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PREFACE

Educational planners have long recognized that the curriculum is one of the
key factors in the educational process and that changes in the curriculum
constitute an essential step in the achievement of educational objectives.
Periodic changes in such objectives have therefore emphasized the demand for
curriculum renewal. In this context the current pressure on governments to
make education relevant to national development represents such a change in
education policy and has generated a new urgency in curriculum development.

It is therefore not surprising that in an era characterized bty rapid change in
all sectors of national life, many member countries are obliged to devote more
and more attention to new initiatives and innovations in their secondary school
curriculum.

At the Seventh Commonwealth Educational Conference in Accra in 1977,
although the need for curriculum reform was recognized, it was suggested that
the curriculum situation had not basically altered in many member countries.
In order to obtain an accurate picture, a recommendation was therefore adopted
that a survey should be undertaken on recent curriculum reforms in secondary
level institutions in Commonwealth member countries, and that -1e results of
such a survey should be circulated to the Ministries of Educatwon prior to the
next Commonwealth Education Conference. The wealth of information that the
Secretariat has received on current innovations and projects in curriculum
development has, in the event, fully justified the survey presented in this
publication.

For practical reasons the scope of the survey has been limited strictly
to the general secondary level as defined by UNESCO. The survey was based on
a detailed questionnaire circulated to all Commonwealth Ministries of Education,
and has been presented as a factual overview of the information received and
except where member countries have offered their own insights, no attempt has
been made to assess or evaluate the projects and innovations described. We
have however endeavoured to identify trends in curriculum development where
these appear to be significant for the future.

The report is broadly in three sections. The first attempts to identify
and describe the trends and changes which have emerged in the last decade or
so in curriculum control, planning, design and content. The second section
highlights particular initiatives, programmes and projects which member count-
ries have reported and the many problems and issues which have emerged in their
development. The projects which are not specifically cited in the text are
shown in the appendix at the end of the report. The third section records
specific areas in which co-operation between Commonwealth countries exists
and potential areas for future co-operation. The survey has revealed two such
areas. These are training and the exchange of information. Many member count-
ries have requested assistance to enable their Senior Planners and Curriculum
Developers either to go abroad for training in other Commonwealth countries or
for visits to observe innovations and projects at the grass roots level. The
area of information exchange envisages the exchange of curriculum materials
between member countries and the provision of opportunities for Curriculum
Planners to meet and discuss common problems.
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This publication seeks to promote co-operation. We have therefore
included in the appendix the names and addresses of Ministries of Education for
purposes of contact if further information on' the projects cited is required.
We have also included the names and addresses of Commonwealth Desks in member
countries where they have been designated, with special responsibilities for
Commonwealth educational matters. We at the Secretariat will of course, con-
tinue to serve as a channel of communication on specific inquiries concerning
projects and innovations in curriculum renewal.

Our thanks are due to Professor P R C Williams, Head of the Department of
Education in Developing Countries at the Institute of Education of London
University for his advice and assistance in launching the survey and for enab-
ling members of his staff to undertake it. Our special appreciation is due to
Dr Linda Ankrah-Dove who, as consultant, was responsible for the survey and
the report, and to Mr Hugh Hawes of the same Department as well as Mrs Yin
Ching Leong from Malaysia who also assisted her.

This survey would not have been possible without the excellent responses
which we received from Ministries of Education. Our thanks are due to the
many officers who devoted time and effort to completing the detailed question-
naire and providing us with official documents describing educational develop-
ments and curriculum renewal programmes.

This report is presented to Ministers and their officials at the Eighth
Commonwealth Education Conference as mandated by the Seventh Education Confe-
rence in order to assist their discussions on curriculum developments and
also to member countries of the Commonwealth in the hope that it will be a
valuable link in the chain of Commonwealth educational efforts.

Rex E O Akpofure
Director

Education Division
Commonwealth Secretariat
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INTRODUCTION

1980 opens the door to a new decade. It is, therefore, a suitable time to

pause and ponder over the trends and patterns of educational development of the
1970's.

The pages that follow set out the policies, plans and programmes for
curriculum development in secondary schools which member countries of the
Commonwealth have initiated over the last ten years. The range and scope of
reforms are a testament to the fact that there is no one best way to the
realization of particular educational aims. There will be trials and errors
and degrees of success and failure. Moreover, every reform effort is unique
in its context. Sharing of experience from country to country gives insights
and provokes the imagination but unthinking and wholesale adoption of what
works in onc country often proves that it does not work in another. This, if
nothing clse, is a lesson which has been learned and accepted in the recent
history of curriculum reform.

If, by the time this is read, the facts and issues described here have
already been overtaken by events, it is partly because the pace of change in
secondary curriculum reform has gathered momentum in almost all Commonwealth
countries over the last ten years and is likely to continue to do so.

Why have governments paid so much attention to reform of the curriculum
at the secondary level? The reasons lie in the expectations countries had, and
still have, that education systems can play a large part in national develop-
ment programmes.

Primary and Secondary School Expansion

The 19%0's and 1960's were times of massive achievements in the expansion of
education throughout the world. In the years after the Second World War
Commonwealth countries put their energies into the provision of secondary
schools in an attempt to build up their middle and higher level manpower. The
human capital concept of educational development justified the higher proportion
of education budgets devoted to secondary and higher education on the grounds
that there would be a high social return on th:= investment.

After the UNESCO regional conferences of the early 1960's governments
added to their commitments a vow to extend primary level education to all.
Primary education thus became competitive for public resources with secondary
and higher education. Meanwhile, the rate of growth of secondary education
in many countries actually increased. This growth rate accelerated as a new
generation of primary school leavers filled the classrooms of the lower secon-
dary schools. Today most countries aire committed in the interests of social
justice to working towards a nine or ten year minimum basic education for all,
if they have not already achieved this.

If the 1960's and early 1970's were years of massive educational expan-
sion, they were also years of heavily rising costs. 3Detween 1965 and 1872
alone the percentage increase in public financing of education world-wide was



11.6 per cent. Most countries were affected by rising school-age populations
and a slowing down of economic growth. Capital expenditures in the early days
of the expansion of schooling are high. Recurrent expenditures impose a
continual burden on the public purse. Secondary education costs per pupil are
much higher than primary.

Schools and National Development

But rising costs were not the only reason why governments took a long, hard
look at secondary education. It was becoming apparent that many of the products
of the traditional academic secondary schools were ill-suited and unwilling to
meet the needs for scientific and technological manpower and for developmental
leadership. Schools were adapted to preparing students for entry to higher
education and not to preparing the majority of students for the world of work
which they would enter after leaving school. Moreover, at the lower secondary
level the backwash effect of selective entrance examinations to upper secondary
education led to a neglect of the sort of curriculum which would prepare
students to become well educated and productive citizens. Students were
schooled but often not educated.

The difficulties faced by secondary schools in providing a curriculum
which was relevant both to the needs of individuals and to wider social and
economic goals was partly the reason for high rates of wastage - drop-outs,
repeaters, examination failures, unemployable school leavers - from the lower
secondary schools. Wastage is costly. The 1970's has seen much debate about
the efficiency of schools - the gquality of their work in relation to the cost
of providing them. This is why there has been so mucheffort of late to
improve the quality of secondary education through reform of the curriculum.

The question which governments, planners, teachers, parents and employers
have been asking is: What should our young people learn? This central question
involves a number of others:

What knowledge, skills, values and attitudes should the schools
attempt to teach in order to equip the school leaver with all
he or she needs to fulfil his or her potential as an indivi-
dual and to lead a productive life in the community?

How far should basic education prepare the school leaver for a
vocation in the context of his immediate environment and how far
should it prepare him to meet the challenges of a changing world
in a flexible and adaptable way?

These questions mainly focus on the majority of young people who will end their
formal schooling at the lower secondary level. The following questions mainly
concern the students who will continue their schooling at the upper secondary
level and perhaps beyond:

What basic learning does the student of high potential need
in the early years of secondary schooling in order to prepare
him or her to meet the challenge of advanced study?

What measures need to be taken in order to identify and
encourage the ablest students?

How can the able students receive.a well-rounded education at
the same time as fulfilling the demands of specialized study
at an advanced level?



The larger questions follow on from these and have been fundamental to debate
on curricular issues. They are these:

How can schools ensure that what their students learn is relevant
tuv their lives as individuals and as social beings?

How can schools ensure that the curriculum pays due attention to
the needs and interests of all students, regardless of ability,

socio-economic status, race, religion and sex?

How can schools organize the curriculum to enable all students to
learn to their full potential, at least cost to the taxpayer?

These issues of relevance, equality of opportunity and efficiency under-
lie most of the programmes and projects described in the following pages.

National Development Planning

Many of the countries of the New Commonwealth have produced national plans for
development which see education as an integral tool of development. Though the
0ld Commonwealth countries have not produced comprehensive national development
plans, they have paid attention to educational ‘development. Common to all
Commonwealth countries has been a tendency to concentrate first on the quanti-
tative expansion of secondary school places in order to enrol all children in
school for nine or ten years. Targets set for education in earlier development
plans reflected this concern with the expansion of educational opportunity.
More recently goals for education have also been framed in qualitative terms,
reflecting national priorities for manpower development, national integration
and social justice.

Many countries have re-structured or adapted their school systems to cope
with increased enrolments and the needs of special groups of students. In their
attempts to meet the challenges of all the goals set for thei.. in national plans,
schools have had to set priorities, seek compromises where goals appear to
conflict, and search for strategies which would translate ,lzns into reality.

Here we are not so much concerned with the structure of scho :stems
except in so far as they influence what students learn. The focus .f attention
is the intention and ability of curriculum planners to transiate national goals
for education into concrete plans for the curriculum of schools. However
rigorously set out, the goals cannot contain within them fool-proof strategies
for their attainment. However elegant they are on paper, curriculum plans have
to be translated into the reality of syllabuses for school subjects, learning
materials, timetables, examinations and training for teachers.

Terminologx

This report covers both lower and upper secondary levels of schooling, with the
emphasis on the former. However, it would be counter-productive to put forward
a definition of these two categories. No single definition would entirely fit
all the variety of ways in which the concepts are translated into practice in
Commonwealth countries. It may be helpful, though, to dwell briefly on some

of the main criteria by which lower and upper secondary levels of schooling

are distinguished in practice. This will enable the reader to interpret more
easily particular cases as they occur in the text. Though they are listed
separately here some categories overlap in practice.



Years of Schooling: Lower secondary as the extension of schooling from perhaps
five or six years (now primary) to perhaps eight, nine, ten, even eleven years.

Age-Group: Provision for schooling which is intended to be appropriate to
older children and young adolescents; say ages nine to thirteen or eleven to
fifteen.

Basic Education: An extension of basic education which is terminal for the
majority of students. This is conceived as providing a "survival' curriculum
with a large element of pre-vocational preparation. This ccncept often goes
with the two above and becomes explicit in educational planning as schooling
is universalized.

A Preparation for Upper Secondary Schooling: The lower secondary school acts
as a bridge between primary and upper secondary schooling for those who can
cross it and as a ladder from whose rungs those who cannot climb it progres-—
sively fall off. As we shall see lower secondary schooling in this sense often
exists alongside the other types.

Upper secondary schooling tends to begin at whatever point along the
ladder the greatest number of students leave school once a minimum of say
eight or nine years schooling has been achieved. This often occurs after a
major public examination such as the Lower Certificate of Education in Malaysia,
in year nine,after Form Three or after the General Certificate of Education or
the Certificate of Secondary Education in year eleven ,at the end of Form Five
in England and Wales. Upper secondary level schooling tends to be characterized
as the text shows, by increased specialization in the curriculum in preparation
for higher education though there is some signs of a trend towards extending
general education into this level as well, for countries which have achieved
universal lower secondary schooling.



THE NATIONAL CONTEXT FOR CURRICULUM REFORM

Control, Organization and Planning at the National Level

In the vast majority of Commonwealth countries,overall control of the curricu-
lum of the schools is centralized within the Ministry or Department of
Education. 1In the federal states of Australia and Nigeria responsibility

is shared between federal and state ministries. In Canada each province
within the federation controls its own schools. England, Wales and Northern
Ireland are exceptions to the general pattern in that control is very largely
delegated to local education authorities by the Department of Education and
Science.

However, beyond the general picture of centralized control there has
been, throughout the last decade or s., much change and diversification. Many
countries have undertaken reviews of the institutions involved in curriculum
control and development. In the Seychelles,the Ministry of Education and
Information is currently undergoing wholesale re-structuring in order, in part:

To co-ordinate the activities and general direction of schools
(primary and secondary) and further education institutions, and the
development of integrated and inter-related curriculum appro-
priate to the country's needs and the administrative efficiency

of the system. Of particular relevance is the establishment

of a Division of Research and Pedagogy, headed by a Senior
Education Officer, and containing staff dealing with the

sub jects, examinations, evaluation of programmes, careers
counselling, Teachers' Centres, schools broadcasting and

teacher training.

In other countries re-organization though usually less radical has reflected
the same sensitivity to the importance of curriculum development.

Specialist Units for Curriculum

Throughout the New Commonwealth the late 1960's and 1970's have seen the
establishment of specialist units, divisions, committees and panels within
Ministries of Education. Such a departure has often followed fast on the
localization of control of public examinations for this has given countries
much greater freedom than formerly to determine curricular aims and content.

