2003) state, “The profile of school leadership in the new
millennium includes the roles of learner, leader, mentor, supervisor, manager,
politician, and advocate” (p. 11). Studies of principals at work have found that despite
their good intentions, “the real world of school administration is often quite different
from the world described in the theoretical literature and in principals’ preferences”
(Sergiovanni, 2001, p.14). That entails a lot of complex or political issues. With regard
to school leadership in Hong Kong, Bennis and Nanus (1985) point out that the heart
of the problem was a severe shortage of school leadership talent in Hong Kong, which
is plagued by “too much management and too little leadership” (Conger, 1999, p. 148).
The literature suggests that leaders are especially essential in coordinating, giving
direction, and building relationships among and empowering colleagues. They should
be different from the managers responsible for the administration. Bennis and

Townsend (1995, pp. 6-7) draw the following conclusions about managers and
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leaders:
The manager administers; the leader innovates.
The manager is a copy; the leader is an original.
The manager maintains; the leader develops.
The manager focuses on system and structure; the leader focuses on people.
The manager relies on control; the leader inspires trust.
The manager has a short-term view; the leader has a long-term view.
The manager asks why and how; the leader asks what and why.
The manager has his eye on the bottom line; the leader has his eye on the

horizon.

In the schools in this study, good leadership was needed to facilitate change and to

lead the entire organization toward new policy and a direction.

B. Positive expectation for collaboration

Baker (2001, p. 136) contend that “change is new learning; and new learning requires
relationships”. That is what PGE demands. Collaboration is the preferred approach,
but it requires strong leadership. For future development, the school should adopt the
four dominant themes identified for successful collaborative relationships: reciprocity,
system openness, trust and commitment, and adjustable structure (Beder 1984, cited in
Wittmer, 2000). This implies a need to reflect on the integration, democracy, vision,
and mission of schools. Moreover, schools must be ready to accommodate any new
changes sensibly. According to Rosenholtz (1991), there are five organisational
variables directly involved in teacher collaboration: decision-making, teacher certainty,
shared goals, team teaching, and collaboration, all of which encourage professional

dialogue and learning (Fullan, 1999).
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Hargreaves et al. (2001) claims:
Strong collaboration cultures and collegial relations within and among schools
provide essential supports for implementing effective and sustained
changes...They support the emotional and intellectual work of educational
change, and by ensuring that changes do not leave with the one or two
individuals who have pioneered them, they enable those changes to be
sustained over time. Collaborative school cultures provide a context for and
sometimes themselves comprise especially effective forms of professional

development for teachers... (p. 169).

Collaboration is a key component in lessening teacher isolation, which DuFour (1991)
argues is a “formidable barrier to effective staff development”. Principals who seek to
eliminate this isolation are making “a conscious effort to make collaboration the norm
within their schools” (DuFour, 1991, p. 35). Teachers who engage in collaborative
groups are more likely to attempt new skills and take risks without suffering inhibiting
fear. Minnett (2003) finds that teachers found collaboration and self-reflection
professionally rewarding through open communication, sharing and interactions with
colleagues. Huffman and Kalnin (2003) investigate how a long-term collaborative
projects impact teachers, administrators, school board members, and parents. They
affirmed the notion that collaboration is the key in both reducing teachers’ isolation
and enhancing their professional growth; it encourages them to take ownership of their
work in the context of their classroom and school. There was also evidence that the

collaboration that took place positively affected the school.

Pang (2006) concludes that these excellent schools developed a school culture marked

by rationality, achievement orientation, participation and collaboration, and
168



collegiality. These schools also encouraged aspects of communication and consensus,
flexibility, and tolerance that allowed teachers to execute daily duties with

professional autonomy.

C. Paradigm shift of middle managers

Data from a recent survey conducted by Yu and Yeung (2003) show school
administrators’ inadequacy in protecting teachers’ classroom instructional time; they
are not good at leading teachers to share their values, beliefs, and attitudes about
teaching and learning. The data also suggested that the schools were weak in
providing organisational structures to foster a risk-taking and collaborative culture.

That means teachers and managers are not ready for collaboration and change.

The following discussion explores the paradigm shift of middle managers in terms of
recent reforms, subject leadership, and labour division. In terms of the nature of the
job handled by middle managers in the case schools, I would like to consider four
different features: creative, reforming, professional, and administrative.

1. Creative: The task starts from zero; it requires the person to be in charge of
design, data collection, samples preparation, training, job allocation for
implementation, monitoring, evaluation, and review. There are no similar
models to follow like such as PGE or Special Educational Needs policy, etc. It is
highly difficult and demanding.

2. Reforming: The task has been developed for a period of time, and the person in
charge has to further develop and reform it based on the current foundation with
comprehensive analysis like SWOT (strengths, weaknesses, opportunities and
threats) to adjust the strategy and input of resources. Some old practices and

mechanisms may therefore be reformed gradually. There is no need to re-start
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everything. New management skills and insights are probably required to
modify the outdated situation. For instance, curriculum development officers
always work on the developed situations of subjects. It is a task of moderate to
high difficulty.

General professional practices: This is related to the demand for professional
performance by all teachers. Owing to curriculum reform, every teacher must
participate in the collaborative preparation, lesson observation, and
multiple-assessment. The difficulty is fair and depends on teachers’ training and
experience.

General administration: This is the traditional task carried out by all middle
managers. Usually, they are administrative and routine in nature, such as
graduation ceremonies, sports days, and school picnics. The person in charge
follows the previous practices and instructions step by step. It is eventful and
includes clear labour divisions and timelines. Usually, no special skill except
experience is needed, and it can be done by non-teaching staff with good

administration training. Its difficulty is small.

In the case schools, most middle managers are ready for general professional and

administration practices, but not for creation and reforming. Nung (2005, p. 259-260)

reminds us that special training for different sets of skills for all middle managers is

essential to equip them to understand and appreciate the workplace culture of subject

departments, which are in urgent need for the ongoing reforms. Hence, principals and

top management must be alert to the nature of the job and assign appropriate

manpower and resources to the team leader. Otherwise, an unbalanced workload may

result, especially when the middle manager has too many new policies to handle. In

fact, some “privileged” middle managers usually keep silent with their “reasonable”

workload so as to maintain their routine schedule comfortably.
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As observed in School A and B, there are different policies that proceed in different
stages. The following conclude my observations of the eight stages of policy
development.