In Barbados, the National Curriculum Development Council was set up
in 1974. (See also Appendix I).Its duties focused on the development of
subjects within the curriculum of the primary and secondary schools. It was
to:

1. Review the existing curricula in the various schools.
2. Advise the Minister on the subjects to be taught at each

level in the primary and secondary schools and the time to be
allotted to the various subjects.
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3. Set up committees for the production of syllabuses,
guidelines, lists of appropriate textbooks and teaching
material and to make recommendations thereon to the Minister.

The overall aim was to improve the quality of curricular offerings in the
......... schools ..eevv.e

In Papua New Guinea and Botswana the co-ordination of the curriculum
between primary and secondary schools was a major priority in the setting
up of curriculum units. In Papua New Guinea the Curriculum Unit was set up in
1975 within the Provincial Standards Division of the Ministry of Education in
order to:

1. Co-ordinate development of primary and secondary
curricula, previously controlled by separate divisions.

2. Have HQ officers working full-time to develop
curricula specifically for this country.

3. Provide teachers with support materials in addition
to the bare outline syllabus.

In Botswana the creation, in 1977, of the Department of Curriculum
Development and Evaluation looked towards the day when Botswana is able to
offer all children a basic education from primary through secondary school.

The long term aims of the secondary curriculum unit in Swaziland, exemplify

the great responsibility for developmental change with which many Ministries

of Education are charged. The Swaziland unit is responsible for the establish-
ment of':

1. Procedures through which the educational system can serve
the changing socio-economic needs of the country.

2. Consultative and approval systems for curriculum develop-
ment.

3. Evaluation techniques.

4, Methods of providing linked teacher education and curriculum
development.

5. Procedures for the staged implementation of changed curricula.

Tonga has recently re-organized its controlling structures in order to
run the process of curriculum development more efficiently. (Figure I p 6 )

The machinery .......... is still in the experimental stage.
The changes came about as a result of a desire to re-orientate
(the) education system to reflect more truly the needs of the

country ......... at the same time there is concern too that
school programmes are commensurate with world trends in
education.

The National Curriculum Committee is composed of permanent members
(Minister of Education, principals of schools and directors of non-government
institutions) and co-opted members (other ministries) and interested members
of the public. It is responsible for elaborating national educational aims
and specifies the content of the curriculum in co-operation with subject
curricula committees, composed of Curriculum Development Unit personnel, a
consultant and co-opted members of the teacher training colleges and
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practising subject teachers. The Curriculum Development Unit produces and
distributes curricula material.

Curriculum Units and Shared Responsibility

Variations are many but the theme is constant, a trend towards specialist
units within ministries, of greater or lesser degrees of organizational
complexity. In some countries a curriculum development unit is responsible
for the whole range of curricula concerns as is Singapore's Curriculum Develop-
ment Committee. In others responsibility is shared. In Guyana, for instance,
the Curriculum Development Centre specifies national educational aims but
shares the responsibility for drawing up curriculum plans with specialist
education officers, the Faculty of Education of the University of Guyana and
the Caribbean Examinations Council. For the distribution of instructional
materials the Centre works with the Broadcasts to Schools Unit and the Book
Distribution Unit. In Tanzania, the Institute of Education founded in 1975
has power to make and develop the curriculum under the advisory and co-
ordinating umbrella of the Ministry of National Educaticn. In Nigeria shared
responsibility is far-ranging. The Federal and State Ministries of Education
share responsibility for the content, production and distribution of instruc-
tional materials with the Nigerian Technology Centre and the Schools Unit of
‘the Nigerian Television and Broadcasting Authorities. Curriculum plans

are worked out between Ministries, the autonomous Nigerian Education Research
Council (1972), the Comparative Education Study and Adaption Centre of the
Imiversity of Lagos (1968) and the West African Examinations Council.

Control of Distance Teaching

So far the focus has been on the control of the general secondary school
curriculum. Some countries also have provision for secondary education by
means of distance teaching. Normally control is in the hands of the Ministry
of Education as, for example, in Botswana. Tanzania has its Institute of Adult
Education under the Ministry with special responsibility for distance educa-
tion. In a few cases like this a specialist institution shares responsibility
with the Ministry, for example, the Mauritius College of the Air. Papua New
Guinea's College of External Studies is another example; this operates through
ine Secretary for Education and on the advice of the College's Board of Studies,
the Chairman of which is the Principal Curriculum Officer of the Ministry of
Education.

Control of Teacher Education

The control of teacher education at the lower secondary level is the respon-
sibility of Ministries of Education through the teachers' colleges. Sri Lanka
is one of a very few countries which records specific co-ordinating machinery
for schools and teacher education through its Curriculum Development and
Teacher Education Division. An interesting innovation is the setting up of

the Board of Higher Education in Swaziland. This controls teacher education
through Ministry representatives, the University, the teacher training colleges
and the Swaziland National Association of Teachers.

The control of teacher education at the upper secondary level tends
tc be with the universities. Some smaller countries rely wholly on regional
Tacilities and overseas training.



Co-Ordination of the Curriculum

There is a general consensus that co-ordination of the curriculum of the
secondary schools of different types is desirable. But again, most

countries do not have elaborate machinery for bringing this about. In general
ministries accept overall responsibility but actual co-ordination is achieved
informally and as the need arises. The Solomon Islands is unusual in boasting
a curriculum co-ordinating committee for general, and technical and vocational
education at the upper secondary level.

Primary Education

In most countries machinery for the co-ordination of primary with secondary
education is fairly well established. Here again, ministries take overall
responsibility. In many there are separate primary and secondary curriculum
units or committees. The Solomon Islands institutionalizes co-ordination
through its Curriculum Co-ordinating Committees. 1In the Seychelles the
Ministry of Education and Information, Division of Research and Pedagogy,
charges its subject advisers with responsibility for primary and lower secon-
dary co-ordination. In some countries the same machinery deals with primary
and secondary levels. There is a tendency, reflected in the machinery of co-
ordination, for the years of basic or compulsory schooling to be regarded and
treated as a single unit. An interesting and important feature of a carefully
designed co-ordinating scheme in Fiji is the participation of primary teacher
college staff in secondary level work-groups. Nowhere, however, is the parti-
cipation of secondary level teacher educators in primary level curriculum work
explicitly recorded.

Higher Education

Co-ordination between the curriculum of upper secondary and higher education

is important for the minority of students who continue into higher education.
But, because of the relatively greater cost of schooling at the tertiary level,
it is all the more important that adequate steps are taken to ensure that there
is smooth and coherent progression of the curriculum between upper secondary
and tertiary institutions. Good quality higher level manpower is dependent
upon the quality of education at the tertiary level. Most countries rely to

a large extent on the filter-down effect of the examinations tfor entry to
higher education on the curriculum of the upper secondary schools. Another
informal but considerable influence is the work of teachers in higher education
on subject panels for secondary school syllabuses in the setting and marking

of examinations and in the writing of curricular materials. A few countries,
however, are developing special machinery in addition. In Papua New Guinea,
for instance, co-operation between the Ministry of Education and the Universi-
ties is the specific formal responsibility of the Curriculum Unit.

Non-Formal Education

A few countries are attempting to provide machinery to co-ordinate formal
secondary and non-formal provision at the secondary level. Where any type of
machinery exists at present it is normally under the umbrella of the ministry
of education. In Swaziland it is the special responsibility of the Curriculum
Co-ordinating Committee. In Sri Lanka the Ministry has a special non-formal
education division. In Malaysia, Fiji and Nigeria the Ministry of Education
shares responsibility with other ministries. The Nigerian Youth Council also
plays a part.



Participation at the Local Level

The major priority over the last ten years in the majority of countries of the
New Commonwealth has been to devise and set up machinery for the control,
unification and development of the curriculum at the national level. Conse-
quently, although a number of countries refer to the importance which they
attach to the need for machinery for curriculum development at the local level,
there are few examples reported of thorough-going attempts to establish
mechanisms for this. One noteworthy example is the establishment of District
Curriculum Centres in St Lucia. Another are the local Resource Centres
responsible for the production of teaching materials in the Seychelles. Where
machinery exists it is usually intended to aid implementation of curricular
plans devised at a national level rather than to delegate control of the
curriculum to the local level.

Significantly, few countries highlight the participation of professional
and administrative staff outside central ministries at the local level. Only
one or two countries comment on the valuable work of their subject advisers
and curriculum development officers at the local level. But, in general, the
impression is of activity and development at the centre and little local
involvement of centrally-placed staff or of little attention given to locally-
based professional curriculum developers or administrative and supervisory
personnel. It may be that the extent of local involvement by central staff is
under-emphasized because curriculum development is perceived as a minor task
for them. Or again, it may be that activity in curriculum development at the
local level is not fully recorded at the national level. However, it is
evident that one way or another the tremendous growth of machinery for curricu-
lum development at the centre in so many countries over the last few years
has not been mirrored fully by a growth in formal machinery at the local level.

Teacher Participation

By far the greatest amount of curriculum development work at the local level
is undertaken by teachers and teacher trainers. In most New Commonwealth
countries represented in the survey teachers at the lower secondary level are
non-graduates. Increasingly, the trend is for the numbers of untrained
teachers to diminish except where there are extreme shortages in certain
speclalist subject areas. At the upper secondary level there is a rough

- balance between countries whose teachers are graduate and those whose teachers
are not. In the 0l1d Commowealth there is a trend towards an all-graduate and
trained teaching force. A number of countries are moving towards a unified
training for primary and lower secondary level teachers.

It is widely recognized throughout the Commonwealth that teacher involve-
ment in curriculum development is important. If indeed, as it appears, there
is a steady improvement in the levels of education and training of teachers,
they should be able to make a significant contribution to curriculum develop-
ment through every phase, from planning and implementation to evaluation.

While many countries, if not most, make provision for consultation with
teachers in the planning stages of curriculum development, it is in the devi-
sing of syllabus content and instructional aids that teachers play a more
dominant role. Only a few countries emphasize the role of teachers in curricu-
lum evaluation.

Good quality teachers are likely to produce good quality curricula.
The main ways in which teachers become involved in curriculum development at
present is through subject panels and subject associations. St Lucia records
the positive effects on curriculum development'in English, mathematics,
integrated science and social science following the regionalization of

10



examinations through the Caribbean Examinations Council. Teachers at
secondary level appear to participate most readily in institutions for
curriculum development which are subject-based. A number of countries, it is
true, have developed or are in the process of setting up, teachers centres
and local curriculum resource units, some of which aim to involve teachers
with general pedagogical and curriculum issues, but these do not yet appear
to be a vital force.

Teacher training institutions are the other major source of teacher par-
ticipation. Teacher trainers contribute directly to the development of school
subjects as, for example, the Goroka Teachers College, University of Papua New
Guinea. Tanzania, Swaziland, Singapore and Barbados also emphasize this
valuable contribution. Guyana, Grenada and Tonga teacher college staff are
examples of teacher trainers active in curriculum evaluation. In Tonga,college
staff are members of the Curriculum Development Unit on a part-time basis. In
Guyana, Malaysia and Fiji particular efforts are being made to involve teachers
in training in the development of curriculum materials at the pre-service or
in-service levels. Awareness of the need to keep training institutions and
their products abreast of new features in the school curriculum is high but
means to do this are somewhat lacking. India's National Council for Teacher
Education, charged in 1978 with devising a new framework for teacher education,
is in a very good position for taking a bird's eye view of how teacher training
and curriculum development might proceed hand in hand.

Community Participation

Significantly, most countries understand locally-based curriculum development
to imply teacher-based development. And indeed, professional educators take
the major responsibility for the curriculum process at school level. The
extent of lay participation is rather limited. Despite current discussion
about community involvement in education, there is a lack of information on
ways in which members of the community participate in schools. Parent-teacher
associations are the most commonly reported modes of involvement and, of
course, their vitality varies from place to place. 1In a very few instances
members of the community with special skills are involved in teaching. But
the general picture is of rather low-key involvement. This may be for a
variety of reasons. It may be that the idea of lay participation in curricular
matters is not universally endorsed as a good thing by the professionals. It
may be that members of the community themselves prefer to stand aside. The
prevailing culture and history of participation in any context is an important
factor here. Additionally, it may be that national level personnel lack
detailed knowledge of community involvement and, therefore, underestimate

it or under-play its significance.

01d Commonwealth

Machinery for the control and co-ordination of the curriculum in the 01ld
Commonwealth has been singled out for comment because it has been in operation
for a longer time in these countries. The general pattern is not of major
structural change and innovation but of specific modifications and adjustments.
This does not mean, however, that innovations are non-existent. As recently
as 1976 Alberta, Canada, established its Curriculum Policies Board in order

to deal with broad policies relating to the whole curriculum from Grades 1

to 12. Manitoba, Canada, has also experimented with curriculum development
machinery, setting up its Programme Review Structure in 1976 and revising it
two years later.
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Central Control

In all these countries, except for England and Wales, the tradition has been
for a large measure of central control of the curriculum (See Appendix I).
Interestingly, however, it is the issue of whether and how far to devolve more
responsibility to local levels which is under review. No clear trend towards
devolution or further centralization is apparent. Indeed, a number of diffe-
rent approaches and experiments are underway. Within Canada there are some
signs of a trend towards tighter provincial (central) control. Nova Scotia,
for example, is attempting to control the number and types of innovations in
the curriculum at local school levels by sponsoring pilot projects which
must be evaluated before becoming institutionalized. Saskatchewan has been
developing a core programme for all students, the guidelines for which are
more detailed and prescriptive than formerly.