1. creation and design;

2. system/mechanism formation;

3.  training or retraining;

4.  manpower and resources allocation;

5. implementation and monitoring;

6. evaluation;

7. review and reform; and

8.  formation of new model.

Before the educational reform, a lot of middle managers were mainly doing stages 4 to 5
and not even attempting 6. All kinds of work are routine and administrative. After the
millennium, numerous policies from the EMB required stages 1 to 6 or 6 to 8. However,
as observed in Schools A and B, managers and principals have gotten used to the old
loop from 4 to 6, which absorbs most of the resources. This causes new policies that are
mandated without external input (like PGE and MCE) to be underprivileged. Table 5.6

illustrates this situation.

Stages Mainly happen in
Moral and Civil Education**
Creation and Gifted Education
Design

Personal Growth Education (PGE)

Special Educational Needs (SEN) Policy ****

System/ Information Technology Education®**
Mechanism Mandarin Education
Formation

Project Learning, Reading
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Stages Mainly happen in

Parent Education*
Internal and External Review (including Assessment of the

Performance in Affective and Social Outcomes (APASQO))

New teaching skills and new assessment methods like

Territory-wide System Assessment

Training ) )
All new concepts including Counselling and Special Education
Benchmark test (for teachers teaching Chinese and English)
For routine, administrative, and teaching tasks.
Manpower and Care for the new policies was limited unless there is huge
Resources financial support from EMB as for Student Support Policy for
Allocation Students with special educational needs, information technology

education, or library system in the early days.

All of the above
Implementation Teaching
and Monitoring Discipline and Guidance

Extracurricular activities

All

Evaluation Internal Review (including Assessment of the Performance in
Affective and Social Outcomes (APASO))

Review and All

Reform

Student Guidance System*

) Special Educational Needs (SEN) Policy****
Formation of
Internal Review (including Assessment of the Performance in
Affective and Social Outcomes (APASQO)) System

Curriculum and MCE are being re-structured.

new model

The bold and italic type shows the jobs involving guidance teachers.

Number of (*) implies the intensity of financial support from the EMB; others are self-financed.

Table 5.6 The dominant reform items and the developmental stages in School B (observed

from 2004-2006)

How could the paradigm shift of the middle management be facilitated? With ongoing
reforms in schools, the training offered to middle managers is insufficient, particularly
in the arenas of social, management, and leadership skills. Among the middle
managers, intense competition exists and it is especially worse with those who are
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overly aggressive, arrogant, or hierarchically minded. The immaturity, tension, and
helplessness generated are subsequently torture for the development of the whole

school.

In the case schools, many middle managers were teachers who were kings or queens
in their classrooms and usually got promoted for their excellent performance.
However, their arrogance and directive practices extended from the classroom to the

conference room, so stress and frustrations accumulated.

Cheng (2006b) points out that EMB lacks contextualized multiple thinking, not even
about the schools and the staff. He identifies the problem as tradition and stated that
culture makes it difficult for us (the Asian world) to change our old habits (ibid., p.
199). In the last century, all teachers were getting used to listening to instructions and
following them in a passive education ecology (ibid,. p. 197). In fact, are schools
running toward the two extremes? At one end is the emphasis on expertise in different
subjects, and at the other is promotion of cross-disciplinary collaboration. Is such
collaboration possible? What is the priority? Cheng advocates the concepts of
multi-level self-management. Theoretically, it is possible but quite complex in practice,

which requires wisdom and enthusiasm from top to bottom (ibid., p.121).

D. Cross-disciplinary management

To conclude my observations about the isolated working culture of managers in school,
“it is easy to comment, hard to collaborate, happy to sit back and criticize the failure”.
Such culture is attributed to the failure in leadership, and is mainly due to the ignorance
of cross-disciplinary management Cheng mentions (2006b). Longitudinal management

is always in focus, which includes the management of a subject or a function team, the
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routine operation, task allocation, research, and development. Cross-disciplinary
management means the collaboration of different groups on certain issues, aimed at

consensus and shared responsibility.

Wan (2002, p. 141) points out that “the organisational framework of the school
multidisciplinary system needs to be strengthened both vertically and horizontally”.
On the other hand, Carter-Golden (1994) argues that teachers lack collaboration skills
and create obstacles to interdisciplinary planning efforts. In fact, PGE is a kind of
cross-curricular initiative; if the middle managers have been trained especially for the
cross-curriculum issues or cross-sectional management skills, the outcome would be
different. In fact, both the principal and the deputy principal play vital roles in

cross-sectional management and leadership.

5.2.3. Section summary

This section discusses the involvement of middle managers in the new policy. They
are the key people who deal with the new policies, but they are hindered by their
isolated working culture and the “do not know how to do” period. They have
developed different strategies to handle new policies, including PGE. Their feedback
is normally indifferent, passive, departed, or vocal, without the full blessing of their
principals. Schultz and Schultz (2004, p. 194) point out that many managers do find it

difficult to adjust.

Considering my experience in both Schools A and B, I reflect upon the
communication among the managers in schools. At the beginning, when people did
not know each other, they chatted and worked happily. However, things changed

when something emerged that ran contrary to someone’s beliefs, power, values, and
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self-interests. People started to behave with hate, jealousy, suspicion, and aggression
for their own reasons. The gaps between people expand, and the atmosphere changes
from open and in-depth to shallow, intrusive, and even critical. Communication is
such a powerful tool; it could be an invitation, a chance to form a group, a platform for
gossiping, or a trap in the working environment. Everything could emerge out of our
expectations; the apathy of the top and the middle managers is the psychological

bottleneck in the policy implementation process.

Is collaboration possible among middle managers in this study? Based on the results
of this study, the answer is “No!” The most helpful person is the discipline master who
commands the respect in schools that is important to facilitate change, coordinate, and
assist student guidance development. Integration of job of discipline and guidance jobs
may not help the development of both disciplines. The curriculum leader is expected
to help; but the outcome has been quite disappointing. This kind of situation is not
unique to PGE. The so-called collaboration is superficial; there is loose coupling
among colleagues, contrived collegiality, and bounded collaboration. Ultimately, a
paradigm shift of middle managers is urgently needed if the ongoing reform is to deal
with the new requirement of policy development. This is especially true for the stages
of creation and design, system/mechanism formation, training or retraining, evaluation,

review and reform, and formation of new model.

Moreover, middle managers lack experience in cross-disciplinary management, and
the suppressed/obedient tradition and isolated working practices inhibit collaboration
and creativity. Without thorough training, communication, and alertness at the top, it
is unrealistic to expect school to realise the imagined outcome. As Clift et al. (1995, p.
150) conclude, “change is a result of collaboration among people...In such

collaboration, interventions are not imposed by reformers, but evolve through
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supportive, reflective, analyses on data-based information relating practices and

perceptions to procedures and goals.”

In the new era, the principal is the key person who can secure the paradigm shift of the
middle managers. Otherwise, the change will be superficial, and if the pace of the
paradigm shift is highly differentiated, the results may torture others. Hence, the
middle managers must abandon their old practices to cross the paradigm shift, to learn
to be open-minded, reflective, creative, proactive, and collaborative to facilitate
change. Again, the principal plays the important role in mediating conflicts by
enhancing communication of the team. Quality communication renders such a delicate
and interactive magic. It requires mutual respect, trust, quality time, and
open-mindedness, all of which are luxuries in busy schools. PGE is one programme
that has been deprived of the communication time and ignored in the arena of

cross-sectional management.

5.3 The Leadership of Student Guidance Teachers

This section discusses the role of SGTs in schools. They play a dual role as the
counsellor and middle manager to implement guidance and PGE in school. The section
depicts the typical situation of the SGT as a project leader. The discussion focuses on
the guidance policy, the pressure, the status, and the role transition of SGTs, with a

comparison of different cases.

5.3.1. Implications of PGE development to student guidance development

and student guidance teachers

In Hong Kong, student guidance services in primary schools have a history of almost
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30 years, beginning in 1978 (Social Welfare Department, 1990). The services are
mainly delivered by student guidance officers (SGOs) who are employed by the
Education Department (ED) and are chosen from non-graduate government primary
school teachers (Social Welfare Department, 1977). The SGOs are mainly deployed to
provide services including personal, educational, and vocational guidance, organising
preventive programmes, and checking student attendance (Social Welfare Department,
1990). Nonetheless, the wastage rate of SGOs is relatively high compared to that of

primary school teachers (ECR4, 1990, p. 30, para. 3.2.9).

The EDR4 (1990) attributes the problem to poor cooperation between SGOs and
schools. The commission further suggested sponsoring bodies of aided primary
schools to appoint their own teachers as student guidance teachers (SGTs) to replace
the post of SGO. The commission recommended that most SGO posts in the
Education Department to be transferred gradually to individual sponsoring bodies of
aided primary schools. From 1992 onward, sponsoring bodies of aided primary
schools were granted the chance to employ their own SGTs to deliver guidance

services to their students.

The EDR4 (1990) indicates that SGTs should be experienced teachers and that the
post is ranked at assistant master/mistress (AM) with two years probation. In Chan
(1996), SGTs are called non-original teachers because they are not originally
employed, but are hired by the sponsoring bodies. The manning ratio of SGTs to
students has changed drastically since the 1990s, from one SGT to 3,000 students, one
SGT to 2,500 students, 1 SGT to 1,680 students (1999), and then one SGT to 24

classes (2002) and 18 classes (2006), subsequently.

The Student Guidance (SG) Section of the Education Department, which is
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responsible for providing professional advice and training to the SGTs, has described
the job duties for student guidance teachers in Appendix F4 (EMBSGS circular no.
19/2003). They include setting up the guidance system in school, development of PGE,

and providing supportive and counselling services to teachers, parents, and students.

PGE policy was issued by EMB in 2002. Was there then enough support to schools to
let them develop their own PGE curriculum? How did the schools respond to this

brand-new policy at that time?

5.3.2. Student guidance teacher as a leader

Concerning the quality of a subject leader, The National Standards for Subject
Leaders (TTA 1998*) has listed a sample of leadership skills.
(1) leadership skills (ability to lead and manage people toward common
goals);
(2) decision-making skills (ability to solve problems and make decisions);
(3) communication skills (ability to make points clearly and understand the
views of others); and
(4) self-management (ability to plan time effectively and to organise oneself

well).

Blase and Anderson (1995) describe the impact of department heads:
Positively, department chairpersons may be perceived as equitable,
supportive, friendly and personable, and facilitative. Or vice versa, the

negative results include negatively affected morale, support and

STEACHER TRAINING AGENCY (1988) National Standards for Subject Leaders

http://www.newi.ac.uk/buckleyc/cd/subject.pdf
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communication within the faculty.

Brundrett and Terrell (2004) describe the role of subject leaders as one acting “as a

fulcrum between those working in the classroom and the senior management team

of the school”, and stated that middle managers are the glue that holds together

schools since they are frequently the ones to turn policy into action.

Harris (1999) identifies a number of key features for effective departments:

¢ having a collegial management style and sharing a strong vision of their

subject;

¢ being well organised in terms of assessment, record keeping, homework,

etc. and employing good resource management;

e having efficient systems for monitoring and evaluating pupils’ progress

which enables them to provide structured and regular feedback;

e operating very clear routines and practices within lessons; and

e having a strong pupil-centred ethos that systematically rewards pupils and

providing every opportunity for autonomous pupil learning.

Leadership Context

Leadership Activities Applied to School Counseling

Structural leadership: 1.  Build the foundation of an effective school counseling
Leadership in the building programme.
of viable organisations 2. Attain technical mastery of counseling and education.
3.  Design strategies for growth of the school counseling
programme.
4. Implement an effective school counseling programme
Human resource 1 Believe in people.
leadership: Leadership via | 2. Communicate that belief.
empowerment and 3. Be visible and accessible.
inspiration of followers 4.  Empower others.