In contrast, there are indications in some Australian states of devolu-
tion of responsibility from state to local school level. In Western Australia,
school-based curriculum development is actively encouraged and regional direc-
tors are now responsible for the selection, co-ordination and direction of
advisory and specialist personnel. The head office continues to co-ordinate
curricular services and materials. In Victoria also, a curriculum support
team has been established for schools which.need help in developing. their
curriculum with respect to technical education.

England and Wales have long represented an exceptional tradition in
which curriculum contrcl is localized. 1In England:

Responsibility for the school curriculum rests with local
education authorities and school governing bodies. 1In
practice day to day responsibility for curricular work

in the schools rests with the head teachers and their
staffs. Advice and guidance is available from external
sources such as the Schools Council and HM Inspectorate.

Currently, after considerable public debate and professional review, the
government has announced its intention to establish a nationally agreed
framework for the curriculum. This is a major departure from long established
tradition although it would bring England and Wales more in line with the
pattern of control in most other Commonwealth countries. Some would argue
that it is merely a logical extension of a trend towards greater central con-
trol beginning in 1964 with the establishment of the Schools Council for Cur-
riculum and Examinations. This body undertakes research and development and
advises the Secretary of State on examinations policy. More recently, since
1976, the country has engaged itself in a national debate on education which
has highlighted public and professional concern about the maintenance of good
standards and with the accountability of schools for spending public money to
good effect. At the time of writing, the form of national framework for the
curriculum might take is still uncertain and the subject of much controversy.
The issues under review are the subjects which should be taught as a minimum
core, their range and depth and the age-groups to which they are appropriate
and the number of subjects which should be offered as options at the secondary
level.

Co-ordination

As in the New Commonwealth, co-ordination on control between types and levels
of schooling tends to be informal or achieved on an ad hoc basis. Co-
ordination is formally established most frequently for the curriculum of
primary and secondary schools and least frequently between formal schooling
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and non-formal agencies. Co-ordinating committees are the device most used.
There is some formal machinery also at the secondary/tertiary level. In
Manitoba, Canada, post-secondary institutions make inputs into the secondary
curriculum committees dealing with senior high school subjects, and through
liaison between members of the Articulation Council of Secondary and Post-
secondary Education. But this is an exceptionally formalized example.

New Zealand probably expresses the anxieties of many a country by suggesting:

Universities Entrance Board prescriptions for subjects

in the final two years of secondary school should provide
for co-ordination but, in fact, such co-ordination is not
as widGely carried out as it might be.

Where co-ordination exists it tends to be with authority from top-down, not
bottom-up.

Local Control and Participation

Apart from England, Wales and Northern Ireland, the countries of the 01ld
Commonwealth work with state level curricula guidelines which all schools
folluw. Most emphasize, however, that local teacher participation in curricu-
lum is important and ways are found to allow for, even encourage, local
initiatives. In Saskatchewan, provincial curriculum guides, though in the
process of being tightened up, are expected to be sufficiently flexible to
allow for local modification and adaption. Provision is made by the central
authorities for locally developed courses. Innovative programmes are eligible
for financial grants. In Manitoba, though the curriculum is mainly prescribed
centrally, it is possible for a teacher group in a local school district to
develop a complete curriculum for an optional course to be offered in the local
school. This is most popular for Canadian Studies or Socriology where local
student interest is high and teachers have special knowledge. In England,
where the school in theory has autonomy to develop ‘its own curriculum, in
practice it is limited by the derands of examination boards and by recommen-
dations of HM Inspectors, local authority advisers and the considered proposals
of the Schools Council. Nevertheless, the work of teachers, often co-operating
in Teachers Centres, has made a significant contribution to inter-disciplinary
studies such as environmental education, development studies, political educa-
tion and education for international understanding. While teachers centres are
a useful means of relating teachers across subject boundaries, subject asso-
ciations are possibly the more frequent mode of association in curriculum
development as much in the 01d as in the New Commonwealth.

There is no consensus about the proper participation of lay persons in
curriculum development. Parents can have a say in school affairs but there is
wide variation in the extent to which this is thought valuable. In England
the recent democratization of governing bodies of schools has paved the way
for parents to exert more control at the school level. In Western Australia,
on the other hand, '"very few schools invite parents to join in school curricu-
lum development". However, contributions from extension and welfare agencies
is welcomed; a parenthood course was devised and implemented with assistance
from the Community and Child Health Services.

Discussion of the 01d Commonwealth with respect to control and co-
ordination of the curriculum has been singled out by virtue of the fact that
machinery for control has been established much longer. The striking fact
emerges, however, that apart from the longer tradition, the issues which are
currently under review or proving problematic are very similar to those being
experienced in the countries of the New Commonwealth which have more recently
established institutions for curriculum development.
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TRENDS IN CURRICULUM REFORM

National Goals for Secondary Education

In the last ten to twenty years most countries of the New Commonwealth have
thought long and hard about national aims. Subsequently, most have tried to
relate the gouls of their education systems to these national goals and most
have issued public statements declaring policy commitments.

The pattern of developments tends to be similar. First, the government
of the day or a political party which subsequently assumes power takes a clear
political initiative. This political lead sets the broad context for national
development within which, at the next stage, goals for educational development
are articulated. These are spelled out in national plans, educational policy
review documents, national conference papers and the like and relate to national
development goals. At the third stage, overall educational goals are broken
down into more explicit aims and objectives for the various subjects of the
primary and secondary curriculum.

Public debate may occur between any of these stages, though the process
of refining educational aims and objectives gradually becomes more professional.
This sequence is exemplified in the now famous Tanzanian Arusha Declaration of
1967. This set out the policies for African socialism and self-reliance on
which Education for Self Reliance was based. Subsequently Tanzania has
thoroughly overhauled its curriculum to operationalise its philosophy in the
school system. Swaziland also gained inspiration for its educational policy
through the political lead given in the Imbokodvo National Manifesto and the
subsequent Second National Development Plan 1973-77. Educational aims were
articulated in the National Education Commission Report of 1975. 1In 1976 the
Ministry of Education issued its Current Trends in Educational Policy which
discussed the progress being made in terms of school structure and curriculum
towards achieving the goals laid down and anticipated in its discussions the
imminent Third Development Plan. Here, perhaps, is the beginning of a fourth
stage which incorporates professional evaluation and revision of strategies
(and possibly goals as well) in the light of experience.

In the 0ld Commonwealth, where few radical breaks with the past have
occurred since the last war and where national planning has not been so
formalized nor so developmentally orientated, educational goals have not been
so explicitly expressed. Nevertheless, there has been a considerable amount
of rethinking about education. Schools are very much in the centre of public
and political debate. Even in England, where traditionally national level
goals have never been "imposed'", a government Green Paper, Education in Schools
1977, listed general aims on the basis of an assumed national consensus on them.
New Zealand is also currently formulating national level goals.

Such departures may indicate an unease in the countries of the 0ld
Commonwealth about the direction of their education systems. In some cases
the response to this unease is to tighten central control. If the content of
educational goals is anything to go by, concerns throughout the Commonwealth
are remarkably alike. Statements of goals vary considerably in their levels
of generality and specificity but underlying most of them is the priority of
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manpower development, expressed as "nurturing economic competence', providing
in the curriculum opportunities to develop "life-skills", and to gain from
"work experience". Another high priority is to develop the schools in such a
way as to encourage the integration of culturally plural societies and equality
of opportunity for all, regardless of race, sex, religion and class.

Swaziland's Second Development Plan, 1973-78, exemplifies the manpower
development and the equality of opportunity goals:

1. To make places in secondary schools available to all who achieve
the necessary qualifications.

2. To re-orientate the curricula at secondary level to counteract
the current non-technological bias and to enable school leavers to move
naturally into the employment opportunities open to them.

Malaysia's Third Plan, 1976-80, clearly deduces its goals for education
from the national goals articulated in the New Economic Policy:

The education and training system has a multi-faceted role to
play in the creation of a society based on the principles of the
Rukunegara and the realisation of the objectives of the New
Economic Policy (NEP). The overall objective is national inte-
gration and unity.

Bahasa Malaysia will continue to be implemented as the
main medium of instruction to strengthen the basis for national
integration and unity among the people of Malaysia, while the
use of English will be extended as a strong second language.
Policies and programmes fcr education and training will be
geared to enable all Malaysians to participate more fully in
the process of national development. To attain this objective,
education and training will be oriented to meet the skilled
manpower needs of the nation and to provide greater opportunity
for education among those in the lower income groups and regions
in the country. Curricular and extra-curricular activities will
be developed to inculcate discipline and social responsibility
as well as to promote a national identity and unity among all
Malaysians. The education and training system of Sabah and
Sarawak will be progressively integrated with the national
system. (Ch. 22, p.384)

Most countries spell out educational goals which are relevant to the
education system as a whole rather than with respect to secondary education in
isolation. This lack of differentiation makes sense where basic schooling now
extends to lower secondary level. At the level of basic schooling aims are
generally expressed in terms of the knowledge, skills and attitudes students
should acquire to enable them to develop their personal potential to the full,
to become loyal citizens and to be competent and productive workers in the
economy. The objective of lower secondary schooling is both to prepare young
school leavers to survive in the world of work and to provide those who enter
upper secondary education with the basic learning needed to cope with advanced
studies. At the higher level, manpower requirements in technical and scienti-
fic fields are priorities.
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Language Policies

Mother Tongue

Language policies reflect national goals. In recent years language policies
for the primary schools throughout the world have indicated a growing aware-
ness that learning in childhood is facilitated by the use of the mother tongue
as the medium of instruction. Goals directed towards the development of the
full potential of the student are involved here. In some countries adoption
of a local or national language as opposed to an international language has
been part of a movement towards political and cultural autonomy and nation-
building. At the secondary level, however, the issue is more complicated.
Many of the students who complete secondary education will enter the world of
work where facility in an international medium is important or they will go
on to higher studies where the medium is often an international language or
where study materials are mostly in English or French. Manpower development
goals are involved here.

English and National Languages

Consequently, only a very few countries in the New Commonwealth have taken the
decision to abolish the use of English as the medium of instruction at secon-
dary level. Sri Lanka and Malaysia have recently done so and Tanzania is in
the process of changing over to Kiswahili. Some countries use English along-
side other national languages. Singapore, for instance, uses English, Chinese,
Malay and Tamil at secondary level. Hindi is the official national language
in India but in the secondary schooels the medium of instruction will be the
regional language and Hindi or English. At the Junior Secondary level three
languages are compulsory; the mother tongue or the regional language, Hindi

or English and another modern Indian language.

Malaysia and Singapore

The contrasting policies of Malaysia and Singapore illustrate how different
strategies may be used to work towards similar goals. Both countries emphasise
national goals of economic development and national integration. Both have
multi-lingual populations reflecting different cultural traditions and both

in the past differentiated their secondary schools in terms of the four local
languages. English was the language of instruction in the major academic
schools and there was tough competition for entry to them. Other schools
taught in Malay, Chinese and Tamil. With the extension of free lower secon-
dary schooling the core curriculum became common to all language streams in
both countries. This was justified on grounds of equity, efficiency and, above
all, national unity. But here the similarity ends. Malaysia made the decision
to introduce Bahasa Malaysia at the expense of all other media of instruction
progressively throughout the primary and secondary schools up to form six by
1982 and eventually in higher education also. English is a compulsory second
language up to form five. The other two languages are optional. Examinations
are in Bahasa Malaysia. Despite the practical difficulties of implementing
this policy Malaysia has persevered in the re-training of teachers in Bahasa
Malaysia and in the adaption of text books so that by 1979 even science and
maths are taught in Bahasa Malaysia.

In Singapore the national language is Malay but four official languages
{Chinese, English, Malay and Tamil) are recognized for educational purposes
and parents are free to choose the language of instruction for an essentially
common curriculum. Public examinations are in all four official languages.
Bi-lingualism is enphasized and every student must study a second official
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language. English is very popular. Singapore's major objective is to produce
school leavers (after ten years of schooling) who are literate in at least one
language but abler students may study two, even three, languages as first
languages:

Every new government school is integrated to enable students and
teachers of two or more language streams to work in one building
under one administration and to participate in extra-curricular
activities.

National and International Languages

A number of countries use English as the main medium of instruction at the
secondary level while emphasizing other national languages at the primary
level. Swaziland, for instance, has recently introduced Siswati as a national
language but continues to use English at secondary level. The two major
reasons for this are,the lack of suitable learning materials in other languages
and the problems and expense of producing them without a very determined effort
and, secondly, the obvious advantages of having a population schooled in an
international medium. In general these considerations have outweighed those

to do with the adoption of a national language for reasons of political and
cultural self-assertion. This is demonstrated clearly by the fact that in

most countries, whatever the media of instruction at secondary level, English
is still the major language for public examinations. English is more often
than not also a compulsory subject in the curriculum at the lower secondary
level and will probably remain so.

A complementary rather than a countervailing trend is the attempt in
many countries to inculcate respect for and facility in local languages. In
Malta, for example, whilst French and Italian are still offered according to
the tradition of the island, there is now provision. for the study of Hindi,
Urdu, Mandarin and Tamil. Recently, Arabic has been made a compulsory subject
in schools. Tonga reports public concern at the former neglect of the Tongan
language and now emphasizes it in the curriculum, particularly at primary
level, despite shortages of learning materials. There is also growing aware-—
ness of the importance of regional languages in terms of economic and political
links. Spanish is widely taught in the Caribbean. Indeed, Barbados has only
recently adopted it as an official second language. All over the Commonwealth
the study of Latin and Greek has fallen into disuse.

01d Commonwealth

Language policies in the 0ld Commonwealth are equally diverse and have proved
equally difficult to work out. They are very controversial and usually repre-
sent compromises between competing ideals. These countries have recently had
to cope with increasing demands from indigenous minorities for recognition and
status for their own languages and with the difficult issue of catering for
recently arrived immigrants whose children need to acquire facility in the
language(s) of the host society at the same time as they need or demand the
provision of mother-tongue teaching.

The general trend is for minority indigenous or imported languages to
be acknowledged in the curriculum and sometimes to be used as the medium of
instruction. Maori in New Zealand and Welsh in Wales are examples of indige-
nous languages which have gained status. In Western Australia,where English
is the medium, the variety of optional and examinable languages reflects the
multi-cultural composition of the population and regional interests. French,
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German, Italian, Indonesian and Japanese are all available. A variety of other
European languages are offered in a special multi-cultural programme in extra-
curricular time. The needs of minorities from Asia and the Caribbean are now
receiving attention in England though policy and provision is largely a matter
for local authorities and schools and vary widely in actual practice. English
is universally the medium of instruction and English as a foreign or second
language is taught in special classes and centres in areas of special need. In
Canada where English and French have equal status as official languages in some
provinces, policies vary with regard to the media of instruction in schools.

In Quebec students must learn one language and must study the other as a second
language. In Alberta only English is prescribed but French and any other
language may be offered at the local board's discretion. In Manitoba English
and French are both media of instruction but any other language may be taught for
up to fifty percent of the school day.

The issues in the 0ld Commonwealth, it appears, are very similar to those
in the New; despite the longer history of their school systems these countries
are only recently coming to grips in respect of language policies with proble-
matic issues of national integration and manpower needs together with social
justice and relevance for minorities. The context within which every language
policy is worked out is unique and crucially important to its viability. It is
noteworthy that even in countries with adequate resources, the issues to be
resolved remain very difficult; the "right" policies to adopt are by no means
self-evident and will probably embody a number of compromises between competing
demands.

Differentiation in the Curriculum

Lower Secondary

In the New Commonwealth a majority of countries provide different curricula in
different types of school. But, although not very advanced at present, the
trend is probably towards a basic, minimum, common core curriculum for all
schools at the lower secondary level and for differentiation to be planned
where necessary in accordance with specific local conditions and needs.

Where differentiation occurs it is mainly in terms of differences between
technical, vocational, commercial and academic schools. It occurs mainly in
countries which still have all-age schools or where there is highly selective
entrance to prestigious academic schools. Some Caribbean countries are
gradually eradicating such distinctions and working towards the provision of a
common extended basic schooling at the lower secondary level. Nigeria's policy
of universal primary education will be extended to the provision of a common
school at the lower secondary level from 1982 onwards. (Figure 2 p.19)

But the academic/non-academic distinction is not the only one. Some-
times differentiation between schools occurs in terms of the differences in
need of rural and urban students. In the past this would not have differed
greatly from the vocational/academic distinction but one or two countries are
experimenting with curricula for rural schools which would be relevant to highly
localized contexts. Papua New Guinea's provincial high schools and Guyana's
community high schools are examples.

Tanzania's strategy in recent years is to allow very limited access to
secondary education until universal primary education is achieved. There are
four types of secondary school, each with its own specialist "bias", technical,
agricultural, commercial, and home economics. Students enter a bias according
to preference and orientation. All subjects in any one bias are compulsory
but there is a common core of subjects across all biases in Siasa (political
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education), Mathematics, Kiswahili and English. There is more specialization
in the upper secondary level but political education is still compulsory.
Tanzania does not have an academic '"bias'". This is important, for in this

way schooling is geared more closely to the needs and actual conditions in

the country. The present structure upholds a differentiated curriculum which
is designed both to prepare young people early in their secondary schooling %o
become more productive members of their communities at the same time as
providing an extended basic common core.

Ability Streaming Between Schools

The existence of different types of school often means in practice differences
in their ability intakes. 1In general where lower secondary education is not
yet universal, the entry examination selects for further schooling the primary
leavers who perform best in the examination. The most able of these students
are allocated to the schools of their first choice and in this way certain
schools become known for their high standards and others are forced to accept
lower ones. But even then, in many countries, there is still tremendous
pressure for every available school place. 'In principle many countries are
turning away from a policy of ability streaming between schools. In practice,
however, there is often wide and unintended variation in the quality of schools
and, therefore, unintended streaming. Sometimes quality will vary between
rural and urban areas or between one part of a country and another. Sometimes
the academic schools will cream off the most able and the less able will settle
for technical or vocational schools.

Many countries of the New Commonwealth have policies against ability
sireaming at the lower secondary level and are very conscious of the need to
try to equalize the quality of schools to make policy a reality. Even in the
Caribbean where ability streaming between schools is still the norm the policy
is under scrutiny. In Guyana where secondary enrolment has expanded at a fast
rate since 1976 the most able students are allocated to the five year secondary
programme and the less able to the four year community high schools. But
provision is being made for transfer between schools. Those countries which
have been able to abolish entrance examinations to secondary level find that
this loosens one major constraint on the provision of common schooling.

However, in the 0ld Commonwealth where compulsory lower secondary schoo-
ling is universal the pattern of provision does not show a firm trend towards
common schooling. New Zealand has moved towards it, and common schools prevail
in Western Australia but some provinces of Canada make separate provision by
ability a matter that is often for local decision. In Northern Ireland a sys-
tem of grammar and secondary modern schools prevails. In England and Wales
since the 1950's a slow trend towards common (comprehensive) schooling was
reinforced under the recent Labour Government but with the change of govern-
ment in 1979 the Conservative administration may allow greater freedom of
choice to local authorities seeking to develop their own school system.

Ability Streaming within Schools

At the national level only a minority of countries encourage ability streaming
within schools at the lower secondary level. Officially most discourage it.
Nevertheless, throughout the Commonwealth, policies on how to teach students
are in practice determined by the school. At the same time, in principle
many countries encourage the idea of making special provisions for individual
differences; special education for the handicapped, the disadvantaged, for
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slow learners and the gifted, "setting' of students according to their ability
in different subjects; and enrichment of programmes in certain aspects of the
curriculum. Severe resource constraints may often mean that a hard choice has
to be made between the provision of a good quality basic education for all and
special provision for special categories of need. At a time of world-wide
recession, this may be a probiem which affects richer and poorer, larger and
smaller nations alike.

Common Core Curriculum

In the New Commonwealth the trend is very definitely for schools to offer a
basic core of subjects, usually at least one national language, maths, science
and social studies as a minimum. In most countries the core comprises over
half the subjects. Singapore and Malaysia distinguish between core compulsory
and examinable and core compulsory and non-examinable subjects. Sri Lanka
allows no optional element.

In the 0ld Commonwealth the picture is a little less clear. There is a
trend towards the provision of a core curriculum but variations exist even
within one country. In Canada, for example, Saskatchewan minimizes the number
of compulsory subjects whilst Quebec provides for very little option at the
lower secondary level. In Australia there is:

A general requirement that all students, especially in junior
secondary, should undertake English, a branch of mathematics and
science, and a humanity. Beyond this very general statement
there is open choice of courses.

In England at present:

There is no nationally determined core curriculum although
there have been widespread public debates about the desirability
of greater consistency between schools.

This re-thinking reflects concern for standards and the needs of a highly
mobile pcpulation.

Optional Subjects

In the New Commonwealth the trend towards providing a common and compulsory
core of subjects at the lower secondary level is paralleled by official encou-
ragement for students to broaden their education through optional subjects.
Obviously, the number and range of these is limited to varying degrees by the
amount of resources a country can devote to optional subjects, in particular,
by the skills of the teachers and the materials available,and by the timetable
(see p. 24). A few countries indicate that these constraints are very real
and are highly undesirable when they affect important subjects like physical
education or technical and pre-vocational subjects.

In general, most New Commonwealth countries tend to steer students into
"optional" studies which are valuable for national development. Sri Lanka, for
example, requires students to study one technical subject and either one
commercial or one aesthetic subject. In Singapore, likewise, a technical
subject is compulsory and in Nigeria agriculture and science are now encouraged
as options having been made examinable in the School Certificate.
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In the 01d Commonwealth there is little direction to schools from the
authorities in terms of encouraging particular options. This may, of course,
reflect the rich resource base in these countries and the wide range of op-
tions locally availablie. It may also reflect less of an official emphasis
towards the encouragement of scientific and technological studies and more of
a commitment to the principle of voluntarism. In England currently there is
much discussion about how many options should be open to students. In Aspects
of Secondary Education in England 1979, HM Inspectors indicate from their
review of the schools that the range of options offered to students at the end
of the third year of secondary school is too wide and lacks coherence. They
argue that a 40:60 ratio of core to optional subjects is unbalanced and that
all students should have to study a broad course in science up to the age of
sixteen as well as English, mathematics and physical education. They also
suggest that abler students' aesthetic experience is often neglected. They
reason that staff shortages for the core subjects are created when too many
options are available. Thus, important subjects are taught in over-crowded
classes. They are also concerned for the less able students that the range of
options open to them are restricted to more practical and general subjects and
that some of the courses are inappropriate for these students. They point out
that a wide-ranging choice of options needs a full-scale support service from
specialist careers teachers. These are often in short supply.

Upper Secondary Specialization

This debate in England concerns, of course, the programme up to the end of
compulsory schooling. At the upper secondary level, in contrast, most
countries are concerned to open up as many optional subjects as possible. At
this level students tend to select the subjects in which they have shown most
promise on the basis of achievement in the public examinations at the end of
lower secondary school. A few countries make one or two subjects compulsory
even at this level. Tanzania requires every student to continue hls study of
political education in the interests of nation-building and on the principle
that the more privileged and educated members of the community have a special
contribution to make as citizens. Malaysia enforces the study of civics

with much the same aim in view. Nigeria encourages the students to choose
subjects from four groups in the interest of breadth of study. Cyprus is
experimenting with a Lyceum of Optional Subjects at the upper secondary level.
Students will study a compulsory core but will choose other subjects freely.
This innovation will introduce flexibility into the system which till now has
been rigidly streamed into classical, practical-science and economics-
commercial lyceums. It is also seen as a way of promoting democracy into the
curriculum.

At the upper secondary level then, the trend is probably in the direction
of greater curricular differentiation whether within a common school or in
different types of institution. If the Nigerian plans for 1982 and the already
established structures in Malaysia are clues to future patterns in other
countries which have extended common schooling to the end of lower secondary
and are thinking through the more specialized needs of the growing numbers of
students at the upper end of the secondary schools, then the structure of the
future is likely to cater increasingly to specialized technological and
scientific manpower needs. Some countries, Malaysia, Singapore and Sri Lanka
among them, are vigorously encouraging the ablest students to enter these
fields. Scientific and technological courses are now of higher status than
general and arts courses. It is possible that the traditional academic/
grammar type of secondary school will be of less significance in the future.
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Over-specialization

To some extent competitive with the trend towards specialization at the upper
end of secondary education is the move apparent in some countries to prevent
"over-specialization'". In India students at the upper secondary level enter
either academic or vocational schools but the examinations policy encourages
them,"in the interests of flexibility'! to choose subjects from a wide range
of options across specialized fields. In England too,the Schools Council
proposed a replacement of the present General Certificate of Education
Advanced Level Examination (GCE 'A' Level), which is normally taken in from one
to three subjects, by a new five subject examination. Under this scheme
narrow subject specialization would be delayed until the final year of secon-
dary school for students intending to enter higher education. Though the
government did not subsequently adopt these proposals they are indicative of
a trend towards extending into the upper secondary school the concept of a
broad general education once a nine to eleven year schooling is universal.

The tension, of course, is to steer a path which will allow a sufficient
number of able young people to gain a high level of competence in subjects of
specialization in order that they may profit from high standards at the
tertiary level at the same time as encouraging them not to become narrow spe-
cialists. For students who wish to continue their studies into upper secon-*
dary schools but who do not aspire to enter higher education, the dilemma is
to balance a sufficient depth of study in fields of their choice to fulfil
their potential with a rounded education which will ensure they become produc-
tively useful in a job-market which demands flexibility and adaptability.

A number of countries, faced with declining job opportunities for school
leavers, are likely to have to face this problem as more young people opt to
stay on in school beyond the age of compulsory schooling.

Guildelines and Syllabuses

The concern of countries to gear their educational systems towards national
goals of manpower provision, national integration and social justice has, as

we have seen, led to rethinking of the aims of the curriculum of schools. This
in turn has led to extensive and continuing revision of curriculum guidelines
and syllabuses for school subjects.

The general picture throughout the Commonwealth is one of intense
activity in ministries, curriculum development units, subject committees,
panels and examinations boards with a view to revising the objectives and
contents of syllabuses across the whole range of provision. The strongest
influence behind these reforms are the need to up-date knowledge, the urgency
to increase the relevance of what is learned both to the individual and
societal goals and the pressure to adapt the curriculum content to meet the
needs of mass schooling at the secondary level.