Political leadership:

Leadership in the use of

1. Understand the distribution of power within the building

and district.
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Leadership Context Leadership Activities Applied to School Counseling

interpersonal and 2. Build linkages with important stakeholders (e.g., parents,

organisational power administrators, teachers, board members).

3. Use persuasion and negotiation.

Symbolic leadership: 1. Use symbols and metaphors to gain the attention of
Leadership via the followers.

interpretation and 2. Frame experience in meaningful ways for followers.
re-interpretation of the 3. Discover and communicate a vision.

meaning of change 4. Maintain a relationship with the community you represent

(e.g., students, parents, school colleagues).

5. Model health on all levels to inspire others.

6. Lead by example.

Table 5.7 Leadership Contexts and Activities Applied to School Counseling (referred
C. T. Dollarhide, 2003, p. 306)

The action research and the questionnaires show that SGTs can build general
relationships with teachers that may not be helpful in building up political leadership
and symbolic leadership because the true collaboration of the administrators and
teachers are difficult to reach, even if the distribution of power is understood and
persuasion and negotiation are used. Moreover, because of the differences in jobs and
physical isolation, symbolic leadership among staff is weak compared to other middle

managers.

Dollarhide (2003, p. 307) hopes that, “With an awareness of the leadership contexts,
plus courage, commitment, creativity, and faith, school counsellors can transform their
school counseling programs.” Do the key features of a qualified leader apply to
guidance teachers in primary schools? The next section investigates this possibility in

view of the policy and the nature of the SGTs’ job.
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5.3.3. The unstable status of student guidance teachers with the changing

policy

Ballast and Shoemaker (1978, p. 8 9) claim that the personal qualities of a counsellor
should include creativity, imagination, flexibility, courage, belief, and passion. As
summarised from the interviews with SGTs, the post of SGT is all-in-one. They must
be proactive and impervious to all weathers. Their status in schools depends on their
years of service in a particular school, and the extent of their relationship with the
school makes a difference. There is a big difference between SGTs who are directly
appointed from the school’s teaching staff and “inserted” or “hired” SGTs sent by the
sponsoring body. A spectrum of status from a neglected post to a consultancy status
was found in different schools. The attitudes and actions of the EMB were not found
supportive and effective to change the situation for many years. (Refer to Verbatim

5.12.2)

Frequently, “inserted” SGTs felt like “extraordinary terrestrials” in school. They must
work hard and be proactive to show their value and contribution. Great effort must be
expended to build harmonious relationships with their colleagues. Even those working
in the government schools suffered this, which showed that support from the EMB is
limited. SGTs often worked alone in apathetic situations. The data show that directly
promoted SGTs suffered fewer obstacles than “inserted” SGTs. Teachers
misunderstand SGTs” workload and the nature of their job. The isolated workplaces
(counselling) of SGTs also physically hinder SGTs from building productive

relationships.

The strange situation of SGTs in primary schools is mainly due to the changing policy
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of the EMB over the past 30 years. SGT is a long-term external helper, and because it
is not recognised as a formal post inside a school, the position suffers from isolation
and discrimination among middle management. Other new middle manager posts like
information technology coordinators, librarians, or curriculum coordinators created in
the past 10 years are supported with firm policies, clear job duties, good supervision,
and massive financial support. Compared to them, SGT is still the unprivileged group.
Before 2002, every guidance teacher had to serve five to six different schools. Under
such conditions, it was almost impossible to generalise the ideas of guidance and
counseling, and the effectiveness of the work was questionable, vague, and almost
invisible. Because guidance teachers (or officers) worked in their counselling rooms,
they gained a reputation for being “lazy and inefficient”. The latest policy, issued in
2002, was accompanied by clusters of uncertainty and clashed with other policies like
special education and curriculum reform. Can the marginalization of guidance and
counselling development attributable to insufficient resources be changed? In short,
the accountability for the present situation has three causes: schools’ perception,
acceptance, and misunderstanding; the humbleness of EMB’s D&G section; and

SGTs’ capability, professional development and performance.

5.3.4. The complex job demands of student guidance teachers

In terms of workload and job nature, the ECR4 (1990) states that the SGT is “given
heavy workload and range of responsibilities which student guidance work
involves....In addition to handling individual cases, the SGT will co-ordinate school
support services and advise and help teachers to assist their students™ (para. 3.2.13).
Lo (1994) points out that the SGT is an administrative post and the duties are more
demanding than that of a primary school teacher. Leung’s study (1997) about job

satisfaction among student guidance teachers in Hong Kong describes the long
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working hours, heavy demand, and overtime working conditions of SGT, which is not
compensated (Chan, 1996), with either money or compensation leave. Leung’s study
(1997) shows that SGTs were the most dissatisfied with their administrative and
guidance tasks. He used the expectancy theory (Locke, 1976) to show that
dissatisfaction resulted. He adds that there was inequality with reference to the facet
satisfaction model (Lawler, 1973) in which the input-output comparison process is not
in balance, i.e., the investment of time and energy did not achieve the desirable

guidance outcome they expect. This scenario reflects fully the condition of SGTs.

The case studies and the questionnaires show that it is hard for a guidance teacher to
survive in a school, and also difficult for them to earn status regardless of the efforts
they make. Appendix C and Verbatim 5.3.3 and 5.3.6 illustrate some of their
difficulties: they are saddled with weak job security, an ambiguous promotion ladder,
lack of professional supervision, ambiguous identity, and they must act as the
all-weather staff to deal with the new policies and even some non-guidance jobs by
making an invisible contribution. To cope with the harsh situations in schools, SGT
must be tough, committed, multi-faceted, and shrewd enough to play the political
games in schools. SGT is treated as an “ET” (mentioned by an interviewee) or an

outsider.