Prescription

The majority of countries in the Commonwealth issue broad curriculum guide-~
lines for the schools and these are normally prescribed. A large number of
countries also prescribe syllabuses in some detail for almost all subjects at
the lower secondary level. At the upper secondary level examinations boards
tend in effect to take over the same function. The Caribbean Examinations
Council has been very active in recent years in this respect. In a few
countries, however, guidelines and syllabuses are not prescribed. In India
the National Council for Educational Research and Training is influential in
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promoting curriculum plans for adaption or adoption by the states. But at the
state level Secondary Education Boards are free to follow either these
national guidelines or those issued by the State Councils for Educational
Research and Training. Sometimes they may even adopt a different set of
guidelines. In Australia:

The status of syllabi varies from State to State (and Territory).
In general State authorities issue guidelines for syllabus
development at both primary and secondary levels. The imple-
mentation of these guidelines and preparation of detailed

syllabi on a year by year basis is largely a task for individual
schools.

In England, Wales and Northern Ireland no syllabuses are prescribed though
optional guidelines are available in most subjects. These are written by
HM Inspectorate, the Schools Council, individual curriculum project teams,
teachers' centres and subject associations. The public examinations at 16+
largely determine the curriculum of the preceding two years. Many of these
have been revised in recent years.

Syllabus Revision

A feature of the 1970's has been the complete re-writing of syllabuses right
across the curriculum. Some countries have revised the syllabuses for all
subjects (Sri Lanka in 1972 and 1979, Tanzania from 1976, Tonga from 1974).
By 1980 Fiji will have completed a wholesale revision started in 1971, 1In
Canada, Nova Scotia uses no syllabus more than five years old and Manitoba is
currently undertaking a major review of syllabuses from primary right through
secondary school.

Relevance

The revision of core subjects tends to receive attention first: national
languages, English, maths, science, social studies or history and geography.
But the underlying theme of all syllabus renewal is relevance to the local
context. Agricultural education in Nigeria, Southern Africa and the South
Pacific is being localized. Language studies are becoming '"functional'.
Local literature is being emphasized alongside local history and geography,
art, music and dance. Life-skills relevant to rural communities are empha-
sized in science, basic numeracy in mathematics and citizenship in civics
and social studies.

A number of experiments with new subjects are also geared towards local
relevance. Mauritius has introduced economics and sociology and Swaziland,
elementary technology and development studies. Canada now includes consumer
education, England and Wales,political education and the Seychelles, family
life education.

Overloading

One problem generated by the inclusion of new subjects in the curriculum of
the school is the overloading of the timetable. As Swaziland's Ministry of
Education put it in Current Trends in Educational Folicy 1976:
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This progress (in broadening the educational background of
students) has, however, caused certain difficulties which show
that the existing curriculum pattern is not flexible enough to
encompass the new studies which are being introduced and those
which in the future may be introduced.

Because teaching time is to be fixed between 40 and 45
periods (26 hours 40 minutes) per week, the time spent on each
subject must be reduced whenever a 'new" subject is introduced.
Consequently, school administrators face the dilemma of trying,
on the one hand, to provide a broad education by including new
subjects and, on the other hand, to maintain or raise standards
in the traditional academic subjects by not reducing the
teaching time allocated to them. Obviously a rationalization
of this situation is necessary if the aims of giving all pupils
a broad general education and a sufficiently high level in the
elementary skills are both to be achieved. (p. )

Given the amount of experimentation in the curriculum which is going on, it
is likely that this is a problem common to many countries. In Malta, for
example, the number of subjects made compulsory from form three has expanded.
Arabic has been introduced. The number of periods left for the ''general and
cultural subjects'" has therefore fallen to one. Since, it is suggested,
"this is not enough... more use must be made of the mid-day break period".

In Papua New Guinea, where English is the medium of instruction, schools and
colleges introduce the study of other languages but:

The introduction of a language of Papua New Guinea into a
school would be in addition to the other studies required by
the syllabus, in time normally regarded as student time, or
elective time, or in Cultural Activities time as part of a
balanced cultural activities programme.

{(Education Plan 1976-1980, p.59)

Papua New Guinea's allocations for core and other subjects are shown in
Figure 3. In most countries time allocations for subjects are generally
specified. The normal number of teaching hours per week is about twenty-six,
though the range is from thirteen to twenty-nine. With the introduction of
new subjects it looks as if one solution is to extend the teaching hours into
extra-curricular time. Certainly, few countries seem to be dropping subjects
from the curriculum. Latin and Greek may be fast disappearing but little
else is. 1Indeed, it appears much more difficult to drop subjects than to
include new ones, despite the dangers of an overcrowded timetable.

Other strategies are possible in addition to the use of extra-curricular
time. In India revisions of syllabuses have paid attention to discarding
"dead wood" from the content. ©Streamlined syllabuses in some subjects may do
a little to ease the way for new. The trend towards the integration of studies
may also economize on time - or it may not.

Integration of Subjects

There is a definite trend towards the integration of subjects at the lower
secondary level. The most commonly integrated subjects are in the natural
and social sciences. Integrated science replaces physics, chemistry and
biology and social science or social studies replaces at least history and
geography and possibly also includes civics and an environmental component.
Home Economics now replaces domestic science in an expanded concept.
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FIGURE 3: TIME PER WEEK ALLOCATED TO SUBJECTS
PAPUA NEW GUINEA

Stage 1: Grades 7 & 8

Subjects are divided into three groups: Core subjects, practical subjects and
pastoral subjects. Practical subjects are electives, but on a school rather
than an individual student basis.

Subject Period Comments

Allocation
English 8 Core subjects. These minimum period
Mathematics 5 allocations should not be varied.
Science 5 The Social Science allocation does
Social Science 5 not include Guidance, which is

taught as part of Social Science
in Grade 7.

Agriculture 4 Practical subjects. Students will

Commerce 4 take a minimum of any three,

Expressive Arts 4 including Home Eccnomics for girls

Practical Skills 4 and Practical Skills for boys. The

Home Economics 4 period allocations may be varied
according to staff availability,
etc.

Guidance 1 Pastoral subjects

Religious Instructions 1-4

TOTAL 37-40

Stage 2: Grades 9 & 10

Subjects are divided into three groups: Core subjects, practical subjects
and pastoral subjects. Practical subjects are electives on an individual,
rather than a school basis as in Stage 1.

Subject Period Comments

Allocation
English 8 Core subjects, minimum period
Mathematics 5 allocations should not be varied.
Science 5
Social Science 5

Agriculture 4 Practical subjects. Students will

Commerce 4 take a minimum of any three,

Expressive Arts 4 including Home Economics for girls.

Home Economics 4 The period allocations may be
varied according to staff availa-
bility, etc,

Guidance 1 Pastoral subjects.

Religious Instructions 1-4

TOTAL 37-40



Humanities often replaces literature and the expressive arts. Language arts
replaces the separate teaching of language and literature.

This trend, however, is not universal. In fact, there are signs of a
countervailing one towards the "dis-integration'" of subjects. Most countries
stand fairly firm on the need for single subject specialization at the upper
secondary level but England, Wales and Northern Ireland are currently expe-
riencing a move '"back to basics'". Saskatchewan, Canada, has encountered some
resistence to integration in mathematics and natural sciences and Papua New
Guinea recently abandoned experiments in an integrated course for English,
Social Science and Commerce at grade seven. Integrated Rural Science and
Business Principles for grades seven and eight were replaced by separate
courses in Agriculture and Commerce. Social Science, however, integrated from
history and geography in the early 1970's was retained.

Materials for Learning

The production of revised and new syllabuses has led to rethinking of policies
and strategies for the production of learning materials to accompany them.
Many New Commonwealth countries have set up curriculum resource centres and
units of a general nature, mostly within ministries of education or closely
associated with them. Fiji's Educational Resources Centre is a representative
example (Figure 4). There are a few specialist units also such as those for
the design of science equipment. Some teachers' colleges and institutes also
have schemes for the design and production of materials. Some also produce
test and evaluate materials. Teacher involvement is encouraged through
curriculum workshops, teachers' centres and subject associations. Sometimes
academics are commissioned to write texts or to translate existing texts into
local languages. In Tanzania the project work of able students done for
examinations is sometimes reproduced for use in other schools as learning
material. The work of the National Council for Educational Research and
Training in India is representative on a grand scale of many efforts throughout
the Commonwealth to design and produce relevant materials:

By and large, print materials in the form of text books and
supplementary readers remain the major teaching/learning
materials. At the national level the National Council of
Educational Research and Training (NCERT) prepares text-books
on various subjects for adoption or adaption by the states...
It has a large publishing house, which publishes text books,
supplementary readers and a large variety of other educational
materials.

The NCERT also designs and develops science kits. These
kits are mini-laboratories. The emphasis is now on indigenous
low-cost materials. The kits are designed to go with curricular
materials produced by NCERT. They prove valuable... in rural
schools where facilities for good laboratories may not exist.

The NCERT has a large Central Library of educational
films... loaned to schools...

Most other countries too rely mainly on print materials. Though still
the major resource, the text book is being supplemented by other low-cost,
adaptable and easily reproduced printed materials such as work-sheets,
facsimile packs and graded work cards. Multi-media packs are used in countries
which can rely on tape, slide-tape and film as well. The use of the overhead
projector is rapidly supplementing the black-board in countries which can
afford it and where electricity is available.
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Relevant Locally-Produced, Low-Cost Materials

On the whole, commercially-produced materials are widely used but there is

now emphasis on the adaption of these for local use. Increasingly, locally-
produced materials made of local resources and at low cost are favoured.
Singapore is one exception to this pattern, a fact perhaps which reflects a
special context where commercially produced materials are relatively cheap

and readily available. In Singapore to date, many teachers have been unwilling
to use materials not specifically adapted to their own needs as they do not
have the time or skills to produce their own; and since teacher-produced
materials are not necessarily the cheapest nor the most presentable, commer-
cially produced materials are currently in favour.

The variety of subjects for which learning materials are being produced
anew is enormous but in general the emphasis is on science, maths and social
studies. Other areas of attention are remedial materials and materials for
the less able. Guyana has designed materials for remedial reading. Singapore
has an audio-tape series for slow learners. Other efforts of interest are,
Malaysia's resource kits for English at upper secondary level, Singapore's
teacher guides and slide series for health education, Swaziland's student
texts and filmstrips for agriculture. Northern Ireland is one of a number of
countries producing kits for cultural and ethnic studies. Such examples, of
course, do not do justice to the amount of locally-relevant materials produccd
in a variety of imaginative and relatively low-cost ways.

Media

A number of countries use radio for educational purposes at secondary level.
Television is less widely used. In general, radio and television programmes
are supportive and are intended to enrich school courses. They rarely supplant
formal schooling except in the few cases where they are used as part of a
distance learning programme. In some countries specialized institutions are

in the forefront of the development of materials for the mass media. 1In
Nigeria the Nigerian Educational Technology Centre is active in this field

and in Guyana the Radio Broadcasts Unit works closely with the Curriculum
Development Centre. Some countries are hampered in developing these facilities
by technical difficulties including problems with the quality of media services.
India, however, has a well-developed system for delivery of schooling by radio
and television for lower secondary level (classes six to ten). All India
Radio (AIR) designs programmes and involves educationalists as advisers. The
programmes are regularly put out by as many as thirty-two stations and there
are facilities for relay to remote areas. More than six thousand programmes
are broadcast every year to school children and nearly sixty thousand schools
have receivers. Four television stations also produce programmes with lan-
guage teaching and science predominant. The NCERT is now planning the co-
ordination of media programmes with what is being done in schools:

But there is still a very long tough road to go before it
becomes an accepted normal pattern rather than an experimental
{one).

In other countries, also, the emphasis is on the use of the mass media
for science and language teaching. It is very clear, however, that radio and
television programme makers follow the design of subjects as taught in the
schools. 1In very few countries is there evidence that the use of the media
has had any significant influence on the design of learning materials used in
the schools.
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Examinations Policy

Examinations inevitably have a great influence on the sequencing and content

of the curriculum. The majority of countries in the New Commonwealth are
gradually localizing control of national examinations at the end of the primary
school (where they are held) and at the end of lower secondary school. It is
worth repetition that localization of control of examinations has removed a
major constraint on the development of curricula for national purposes.

Ministries of education have set up a variety of mechanisms for the
control of examinations. Malaysia is representative of a widespread pattern
whereby a special unit within the ministry, the Examinations Syndicate in this
case, controls and runs the Lower Certificate Examinations. In Fiji, as an
example of a variation on this theme, the Class Six, Eight and Form Four exami-
nations are run by a panel of examiners for each subject area, drawn from the
teachers and the Ministry's Curriculum Development Unit.

Local, Regional and External Control

At the upper secondary level, in contrast, many countries rely on external
examining bodies in co-operation with the Ministry of Education. At present,
therefore, a dual system of examinations is operating. The Cambridge Overseas
Certificate is still widely used, but regional co-operation is to some extent
replacing reliance on external bodies at the lower secondary level. The West
African Examinations Council is well established. The Caribbean Examinations
Council has been very active. Such co-operation reflects regionalization based
largely on countries of the New Commonwealth. In the South Pacific, in contrast,
Australia and New Zealand play a direct part in the conduct of examinations of
some of the smaller member states in that region. The pattern in the Solomon
Islands is an-example of the way in which local control is combined with
regional co-operation. Since 1978 the Solomon Islands' School Certificate
Examinations Board has controlled the School Certificate Examination taken at
the end of form five. This is set by teachers appointed by the Board with ten
consultants from the University of the South Pacific, the University of Papua
New Guinea and the University of New England (New South Wales, Australia).

Currently few countries of the New Commonwealth have moved all the way
towards localizing examinations at both lower and upper secondary levels. Even
where regional co-operation is traditionally close, problems in maintaining it
are many, as shown by the recent decision of Botswana to leave the Botswana-
Lesotho-Swaziland Council and to take administrative control of its own junior
certificate examination. Nevertheless, two factors are likely to intensify the
trend towards local and regional control of examinations; the concern for
relevance in the curriculum and the need for countries to have autonomy to ex-
pand and adapt their schooling systems as the pressure for mass secondary
schooling intensifies.

Primary Leaving/Secondary Entrance Examinations

In the New Commonwealth some countries, Malaysia for instance, have no primary
leaving/secondary entrance examination at a national level. Malaysia has a
very high level of enrolment at the lower secondary level. But, in other
countries where, for socio-economic reasons, students are unable to take
advantage of available secondary schooling, the primary school leaver needs

a certificate as public recognition of his achievement. Unless, or until, a
nine to ten year basic education is both free and compulsory (or voluntary
enrolment is high) it is very difficult indeed for a country to do away with
examinations for selection of some sort at the end of primary school.
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The Seychelles is in the fortunate position of having a very high volun-
tary enrolment rate. It intends soon to introduce a ninth year of schooling
on a voluntary and free basis. The Junior Secondary Entrance Examination will
then be phased out. In Tonga the seven year basic cycle is free and compulsory
but a secondary entrance examination is still necessary because of the limited
number of school places available at the beginning of the secondary level. 1In
Singapore there is a secondary entrance examination after five years of free
but voluntary schooling. This selects students for extended basic schooling
or vocational training. A number of countries are still in the process of
achieving a five year or so basic schooling for all. Secondary school ex-
pansion, therefore, must compete with the expansion of primary education and
must remain severely limited for the time being. In these cases the primary
leaving examination is likely to be retained for the foreseeable future.

Lower Secondary Examinations

Most countries in the New Commonwealth have a public examination at the end of
lower secondary schooling (after nine or ten years of basic education). Exam-
ples would be the Lower Certificate of Education in Malaysia, (Figure §p.32) or
the Matriculation in India. Since most students leave school at this point the
examination may serve both as a leaving certificate and as a selective device
for entry to upper secondary schools. Guyana provides a flexible examination
system whereby students can gain a certificate of achievement which recognizes
their efforts if they have to leave school after Form Three of the Community
High School Programme (Proficiency Examination Part 1) or if they are able to
complete the course in form four (Part 2). There is also the Caribbean
Examinations Council examination for able students at Form Five.

A number of countries operate external or regional examinations as well
as local ones at the end of the lower secondary programme. These examinations
usually cater for the ablest students who aim to continue their studies. The
Cambridge Overseas Certificate and the Caribbean Examinations Council General
Certificate are external and regional examples respectively of these and the
Malaysian Certificate of Education taken at the end of Form Five after eleven
years of schooling is a locally-run example which is intended to replace
Cambridge.

Reducing the Number of Examinations

Some countries of the 01d Commonwealth are reducing the number of examinations
held at the secondary level. These countries have all, of course, now achieved
universal schooling for ten or so years. They have no need, therefore, for
examinations at the end of primary school to sort out the students who will
enter secondary school. The trend towards a common school at the lower secon-
dary level, where it exists, also obviates the need for selective entrance
examinations for these are not needed to sort out students for different
categories of secondary shool.

In Canada and some states of Australia there are no public examinations
at the lower secondary school level. Tests for achievement and proficiency
are run at the local or school level. In England, Wales and Northern Ireland
examinations are held but are not compulsory. At the end of the higher
secondary level almost all countries have a public examination. External boards
are still very much a part of the system in New Commonwealth countries at this
level. Western Australia has no public examination except for the Tertiary
Examinations, held at the end of the twelfth year of schooling:

From 1975, a single level examination called the Tertiary
Admissions Examination became the responsibility of the
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Board of Secondary Education. Establishment of the TAE
allowed the introduction of ...v.4e¢...... internal school
assessment and hence greater involvement in schools in the
determination of academic outcomes at Year 12. Deliberate
attempts by superintendents and principals to encourage
wider participation in decision making was aimed at estab-
lishing a greater sense of involvement by teachers, parents
and students ...... The follow-on from this reduction in the
examination nexus between secondary and tertiary institutions
appears to be an increasing trend towards diversity within
state secondary schools. Rather than secondary education
being aimed at one final examination, schools seem much more
willing to undertake ....... school based programmes, largely
designed to meet ...... local requirements. This process has
not been discouraged by the departmental administration which
has laid down guidelines for the development of such school
based programmes .....

In Canada an accepted alternative to the final examination is the accre-
ditation system. New Zealand and Malaysia combine accreditation with examina-
tions. In Saskatchewan, students accumulate credits for courses taken through
years ten, eleven and twelve. The system builds in flexibility for students
who may be unable to complete grade twelve for they may leave school with a
number of credits at any stage. In countries which experience progressive drop-
out throughout the secondary level and wish to avoid having public examinations
every two years or so the credit system provides a well established alternative.

Increase in the Number of Examinations

England and Wales have recently been looking at the system of examinations in
operation. At present, there are two levels of the General Certificate of
Education (GCE), ordinary level ('0'), normally taken at age sixteen, and
advanced level ('A') taken at age eighteen. At sixteen there is also the
Certificate of Secondary Education (CSE), grade one of which is comparable to
an '0' Level pass. No examinations are compulsory though most students attempt
at least one subject. There is the possibility that these two examinations may
be amalgamated but the matter is controversial, technically difficult and by
no means settled. Alongside this attempt to reduce the number of examinations
at sixteen plus there are proposals to establish a new Certificate of Extended
Education (CEE), cesigned for students who are unable to achieve an '0' Level
pass or its equivalent but who wish to continue in school beyond the compulsory
age for one year. This proposal for a new examination must be seen in the
light of a context of universal secondary education to sixteen and high levels
of unemployment for school leavers. The Schools Council proposals for two new
examinations to replace advanced level was discussed on page . Though not
accepted by the government it is indicative again of a trend towards the demo-
cratization of upper secondary level education.

The likelihood is that most countries will phase out a primary leaving
certificate if and when compulsory common schooling is introduced at the lower
secondary level. For the foreseeable future it is likely that the majority of
students will leave school after a basic nine to ten year programme. It is,
therefore, probable that students, employers and the community will demand
the retention of some form of secondary leaving certificate based on perfermance
levels. For countries where students drop out progressively before nine or
ten years it is reasonable to suggest that students need some form of certifi-
cation after years six, seven and eight. It is likely therefore in many count-
ries that a significant reduction in the number of examinations will take place.
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Examination Requirements

But, more important perhaps than the number of examinations is the purpose

for which they are run and what they are intended to assess. Currently the
emphasis is on achievement at a certain level on a subject basis. Various

models are represented in the Commonwealth.

In the New Commonwealth the favoured model at the lower secondary level
is for a pass to be contingent upon good grades in core subjects, ranging
from two to six subjects according to the country. Apart from this requirement
a free range of optional subjects is possible, practical constraints apart.

Another model is where a minimum number of subjects must be passed (core
subjects may also be specified as prerequisites for a pass). A similar model
is where a certain aggregate score must be attained. In Botswana, for example,
a student must pass four subjects plus English and obtain an average score of
40 or more out of 100 when the marks of six of the subjects are added together.
The requirement for English indicates the importance of this language for higher
studies and is a stipulation common to many countries. In Tanzania, the list
of subjects which must be passed is Kiswahili, social science, natural science
or commerce, maths, a foreign language and political education.

Nigeria and India exemplify a model where the student must pass a subject
or number of subjects from certain groups. This device may force the student
to specialize in arts, sciences, technical or commercial subjects, or more
usually, it may force the student to study generally across the range of
specialist fields.

New Zealand recently phased out the group-pass model in favour of the
scheme favoured in England, Wales and Northern Ireland and in Singapore and
Sri lLanka. In these countries a student may offer as few or as many subjects
(usually no more than ten) as heé wishes. He can obtain a certificate in any
one of these. In Singapore a minimum grade of six is necessary for a pass. In
England there is no pass grade but students are ranged from A to E. Cyprus is
in the process of limiting the scope of its final school leaving examinations
to a few subjects only:

We believe that this weight-lifting will help the pupils
to get rid of an, in many ways, purposeless stress that
the examinations create and, moreover, will give them
time and impulse for creative work on substantial matters.
With the limitation of the examinations the possibilities
of promotions are increased and thus the pupils have more
chances to continue their studies to higher levels.

(Dr C A Sophianos, Minister of Education, Basic Issues of
Educational Policy, n.d., p.20)

Science and Technology

At the higher secondary level most countries allow students to self-select into
a free range of options for examination purposes. Over recent years there has
been a major shift in the New Commonwealth towards a preference for scientific
and technological subjects and away from the arts. This trend is not so
apparent in the 0ld Commonwealth. England and Wales reports a continuing
emphasis on the arts, a trend common to thé other 0ld Commonwealth countries.
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Modes of Assessment

As we have seen, many countries are progressively de-emphasizing public exami-
nations. Instead they are moving towards internal school-based assessment for
evaluative and diagnostic purposes. Tests and examinations are held as occasion
demands or on a "continuous" basis instead of at fixed weekly, termly or yearly
intervals. Assessment is becoming less a matter of judging students' perfor-
mance at discrete intervals for predictive purposes and more a matter of
monitoring progress, diagnosing weaknesses and their possible causes,and indi-
cating guidelines for remedial action.

Teacher-based Assessment

"Continuous" testing indicates that teacher-based assessment is now widely used
either as a substitute for external assessment or in conjunction with it. 1In
Tanzania as much as fifty percent of the assessment for public examinations is
teacher-based and in Cyprus it is sixty percent. Teacher-based assessment
takes many forms. In Tanzania, the teacher evaluates the character and pro-
ductive work of the student as well as his academic work in accordance with

the principles of African Socialism and Self-Reliance. 1In Nigeria and Botswana
the teachers assess the practical aspects of scientific and practical subjects
for public examinations. In Barbados and St Lucia teachers assess students'
projects and assignments in local history. In England and Wales for 'O’

Level GCE and the CSE the choice of whether assessment should be teacher-based
or external is left to the school to decide. These examinations are conducted
by the examining boards in three modes. In Mode One, examinations are conducted
by examining boards on syllabuses set and published by the board. In Mode Two
examinations are conducted by the examining boards on syllabuses devised by
individual schools or groups of schools and approved by the board. In Mode
Three the examinations are set and marked internally by individual schools but
moderated by the boards on syllabuses devised by individual schools or groups
of schools. Mode One is the traditional approach and is still the usual
practice though. increasingly there is a measure of teacher involvement. Mode
Two is used by both GCE and CSE boards although not to any great extent, (only
2.5% in 1977 for CSE). Mode Three is more widely used by the CSE boards. (In
1977 about twenty-five percent of the CSE subject entries nationally were in
Mode Three.) Clearly teachers in England and Wales are somewhat cautious

about taking on the additional work and responsibility involved in preparing
their own examinations. Many still prefer the more conservative approach of
externally conducted examinations.

Objective Testing

In both internal and external assessment there has been a strong trend in
favour of the easily-marked objective tests, multiple choice questions and
tests for specific skills and aptitudes. Essay-type examinations have recently
been somewhat out of favour. Objective tests have the advantage of being marked
by computer as in Malaysia and Mauritius but they do need good item-banking of
questions if the questions are to vary. Singapore is currently building up its
item bank for this purpose. The other main problem is that questions are dif-
ficult to compile and require skilled handling if they are to test the know-
ledge, skills and aptitudes for which they are intended. Also, skills tested
by the writing of essays may be neglected in the curriculum if essay writing
for examinations is not a requirement.

35



Formal Examinations Again?

It is noteworthy that despite the very firm trend towards teacher-based assess-
ment and continuous testing there are signs of a move in the opposite direction.
Some Canadian provinces are re-introducing formal examinations. Papua New
Guinea is rethinking its recent experiment whereby the teachers are responsible
for three-quarters of the assessment, and is considering a move back to external
assessment of formal examinations. There is a need to examine the reasons for
this trend. One may be a lack of expertise or commitment among teachers in
techniques of assessment; another may be the problem of standardizing school-
based assessment nationally. Another possibility is that communities, parents
and employers have greater confidence in the traditional modes of assessment
which they judge to be fair.
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PROGRAMMES AND PROJECTS

This section describes some of the significant curriculum projects, pilot
studies and initiatives which member countries have undertaken over the last
five years. The number and variety of these is very great. The projects
outlined here are selected because they are of special significance in the
countries which reported them or they have features which may be of interest
to other countries. Descriptions are based solely on material submitted by
the countries concerned. In some cases, in the interests of economy, certain
details are omitted. Inevitably the focus is on centrally-planned curricular
reforms. The picture painted probably obscures somewhat the extent and
richness of the many local, modest,small-scale efforts of teachers and schools.