In fact, SGTs serve three bosses, the EMB, sponsoring body, and the principal, and
they provide services and collaborate with the stakeholders, including students,
parents, teachers, NGOs, middle managers, and even the PTA. It is difficult to satisfy
the expectations of so many different bosses and the needs of all the stakeholders. (see

Appendix C and Verbatim 5.3.3 and 5.3.6)
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5.3.5. Different situations and settings in secondary schools

In 1986, the Guidance Work in Secondary Schools—A Suggested Guide for Principals
and Teachers (ED, 1986) was produced to provide comprehensive suggestions on
implementing guidance work in school settings. It particularly dealt with handling
casework. Since then, most secondary schools have been adopting the teamwork
approach by recruiting teachers who are interested in or volunteer to join the guidance
team and work on their own with their “expertise”. Limited by the effectiveness of the
guidance work, the Whole-School Approach was then advocated by scholars. Hence,
Guidelines on Whole School Approach to Guidance (for Secondary School, Part 1)

(ED, 1992, p. 2) was issued.

According to the Guidance Work In Secondary Schools—A Suggested Guide for
Principals and Teachers 1986 (p. 9), a guidance team leader “assists the principal in
the overall implementation of the school’s guidance policy” in addition to his or her
duties as a guidance teacher. The experience of secondary schools shows that even if a
guidance team is set up, it must work with other school teams to achieve common
goals through sharing, liaison, and coordination. Naturally, the coordinating role fell
on the shoulders of guidance team leaders, who are considered experts in guidance and
counselling (Wong, 1995). There are clear delineations in Secondary School Student
Guidance Guideline of the roles of the key personnel including the principal, the
deputy principal, guidance team leader, discipline team leader, coordinator of
extra-curricular activities committee, careers team leader, class teachers, teachers,

school social worker, and educational psychologist.

The differences between the guidance system in primary and secondary schools reflect
184



the perseverance, capability, and patience of SGTs and the unfair situation in primary
schools. For primary schools, the team approach is suggested without delineations of
the roles of the key personnel except the job descriptions for the SGT. Moreover,
because nobody was assigned to be the coordinator, most of the teachers stay away
from guidance work. Wong (1995) also points out that there was a transition period
for the guidance team leaders in secondary schools when they were requested to shift
from their frontline work with students to liaison and collaboration with other teams to
seek consensus or reach agreements. Such changes in the job require them to have
other compatible skills and personalities to fulfill their new role. Hence, it would be
difficult for SGTs in primary schools to master both the management and counselling

issues in the deprived situation.

5.3.6. From counsellor to manager: Is it possible?

Beyond the unstable job demands and the complex job nature of the SGTs, the biggest
challenge for PGE development and new guidance policy is the transition of SGTs
from counsellor to manager. Although the transition empowers them with a clear
statement in the policy document, it does not ensure change in an organization. This

situation also happens in other countries.

Upon the request of the new policy, SGTs have to deal with more correlations and
cross-disciplinary tasks with their limited administrative power. The SGTs have to
compete for resources with other middle managers. They feel stressed about the
difficulties, which spoil their old relationships with colleagues and involve them in
intense power struggles with other senior teachers. All this runs counter to the work
that SGTs have done in the past. Finally, the so-called reform of guidance and

counselling was all shouldered by SGTs. Other senior teachers sit, watch, and
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comment on the “show”. (Refer to Verbatim 5.3.6.)

In this setting, we intended to strengthen the role of the student guidance
teacher as an administrative person in schools. We could find most of our
guidance teachers are the members or even the leaders of the D&G team.
If they are the leaders, they have the power to plan and organise
everything. I think the guidance teachers may have difficulties in
changing their role as the organisers. They are requested to do it and we
got the feedback that they had difficulties. SGTs must be more competent
to collaborate with different groups in schools, which is our request for
them. (EDX)

Miss W, you are so persevering with no positive encouragement. You still
keep on working singly for the whole curriculum. It was time-consuming
to input your time, effort, and ideas. Although this is issued by the EMB,
actually the content is too wide to work on. You are wonderful and
ambitious, but remember there is always a big gap between ambition and

reality. I may try to offer my support later.... (AT-11)

In such situations, some SGTs chose to work selectively or alone to avoid the conflicts
because they felt guilty about adding the workload of the busy teaching team. Over the
past few years, some burned-out SGTs have left schools because of health and stress
problems. The newly introduced SGTs follow the lonely working style by not spoiling
relationships with teachers; a high outflow rate results. This is detrimental to
long-term guidance development in schools. (Refer to Verbatim 5.3.6.)

In my previous School F1, I bargained with my principal to start the PGE.

I designed the whole curriculum and then I taught myself: the feedback

was excellent. At that time, my post was so salient: I got the glory. Now,

in this School F2, I am just a facilitator: the whole school participant in
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this programme, so [ do not feel my position is salient in any sense.

(SG-F)

To realise all school-based policies including PGE development, decentralization is an
inevitable process to empower all concerned parties. Decentralization can be defined
as the “transfer of responsibility for planning, management, and resource raising and
allocation from the central government and its agencies” to either lower levels
(territorial decentralization) or more specialized units of government (functional
decentralization) (Rondinelli et al., 1983, p. 13). Prawda (1993) contends that
governments have carried out educational decentralization policies that follow five
different arguments or rationales:

(1) decentralization allows central governments to shift the cost burden of
education to (or to increase the level of resources by the involvement of)
local governments and communities;

(2) it can allocate resources in a more productive way and can be more easily
held accountable for their decisions;

(3) it lets particular schools and groups of students have more freedom at local
levels to match those characteristics with the national or central learning
agendas or curriculum,;

(4) it can produce a redistribution of political power—as part of a hidden
agenda—"to empower those groups in society supporting central
government policies or to weaken groups posing obstructions to those
policies”; and

(5) it can be used by governments to manage conflicts by diffusing the sources
of conflict and insulating the central government from the rest of the

system. (p. 253-254)
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However, several authors (Lauglo, 1995; McGinn et al., 1992; Rondinelli et al., 1983)
have suggested that the central debate should be about what functions or
responsibilities should or could be decentralized and to what levels, whose interests
are advanced by different types of decentralization, and about the trade-off among
different values (e.g., efficiency, quality, equity, participation, choice). Hence,
adequate training for sustainable development and the plan for long-term support
should be rendered before decentralization proceeds. Otherwise, teachers will struggle
between conformity and autonomy. In terms of PGE development, SGTs are trapped
in the game of “decentralization”, the struggle to produce a new curriculum with the

consensus and blessing of the teaching teams.

How can a counsellor transform into a manager successfully? Without the obvious
power of the position, SGTs behave as servant leaders who become used to focusing
on providing increased service to others by meeting the goals of the followers and
the organization, rather than themselves. They also become accustomed to
equipping them with the 10 characteristics (Schein, 1985, pp. 223-243):

1. focus on listening;

2. ability to empathize with others’ feelings;

3. focus on healing suffering;
4, self-awareness of strengths and weaknesses;
5. use of persuasion rather than positional authority to influence others;

6.  broad-based conceptual thinking;

7.  ability to foresee future outcomes;

8. belief that they are stewards of their employees and resources;
9.  commitment to the growth of people; and

10.  drive to build community within and outside the organisation.
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McGuiness (1998, p. 30) compares the differences between the task leader
(managers) and the social leader (social leader). His work showed that the task
leader is doing a lot of logistical and procedural things to get all jobs done in a
dehumanized way. In contrast, social leaders like SGTs should process the positive
characteristics (McGuiness, 1998, p. 29), including (1) giving time, (2) listening, (3)
encouraging, (4) enthusiasm, (5) caring, (6) liking people, (7) being good at the

subject, and (8) being friendly.

The personal quality of effective leaders (cited in Colette & Kelli, 2008, p. 202-203),
whether a counsellor or a leader, include:
* vision, strength, commitment (Bolman and Deal, 1997);
¢ adaptability, social awareness, achievement-orientation, assertiveness,
cooperation, decisiveness, dependability, energy, persistence,
self-confidence, tolerance for stress, responsibility, intelligence,
creativity, diplomacy and tact, persuasiveness, and ability to be
organised (Yukl, cited in Hersey, Blanchard, & Johnson, 1996, p. 102);
¢ charisma, originality (Kirkpatrick & Locke, cited in Hersey, Blanchard
& Johnson, 1996, p. 104); and
* honesty, forward-looking (visionary), ability to be inspiring,
competence, fairness, supportiveness, credibility and broadmindedness

(Kouzes & Posner, 1995).

Colette and Kelli (2008, p. 203) argue that counsellors have already learned the
skills of leaders; it is no problem for them to move between being a counsellor or a
leader. In view of the practice in Hong Kong, the most important point is not the
qualities of the individual, but lack of empowerment. SGTs are seen as the

supporting posts; they can only try all means available to attract the intrinsic
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motivators. Most SGTs are aware of the good working relationship qualities (like
openness, resourceful, determined, good presentation of ideas, personal charisma,
etc.) necessary for cross-sectional projects and the counselling relationships
(resourceful, friendly, advisory, ready to help in all weather). However, this study
has shown that top management looks at SGTs with inadequate trust, ignorance, and

lack of empowerment for whole-school programmes like PGE.

Besides, Ballast and Shoemaker (1978, p. 9) have pointed out that
Counsellors are accustomed to being response oriented in fulfilling or
carrying out what they have learned in their training. Program development
may be perceived as incompatible with this posture and training. Program
development will, however, enhance the response function of counsellors
because of credibility gain from taking the initiate to help satisfy the

identified needs of students.

PGE is shouldered by 75% of guidance teachers. Based on the examples of this
study, a lot of SGTs chose to finish the PGE curriculum without bothering the
teachers again because of their unilateral willingness to help. SGTs did this to
maintain harmonious relationships with the teachers. Meanwhile, the study finds
that their soft (friendly, generous and ready-for-all) image could not guarantee SGTs
in deprived status with the power of administration and management, since teachers
had to adapt to the changing role of SGTs from supporting, assisting, and consulting
to directive, managerial, and controlling. In spite of SGTs’ senior positions in
school, it is hard to balance the dual roles and the dual-faceted image as a counsellor
and a manager. The change becomes strange and conflicted in view of teachers.

Table 5.8 shows the differences according to my own observation.
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Roles Manager Guidance teacher

Demand and Firm, administrative, Nice, smiley, supportive,

features controlling, emphasise empathetic, emphasise feelings,
obedience, directive free choice and reflections,
monitoring, and target-oriented | client-centred

Working style | Mostly instructional, follow the | No definite solutions but guide
plan or checklist. the clients to make their own

decisions.

Expected Depends on the principalship; Be empathetic, genuine,

performance mostly operational and respectful, and humanistic to
instrumental to follow the care for clients’ needs.
regulations.

Training Limited training from EMB Mainly counselling skills

received and depends on experience.

Table 5.8 Comparison of a guidance teacher with a manager

It is interesting to explore the relationships between SGTs and the other stakeholders.
SGTs have adapted themselves to different situations with different attitudes like
caring, being supportive, mentoring, and being managerial. It seems that the basic

9% ¢

concepts of counselling like “congruence”, “respect”, and “empathy” are not enough
to encourage leadership and management in the staffroom and conference room. In
terms of symbolic leadership of the school counsellor, Colette and Kelli (2008, p. 201)
point out that the counsellor symbolizes many things, including mental health,
professionalism, being the ombudsman for students, etc. Guidance teachers who must
take on managerial tasks feel pressured because they have to put up their “emotionally

stable” mask on all the time to deal with management difficulties and unstable and

ambiguous power figures.

Colette and Kelli (2008, p. 201) also remind us school counsellors should be aware of

the formal and informal positions of power, should know their wants, and know how
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to overcome opposition by trading on the basis of their interests. This implies that it is
inevitable that all SGTs will have to participate in political games, which often are
much more complex than their cases. Obviously, the expectations of schools and
SGTs are different, particularly in the management and teaching domains. Conflicting
expectations put the two sides in a tug of war, but where is the balancing point? Who
defines the balancing point that is essential for a sustainable collaborative

relationship?

Shifting a SGT from a counsellor to a manager without systematic management
training, manpower resources, and empowerment from the top causes a negative cycle
and creates tensions between the committed SGTs and teachers. To avoid such
problems and to achieve the goals, SGTs often choose to work alone to move forward.
The following cases illustrate some common situations for SGTs and the lessons they
learned from the collaboration process. The first one is about the partnership scheme
with schools initiated by universities. The second one is a study about curriculum

coordinators.