Wholesale Reform

The distinction must be borne in mind between those countries which have under-
taken wholesale and sometimes radical reform of the secondary curriculum in
recent years and those where reform has meant the revision of certain aspects
of the curriculum. The general picture in almost every Commonwealth country

is of rethinking and activity. The scene varies from one of routine institu-
tionalized renewal of the curriculum to radical and concentrated reform. The
vast majority of projects are initiated, sponsored and directed by the national
or state/provincial level educational authority. In some cases there has been
considerable input from international and bi-lateral agencies.

Following are but a few examples of projects and programmes concerned
with wholesale reform.

BANGLADESH

In 1975 the National Curriculum and Syllabus Committee was set up to examine
proposals from the National Education Commission and to suggest new syllabuses
for the whole school system:

The committee submitted its report in four phases. The reports
include: Conceptual frameworks and principles .... detailed
curricula and syllabi for selected subjects for each class,
guidelines for text-book writing and suggestions for teachers'
guides and aids .... New text-books were introduced in Classes
One to Three in January 1978 and €Classes Four and Five in
January 1979. The text-books for Class Six (will be) intro-
duced in January 1980.

The Bangladesh programme was planned, approved and implemented for the primary
level in three to four years.
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BARBADOS

A similar programme in Barbados managed to complete syllabuses for a number
of subjects at the primary level between 1974 and 1979 and is still piloting
secondary syllabuses. One problem, however, has been that this length of time
has proved inadequate for efficient implementation.

The National Curriculum Development Council was a
project set up by Cabinet decision in 1974; its duties
were mainly:

(a) To review the existing curricula in the
various schools.

(b) To advise the Minister on the subjects to
be taught at each level in the primary and secon-
dary schools and the time to be allotted to the
various subjects.

(c) To set up committees for the production of
syllabuses, guidelines, lists of appropriate text-
books and teaching material, and to make recommend-
ations thereon to the Minister.

The overall aim was to improve the quality of the curricular
offerings in the various schools at primary and secondary level.
The length of life of the NCDC was not specified.

During the five year period 1974-1979 primary syllabuses
were completed in the following subject areas:

Agriculture, Art and Craft, Language Arts, Mathematics,
Health Education, General Science, Music, Social Studies,
Religious and Moral Education. These have been piloted,
revised and are being implemented.

The secondary syllabuses produced were in the areas of
Agriculture, Industrial Arts, French, Spanish, History, Health
Education, Language Arts, Art and Craft, Music and Geography.
Secondary Language Arts is being implemented in 1979, but the
other subjects are still being piloted.

The specific vocational subjects being taught are Type-
writing, Business Education, Agriculture, Industrial Arts,
Housecraft; of these Agriculture and Industrial Arts are under
the aegis of the NCDN.

The content of the syllabuses, especially Agriculture and
Social Studies, is not rigid, but can be utilized by individual
schools to cement a close relationship with their community.
The main problems associated with this programme are:

(a) The adequacy of resources to efficiently

implement the syllabuses over the entire island

within a relatively short period of time.

{b) The apparent tardiness of subject committees to
work on the production of syllabuses. For years text-
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books, syllabuses and materials had been imported.
Effort is therefore needed to spur on the sub-
committees to complete their tasks.

Members of subject committees, however, are also teachers
and carry a full-time work-load.

SWAZILAND

Unlike Barbados which exemplifies syllabus renewal that is carefully piloted
before being implemented nationally an increasing number of countries use the
pilot or experimental formula on a small scale and then test and evaluate
before committing themselves to national level programmes. This device needs
careful and realistic timing and phasing. The Swaziland Secondary Curriculum
Project is an example of a scheme which incorporates these features.

The project is sited at William Pitcher Teacher Training College Campus,
Manzini, which is an urban area. The building housing the unit is shared with
the Primary Curriculum Unit (supported by a USAID project) to facilitate close
co-operation. It is a National Curriculum Development Unit under the control
of the Ministry of Education. The Unit is supported by a UNESCO/SIDA project
with proposed bi-lateral assistance from UK sources.

Secondary Curriculum Project
The short term objectives are:

(a) To establish a fully operational Secondary
Curriculum Unit.

(b) To train a staff of Swazi national personnel

to operate the unit within four years of the opening
of the projects.

(c) To initiate the implementation of a reformed
curriculum by:

- producing the curricular materials for years
One, Two and Three.

— trialing, piloting, evaluating and revising
materials for years One and Two.

- evaluating the trial teaching of year 3 materials.
- assisting in the in-service and pre-service
training of teachers necessary for these

three operations.

(a) To initiate a system of continuous assessment,
aptitude testing and pupil guidance by:

- producing draft II* aptitude tests suitable for
administering to secondary school entrants and

Form II pupils.

- producing draft II* attainment tests for Form I
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and draft I* attainment tests for Forms II and III.

~ training Guidance Teachers in the administering
and interpretation of aptitude and attainment tests
and in the techniques of pupil guidance based upon
these interpretations.

- training all teachers in the techniques of admini-
stering standardized attainment tests and recording
results according to an established system.

(e) To negotiate reformed examination prescriptions
and examining systems with the existing public exami-
nation body.

(f) To advise, on request, the Ministry of Education
on any matters related to the attainment of these objec-
tives.

UNESCO/SIDA inputs are:
(a) Personnel
1 Curriculum Co-ordinator/Project Manager
1 Science Curriculum Specialist
1 Development Studies Curriculum Specialist
1 Home Economics Curriculum Specialist
1 Elementary Technology Curriculum Specialist
1 Specialist in Educational Research

Consultants: International
Local

Administrative and Production Staff

(b) Prototype Materials Production Workshops
Local personnel costs

Materials

(c) Equipment and Miscellaneous Costs

The proposed inputs from UK sources are:

1 Mathematics Curriculum Specialist

*A draft I tests is one that has been administered to one group in the proces
of standardization. A draft II test is one that has been administered twice.
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Subject Focused Reform

In the early 1960's the pattern throughout the world was for reform to be con-
centrated on single subjects within the curriculum. Change was conceived
centrally and implemented, if at all, via the '"ripple' effect of a '"model"
project. More recently the concept of a model project has given way to the
idea of the pilot project (which may ultimately serve as a model after evalua-
tion and revision). Today, as we have seen, pilot projects are extensively
used by central agencies and with some limited teacher involvement. The
emphasis too is still on subject-focused reforms. Currently, however, it is
rare for a single subject to absorb the attention of the curriculum developers.

Most countries are concerned simultaneously with the range of subjects
across the curriculum and, as we have seen, with the integration of some of
them. Today too, there is effort to relate the changes in any one subject to
similar changes in the approach to other subjects. For example, reform in a
number of subjects may exemplify a concern with relevance or the adaption of
the contents to suit mixed-ability teaching. But the most important emphasis
to emerge from analysis of the projects and programmes is concern with reform
related to the internal and external efficiency of the school. In terms of
internal efficiency, (the concern with how much and how well can the student
learn with given resources), the problems are how to relate the aims, objec-
tives and contents of syllabuses to the developmental stages, life-experience
and necessary life-skills of the student and how to devise the most effective
teaching-learning strategies. In terms of external efficiency the problems
are how to incorporate up-dated but ever-changing new knowledge and how to
select material which is relevant to the social, economic and political deve-
lopmental needs of the nation. Fellowing on from these concerns some curricu-
lum projects emphasize the need to ensure relevant and effective implementation
of changes by involving the teachers and sometimes the community in curriculum
renewal. The extent to which countries have achieved teacher and community
involvement varies greatly and is somewhat problematic.

SOLOMON  ISLANDS

The process of secondary curriculum development in the Solomon Islands,
1975-79, exemplifies many of these concerns. The government's overall aim in
education is to provide a co-ordinated system of education which will:

(a) Meet the nation's nceds for skilled manpower
as quickly as possible.

(b) Provide a basic education for all children,suited
and related to the environment in which they will live
and work as adults.

The Solomon Islands has an expanding secondary school system with about
thirty—-four percent of primary school leavers entering secondary school. In
a complete overhaul of the curriculum new course objectives and guidelines
have been developed since 1975:

The aims of each course can make a unique and sig-
nificant contribution to the achievement of the national
educational goals of the Solomon Islands.
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The purpose of the Secondary School Curriculum
Committee is to co-ordinate and.facilitate the functions
of the various subject committees/panels in developing
a relevant secondary school curriculum.

It is intended that the community will become more
involved and would be informed by newsletter, radio, semi-
nars and lectures, visits to CDU and teacher-parent asso-
ciations so that they will accept and support the changes
taking place in curriculum development.

Having decided on the specific aims for each subject,
the (subject) panels devised an appropriate content. The
panels also do their own original writing based on research
here. For example, the Social Science Committee has already
produced units on "Making a living in Honiara''. The English
panel are making use of local stories as comprehension exer-
cises. In Mathematics the panel members asked most employers
in Honiara about the skill that they expect of their workers
when they first join the business. These findings were incor-
porated into the Maths curriculum. These are but a few of the
examples of our attempts to give the curriculum greater relevance
to the Solomon Islands.

As you can see much of the curriculum development work at
the secondary level is teacher-based. (Report submitted by the
Curriculum Development Officer, Secondary).
The process of curriculum development in the Solomon Islands is ultimately
subject-based and exemplifies concerns with curriculum quality. The problems
which emerge there are common to many countries. These are:

(a) Lack of professional and technical expertise,

(b) Lack of teacher education and training in the
philosophy and methods of the subject area.

(c) The persistence of traditional teaching approaches.

(a) Lack of finance for resource facilities, workshops
and in-service work.

(e) Lack of community involvement at present.

(f) Teachers themselves are very busy people so the
work tends to be slow.
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SCIENCE

Perhaps the most widespread concern in terms of subject-based reform has
been to update and localize science. A few case studies must suffice here
to exemplify a wide variety of projects.

BOTSWANA

Botswana is facing massive expansion at the secondary level and about seventy
percent of the primary school leavers are now entering secondary school. The

Integrated Science Programme was designed to meet problems arising out of this
expansion.

Integrated Science Programme

Concern about the poor quality of science pupils
and the need for science-based graduates in the country,
led to the formation of Subject Panels drawn from expe-
rienced teachers in secondary schools in 1972.

Dissatisfaction with the science syllabus called
"Introductory Science" was expressed by both teachers
and Ministry Officials. There was no guidance on the
depth to which topics were to be treated and some of the
topics were considered unsuitable for the first three
years of secondary school. Moreover the syllabus was
presented as a series of topics in physics, chemistry
and biology with physics forming the largest component
in the syllabus.

A paper was put forward proposing a complete
revision of the science syllabus and presenting arguments
for the adoption of 'Integrated Science' in the first two
years of secondary school. Arguments similar to those put
forward by the Schools Council in England were presented.
Children at this age should see science as a whole; there
were arguments about the unity of science and a plea for
doing away with the pigeon-holing of knowledge and the
belief that pupils would gain a better understanding of the
unity of science if they were taught science in an integrated
fashion by one teacher. The. case for integration was thus
firmly established and it was the duty of the Science Curri-
culum Development Officer and the National Science Panel to
put the above ideas into practice.

Integrated science schemes in other parts of the world
were studied by the Panel and it was finally decided to base
the Botswana Integrated Science course on the Scottish scheme.
The Botswana scheme came to be called "Science by Investiga-
tion in Botswana" emphasizing the practical nature of the
course. The broad aims of science education at this level as
contained in Curriculum Paper No 7 of the Scottish Education
Department were adopted unaltered, including the three main
themes of Energy, the Particulate Nature of Matter,and Life,
which were to form the main integrating links in the course.

The National Science Panel subsequently decided to
adapt the Scottish scheme to conditions in Botswana.
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The question of relevance to the Botswana context
was considered while at the same time considering the needs
of the majority of pupils whose education would be terminal
at the end of three years of secondary schooling. The
course at the same time had to lay a firm foundation for
those pupils who would be continuing with science in the
fourth and fifth year of secondary school.

The course was divided into 15 units which were
to be taught in the three years of Junior Secondary
education. Each unit was supported by a series of pupil
worksheets and teachers' guides. Regular in-service courses
were to become an integral part of the education system in
Botswana, mainly to familiarize teachers with the new scheme
as it was recognized that most teachers had specialized in
only one science subject at university. Detailed teachers'
guides prefaced with specific objectives were produced for
those unfamiliar with the other branches of science. Re-
cently two textbooks to supplement the course have been
written by local authors from Botswana, Lesotho, and
Swaziland. The books are titled: 'BOLESWA Integrated
Science' Books I and II.

The main changes in emphasis have been from a talk
and chalk method of presenting science to a more pupil-
based course where pupils are involved in doing the expe-
riments themselves or what has been called a 'guided
discovery' approach by the Nuffield schemes. There is thus
more stress on practical work done by the pupils and less
stress on demonstration work done by the teachers. There
is a move to reduce rote learning and to develop the pupil's
ability to think for himself, to reduce factual recall of
information and an emphasis on comprehension and application
of knowledge gained to new situations. This is reflected in
the type of questions asked in the National Examination which
are in the main objective type questions or structured where
longer answers are required.

Pre~testing of questions for examination purposes is
now being carried out with an item analysis at the end to
increase the validity and reliability of questions set in
these examinations.

GUYANA

Guyana is one of a number of countries adapting science curricula for the
Caribbean Examinations Council Examination at Form Five level. Since 1976
Guyana has made its secondary education free for all. Approximately eighty-
seven percent of primary school leavers now enter secondary school and up

to seventy-three percent continue up to fifteeen years of age. Most teachers
are non-graduates and roughly half are trained. Guyana has introduced general
science in Forms One to Three and is concentrating upon Integrated Science for
Forms Four and Five.