In the partnership scheme, universities act as the outsiders to offer help to school,
Wang & Wong (2001) find the partnership is one-way, superficial, and artificial. They
found that it is not easy to change the culture, to reform the organisation, or to enhance
the quality for sustainable development. This is similar to the difficulties SGTs
encounter in schools. Moreover, the success of the partnership may depend on the
appropriateness of collaboration mode and whether the offer can fit the immediate

needs of schools.

In Chow’s study (2003, p. 43-58), there is a summary of the difficulties of CCs in

primary schools.
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(1) CCs always ask “How”, but not “Why”’;

(2) the desire of CCs to prove their capability by providing more input and
devoting more effort;

(3) CCs are requested to be competent to deal with all kinds of arrangements;
and (4) lack of appreciation of the good performance of the enthusiastic

teachers and enhancement of the sharing among teachers.

These points can also be applied to the situation of SGTs, who commit the same

mistakes because they always ask “How” instead of “Why”, and they do a lot to

self-prove their value and capability in the school.

As the participant observer, here is the metaphor I would like to use to describe the

situation of SGTs’ in the political context in school for PGE development:

SGTs are provided with insufficient ingredients to cook by our boss (the D&G
section team of EMB), in this kitchen (school). they do not know who can
help or what resources to get, and they are asked to cook at least 72 dishes (i.e.,
to complete the 72 lessons of the PGE), with unclear instructions. They are
asked to finish everything within a definite time. They have no idea about the
taste, colour, smell and degree of health required. No one tells them where
they can get help and support.

In this kitchen, there are a lot of cooks (other managers or panel heads) hard at
work making their dishes. Everyone in the kitchen is so busy with their own
menu that nobody has spare time to care for others’ workload. In the process,
they cannot help but fight for more good ingredients, good cooking devices, or
good assistants. So the SGTs try every means to reach f them: they beg, argue,
and quarrel with other cooks. In spite of their reasonable requests, they are

accused of being greedy, making interruptions, and creating nonsense. They
193



say, “It is your job, so do it yourself please! Please don’t disturb and interrupt
our work. How it is going is your business! I don’t feel what you cook can fit
the appetite of our clients [teachers, students and parents] and benefit our
restaurant!”

Then, they all do it by themselves. When all the dishes are finished, the bosses
are just concerned with the number of dishes they made. No further
examination or comment about the ingredients they used is conducted, nor do
the bosses even care about enthusiasm, creativity, and difficulties. When
SGTs want to clarify the minimum standards required, the answer from the
boss is, “Sorry, I don’t care what you actually cook if there has been
‘something’ in the dishes, but I just want to ensure the number of dishes you
make. That is it! Whether they are edible? Healthy? I don’t care at this
moment.” Then SGTs are instructed to let all clients [teachers and students]
taste the dishes while they continue to cook.

One day, an inspector [External School Review] comes to examine the
operations of the whole restaurant. All the cooks show their hard work as
much as they can. The chief chef [principal] says to the inspector, “See, they
have all followed your requests to do their best.” The inspector looks at the
menu and the pictures inside and says, “Oh, well done! Keep it up!” Then he
tastes only five dishes and leaves quickly.

At the end, SGTs had the strong feeling of being cheated; they felt that they
work so hard by violating the relationships with other cooks. They start to

wonder about their insistence, position and value in this kitchen.

Based on the SGTs’ experiences (Refer to Verbatim 5.3.6. and Appendix C2 and C3),
they suffered from tiredness, loneliness, burnout, stress, and broken relationships with

their colleagues. However, they felt that they had grown up and were proud of
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completing the whole curriculum. The underestimation and the uncertainty of PGE
policy leaves SGTs trapped in the feeling of unilateral contribution; their identity as
“outsiders” means SGTs have insufficient power, time, and resources to commit to the
task. The transition from counsellor to manager has caused some of them to react
directly and promptly without in-depth analysis. Instead, counseling skills like active
listening, empathy, respects, room for reflection, and decision-making could be

applied.

Regarding to the current situations of SGTs, I suggest their present work should be
shared by at least two persons: one would be responsible for internal affairs like
administration, management, curriculum, screening of problem students, and the
internal network for collaboration, and another one would be responsible for the
external network, in-depth counselling (like family therapy), group counseling, and
parent education. In the long run, the position of guidance teacher should be an
internal post with a similar promotion ladder to that in secondary schools. Professional
supervision, collaboration, training and sharing, and even a licensing system (Leung,
1996) should be considered to enhance the professional development of this position,
and training in management skills for cross-disciplinary and political matters in

schools would lie beyond the idealistic and humanistic in-service counselling training.

5.3.7. Section summary

This section shows that when power is given without extra resources and manpower
input, it is difficult to implement a policy like PGE, unless SGTs with the dual identity
of counsellor and manager have very good management and leadership skills.
Otherwise, the additional obligations break relationships and create disturbances in

schools. However, the unilateral contribution does not guarantee the outcome and
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effectiveness of the programme. The incongruence of student guidance policies is
unfair to SGTs in primary schools. A paradigm shift for are required for SGTs to adapt
to their new role as curriculum organisers. Finally, additional manpower and fair
workloads are suggested for coming guidance work.
Concerning the development directions of education in Hong Kong, three main points
emerged from current official documents:

e to develop whole-person education;

e to increase the competitiveness of Hong Kong; and

e to increase the national identity of students.
The introduction of PGE is another “school-based” development for whole-person
education evocated by the EMB. However, schools found it difficult to cater to the
requests and develop PGE accordingly. Why? The EMB and society should be alert to
the current pressure exerted on schools to achieve the goal of whole person education;
all schools have to care about the different groups of students at different development
stages within the education areas of subjects and generic skills. Since the EMB has a
hidden agenda of EMB, schools are confused by the slogans and policies it advocates.
There are several levels of paradigm shift for a school to overcome in the recent years:

1. management, leadership, communication and self-reflection;

2. curriculum with new syllabus, pedagogy and evaluation;

3. education of generic skills, whole-person education and life-wide learning;

and
4. catering to the individual difference with introduction of inclusive and
gifted education.

In particular, the failure to achieve the first point may impede development. Because
piecemeal reforms are ongoing, power struggles, internal conflicts, and teacher
burnout can be the result. That is, it is unclear whether a school can achieve the

paradigm shift. It takes quite a long time to change an entire system. At every strata,
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there are actual (embedded) and superficial expectations and behaviour (politics).

Discrepancies accumulate and create friction and conflict continuously.

5.4. Chapter Summary

This chapter discusses the involvement of top management, middle management, and
guidance teachers in the PGE development process. It finds that the leadership for
guidance development, the culture, the political nature, the developmental stages of
schools, the discipline-biased mindset, and the pure longitudinal management has
profound impacts on guidance and PGE development. In short, the context is not
mature and ready for PGE, or even for guidance development. Many paradoxes are
embedded in the school system, like the “principals do right” phenomenon, superficial
harmony, “tactical” strategies and a hidden agenda. Unlike the situation with general
curriculum reform, it is difficult to get chances for open discussion about PGE to gain
the attention or consensus of teachers. There is an urgent need for a paradigm shift to
let school leaders or managers learn to manage the new requests openly, reasonably,

and seriously, instead of doing it passively, indifferently, or with critical gossip.

Sarason (1993) points out that schools and school systems are political in nature.
Practically, a school is also a place where a group of adults compete for their future,
fame, and status via different means. We must understand the power relationships that
are operating within schools; these relationships are perceived as natural. Indeed, PGE
could disappear because of the complicated power relationships and struggles in
schools. Senge et al. (2000, Chap.10, Sec. 7) point out some important features of
groups and the games they play: (1) Every group member gains identity recognition
when he/she joins a group; however, their talents and abilities may not be helpful in

group dynamics, and there may be no interactions and no friends in the group. (2) The
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powerful members rarely share their power with others but keep the group intact. (3)
People intend to become more powerful by fighting against each other. (4) If the
management does not notice or just ignores the influence of groups, the game
continues unrestricted. (5) With personnel change, some games disappear and some
start again. Although the games lead to loss-loss scenarios, they are the biggest
obstacle for reform and also appear partially in PGE. In spite of the beautiful
expectations for the collaboration among teachers, we should also recognise the dark
side of organisations, like jealousy, power struggles, selfishness, calculation, the
presence of prisoners’ dilemmas, crisis of losing “face”, different personalities,
promotion battles, influence of the informal groups, culture, and the past history of

schools. Things never go smoothly in a place populated by PEOPLE.

This study shows the isolated working culture and the frustration of the “do not know
how to do it” period for new policy of middle managers. Support from middle
managers for PGE is limited, too. Collaboration among middle managers is found to
be impossible. Loose coupling, Balkanized effect, contrived collegiality, and bounded
collaboration are observed. Mainly, training given to middle managers is insufficient,

especially their cross-disciplinary management skills.

Dyer (2000, p. 58) defines “veto points” the institutional or potential bottlenecks that
have to be overcome to allow policy to be implemented successfully. These veto
points might be the weaknesses in policy formulation or coordination at the centre,
other organisational constraints such as problems at the point of delivery, conflicting
policy objectives, or the activities of powerful pressure groups. Many of the veto
points necessarily involve the relationship between policy-makers and implementers.
A bargaining process is necessary to reach common ground. The processes of

empowerment and communication are vital to bypass the veto points. Dyer found that
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the veto points appeared again at the top and middle management level during PGE
development. The mindset of “principals do right” is one of the causes for the veto
points in the case study. It is a kind of power-centred strategy (Senge et al., 2000). It
lets middle managers remain silent and offer no opinions about PGE development.
The superficial harmony is maintained through the “tolerance” strategy, negative

feelings accumulate, and struggles go on within schools.

Tan (1999, p. 42) points out a cultural difference between East and West. The attitudes
and the ways of problem-solving in the East can keep harmony in a society; however,
they also inhibit people from pursuing truth and progress. The conservative attitude
indeed inhibits the development of schools for any reforms. Walker, Bridges, and
Chan (1996) mention three differences between the cultures of East and West:
individualism versus collectivism, power distance, and uncertainty avoidance. In the
East, the environment has trained people to be patient, endurable, passive, and
obedient. To a certain extent, stress is created because of the hypocritical relationships
and pressure for “harmony” that disregard suppressed feelings. When the majority
wants or enjoys the hierarchical relationships and high power distance, it may hinder a
paradigm shift in schools from conservativism to openness with more democracy,

autonomy, and equality.

Of the pressure and conflicts, Huang (2006) points out that there are four different
ways to solve the social conflicts: compromise, confrontation, avoidance, and
tolerance. Huang (20006) stresses that a lot of Chinese prefer the method of tolerance to
keep harmony and avoid confrontation and “losing face”. Huang (2006, p. 257)
describes two types of harmony in human relationships: actual and fake. There is trust,
support and acceptance for the actual type; for fake harmony, there is self-defense,

passiveness, isolation, and refusal. The latter is not always found in the case schools.
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A good moderator is in need to solve the conflicts and misunderstandings about PGE.
Owing to strong defense mechanisms, power gaps, and insufficient communication,
many unsolved conflicts evolve into hate, anger, or revenge, which is detrimental to
the whole team. Thus, top and middle managers should equip themselves with
moderating skills for the long run. Senge et al. (2000, translated by Yeung, 2002) also
describe behaviours that inhibit an organisation from learning and reforming when
people want to keep the one-sided power of control, expand “winning” and narrow
down “losing”, or suppress negative feelings. Hoyle (1982, p. 88) adds that
micro-politics “is characterised more by coalitions than by departments, by strategies

rather than by enacted rules, by influence rather than by power.....”

Cambron-McCabe and Kleiner (Senge et al., 2000) advise that open discussion and
disputes are helpful to solving problems, because in due course, people learn the
values of bravery, insistence, power, and compassion. Indeed, some are afra