45



Pilot Project - Integrated Science at 4th and 5th Form Levels
Objectives:

(a) To provide teacher and pupil material to

enable teaching of the science syllabus for the
Caribbean Examination Council Examination. (The
syllabus is a two-year one for the 4th and 5th forms).

(b) To provide background/resource materials which
emphasize scientific applications in everyday life and
industrial activities particularly for local industries.

(c) To develop teacher competency through workshops
and seminars.

(d) To develop skills in measurement and evaluation
relevant to the continuous assessment requirement of
the CEC examination.

The project is spread over the rural/urban districts;
and has initially a five-year limit 1977-81.

Between 1977 and 1979, 10 schools and 25 teachers were
involved. By 1981 there will be 13 schools and 35 teachers

participating in the Project.

The strength of the pilot project lies in:

(a) Links with industry and everyday applications.

(b) Participation by teachers in preparing and

testing materials.

(c) The variety of materials for most situations.

(d) Emphasis on students acquiring skills and attitudes

in addition to knowledge of content.

Two problems in the main weaken the effectiveness of
the project:

(a) A shortage of competent science teachers.
(b) A shortage of reprographic facilities.

The essential feature of the project is the production
of resource materials, background reading and teacher guides
in regard to the methodology required for Integrated Science.
This exercise has great relevance for Guyana as it could lead
to a resource/retrieval system which would assist science
teaching generally. Examples of materials produced so far

include:
(a) Studies on local industries.
(b) A teacher's guide to project work.
(c) A guide to assessing enquiry skills and
attitudes.
(d) An introduction to independent learning.
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FIJI
Basic Science Forms 1-4 and Physical and Biological Sciences Form 5

Fiji along with other Pacific Islands has developed a Basic Science course for
Forms One to Four, the aims of which are:

(a) To give the likely Form Four "terminator"
a good all-round terminal course.

(b) To give the likely on-goer a satisfactory
foundation of post Form Four work.

Sponsored by the Ministry of Education with help from UNDP/UNESCO this
is a large scale project begun in 1972 and scheduled to be trialed and
nationally implemented to Form Four by 1976.

This 1is an integrated science course; to a large extent
activity-based and child-centred and thus has been
large degree of acceptance.

The course was nationally implemented without
printing pupil's books. This has created a lot of problems.

Fiji has also developed a more advanced physical science and biological
science curriculum for Form Five. After trial and revision between 1375-80
it is due to be implemented in 1981.

This is a totally different course as compared to the physics
courses based on the 1945 prescription. The (new) physics
course is expected to replace these courses but the thinking
in some quarters is that the new course should place the same
emphasis on content as the older courses did. However, this
is not possible in view of the (ir)relevance of some of the
topics in the old courses (to present education needs).

Also the course is pupil centred, activity based and
is designed to develop certain skills and attitudes along
with scientific concepts. This called for lots of activi-
ties to be carried out by pupils in small groups. In many
cases this is not being done due to large science classes
(up to 45 in many cases) and inadequate facilities. This
leads to the course being taught in a traditional fashion
and therefore some of the objectives of the course are not
achieved.

For its Biological Science course for Form Five there was great demand:

The course was readily accepted by most schools in Fiji.
There was a great demand for its introduction in the non-
trial schools during the trial stages, and as a result
only a few schools are not taking this course at the
moment.

However,

..... it has been necessary to recognize that pupils

will have come from widely differing backgrounds and that
the schools where the subject is taught will vary consi-
derably in teaching facilities and equipment, class sizes,
staffing stability and teacher competence.
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NEW ZEALAND
Form Five Modular Science
As a last example of various approaches to the development of science at
the lower secondary level, the New Zealand modular science programme is out-
lined for its attempts to incorporate flexibility and individuality.
Objectives:
To develop modules of units of work from which
teachers could construct a course in Biological Science,
Physical Science or Alternative Science which would:
(a) Provide for individual differences in students
and opportunities for students to gain satisfaction
through involvement.
(b) Encourage students to study individually; seek
knowledge from the descriptions and explanations of
others; operate in groups and accept that other people

do not always see the same phenomena as they do.

(c) Emphasis is placed on individual student develop-
ment and on methods of learning.

Location:

Department of Education, Weliington, New Zealand.

Control:

Director of Development
Curriculum Development Division
Department of Education

Privaté Bag

Wellington

New Zealand

Time-Scale:

1974-1984

Finance:

During trials finance comes from the Curriculum Development Division's
publications and conference vote.

Size:

Trials are being carried out in 40 schools. Probably there will be an
extension to all secondary schools in New Zealand.
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Outcomes to Present:
A wide variety of courses being offered in trial schools.
A significant change of school and class organizational patterns.

A significant degree of experimentation with teaching practices and
learning styles.

A concern about internal assessment has led to the production of guide-
lines, item banks, and increased knowledge about scaling procedures in

both the school and national context.

A rapid development of resources and techniques at schpol level fo
assist individualized learning programmes.

Some progress with resource development for teacher training.

Future Activities:

The continued collection of module teaching approaches and identitica-
tion of resources. From this the production of guidelines for each
module. Publication of these during 1979-80.

The continued development of item banks.

Study proposals for the most effective ways of reporting attainment
and the attributes of students.

Study the feasibility of internal assessment on a national scale in
these subjects.
Evaluation:

There is on-going evaluation using questionnaire and structured
interviews with teachers and students.
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MATHEMATITCSS

A number of countries have experimented with mathematics curricula. Nigeria

and Tanzania implemented the Entebbe (new) Mathematics which had already been
adopted in Uganda but took the brave decision to revert to traditional mathe-
matics onco'uxperionce showed that in the Nigerian and Tanzanian context the
axperiment was nol. a success. In the Caribbean and the South Pacific the modern
approach to mathematics is well established. 1In England, according to 1M
Inspectorate:

Modern mathematics has been understood differently by diffcecrent
pecople; for some the cemphasis has been on new content while

for others it has been on teaching by methods which are practi-
cal and informal. Again, for some pceople the new content has
implied merely a variety of topics with no close interconnections,
whercas for others intellectual coherence is paramount. This
tatter aspect has been important in some other countries, where
"modern" mathematics has stressed the introduclion of new concepts
with the expressed intention of using them subsequently in a hi-
ghly structured way to clarify long-standing areas of difficulty.
Generally speaking, knglish schools have seized on the informal
presentation of modern ideas, but the disciplined use of ithe con-
cepts to build up the more difficult areas of the subject has been
little pursued; to do so could in any case demand more carefully
planned continuity into the secondary schools than we usually
find; the ideas, morecover, are difficult for non-specialigt
teachers.

1{" the purposes of some modern ideas are misunderstood, time
cian be spent on trivia, and insufficient practice given to develop-
ing understanding and mastery of the structured skills which are
essentinl for future progress .... In spite of the widesprcad mis-
understanding the reforms have brought some substantial advantages
.... the changes in recent years have diminished the long-standing
fear of mathematics which so many children had ... there is often
agreement that the pupils benefil. from the greater emphasis now
given to graphical ildeas, and to statistics and probability.

(1IM Inspectorate, Mathematics, Science and Modern Languages
in Maintained Schools in Fngland: An Appraisal of Problems in some
Key Subjects, Department of Education and Science, 1977).

BOTSWANA
Cambridge School Certificate Mathematics

Botswana was deeply concerned about "the nlarming failure rate" in the
Cambridge Mathematics Syllabus € Examination. Therefore,a new Certificate in
Mathematics course was jointly designed by Botswana, Lesotho and Swaziland, to
improve students!' "competence in manipulative skills and increase their confi-
dence "

The chiet component of Lhis coursce is "basic numeracy"
which can be considered a3 4 combinalion of the ability
to perform calculations and the recognition of circum-
stances in which o certain calculation is appropriate.

The course is designed to strengthen the pupils!
grasp of basic concepts and operations, to reinforce
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their knowledge of topics previously studied and to
broaden their range of skills. The emphasis is on the
practical applications of mathemdtics to general careers
and non-scientific further study ....

Employers were familiarized with the nature and
content of the coursc and most of them appreciate its
worth in the knowledge that not only is a Certificate in
Mathematics more useful and meaningful than a failure in
the Cambridge School Certif{icate Mathematics Syllabus C,
but that this is a move in the right direction for our
young school lecavers.

NEW 7FALAND

A similar concern with standards is behind the New Zealand School Certificate
Mathematics Programme initiated in 1975.

Nelson-Marlborough Mastery levels Assessment Scheme
Objectives:

To establish a system of assessment whereby each pupil
is motivated to achieve at a level best suited to his/her
ability.

To define criteria for a five-level mastery system
against which achievement may be tested progressively during
the Form Five year.

Operation:

(a) The project operates in secondary schools in the Nelson-
Marlborough region.

(b) Operation of the scheme is in the hands of a local
co~ordinator, assisted by a committee of local teachers,
the Education Officer (Secondary Mathematics), and the
Curriculum Development Division, Department of Education,
Wellington, which acts in an advisory capacity.

(c) The project is sponsored by the Department of
Education through the School Certificate Examinations
Roard and the Curriculum Development Division.

(a) 1975 Meeting of Principals and Heads of
Mathemalics Departments in the region.
Formulation of scheme. Proposal made
to SCIB.

1976 Trial of scheme alongside Conventional

School Certificate. Courses for teachers
on mastery and assessment techniques.

51



1977 Project commenced. Further in-
service courses. National in-service
course to survey progess in this and
parallel mathematics schemes. Publica-
tion of brochure for parents and employers.

1978 Continuing in-service training courses,
held annually. Evaluation of scheme by
SCEB Mathematics Sub-Committee and con-
firmation of scheme for further three
years.

(e) The project involves approximately 1,500 pupils
in 13 schools. Only one large and one medium-—-sized
school in region are not involved in scheme.

(£) The scheme has been successful in achieving its
basic aims. Communication with employers to gain
acceptance of scheme has been a problem. Matching
mastery levels with norm-referenced grades for the
purposes of awarding Schocl Certificate has been a
major problem.

An important feature of this project is the continuing emphasis on the training
of teachers to handle the new approach to mastery learning and assessment. The
project was evaluated after one year's full implementation before continuation
wis guaranteed.
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AGRICULTURE

In response to the demand for relevance a number of countries are continuing

to emphasize the place of agriculture in the school curriculum on the grounds
that it is into agriculture that most students will go after leaving school.
The place of agriculture in school as a vocationally-oriented subject has
always proved controversial and its merits doubted. However, the recent trend
has been both to retain agriculture or agricultural science as a subject and to
approach it also through science, maths and environmental studies. Agriculture
syllabuses are being radically revised. In Papua New Guinea there is a major
shift from teaching commercial to subsistence farming. 1In the Tanzanian secon-
dary schools with an agricultural bias (see p ), students must study
subjects across the curriculum; agriculture, however, constitutes thirteeen out
of a total fifty-four periods a week and physics, chemistry and biology another
ten.

BOTSWANA, LESOTHO AND SWAZILAND
Botswana-Lesotho-Swaziland Agriculture for Junior Certificate

With the introduction of the Diversified Curriculum
in the secondary school system in 1970 more and more schools
took to teaching agriculture at Junior Certificate level.
Even then the success or failure of the programme depended
on the interest and initiative of individual teachers.

When the Junior Certificate Examinations Council of
Botswana, Lesotho and Swaziland established subject panels
in 1972 to review the syllabi, the Ministry of Education
asked members of the Botswana Agricultural Teachers' Asso-
ciation (BATA) to form the Panel.

In April 1979 the Regional Panel approved the idea of
making practical work account for fifty percent of the final
grade in Botswana.

To strike a balance between theory and practical work,
practical activities, gardening, poultry raising, tree
planting etc. were re-designed and re-emphasized. Diary
cards for students, teachers' grading cards and trading
record sheets were designed, printed and distributed to
schools.

Practical examination techniques were designed and
approved by the Regional Panel and the Examinations Council
of Botswana, Lesotho and Swaziland.

Teachers' notes on topics like maize growing, ground-
nuts, poultry, orchards, small livestock, soils etc. were
worked out. The syllabus was re-arranged so that topics
came in their logical sequence.

In 1978 the scope of practical activities was expanded
to include secondary schools' contests in production, live-
stock, cereal and legume judgment. An in-service course was
held in January 1978, to bring the teachers up to date in
practical examination techniques, secondary school contests
in production and livestock and crop judgement.



A consultancy in secondary school agriculture which
collected information in October 1978 released its report
in February 1979. The report strengthened the case for
agriculture in the secondary school system of Botswana.

It recommended links with primary schools, teacher training
colleges, farmers and agri-businesses. It also recommended
the amalgamation of practical subjects with agriculture as
the base. We have started working on teaching units. A
publishing company that has published some Botswana books
is interested in helping.

Cambridge School Certificate Level

Realizing that the agricultural syllabus provided by
the Cambridge Examination Syndicate was irrelevant to the
conditions and needs of the Southern Africa countries, the
three sister countries of Botswana, Lesotho and Swaziland
also worked out an agricultural syllabus relevant to the
needs of countries in Southern Africa in December 1978.
The syllabus is such that each country can concentrate on
its particular needs while also teaching the broad aspects
covering Southern Africa and indeed general agriculture.

Swaziland Modern Agriculture:

The Schools'Agriculture Project was set up with the co-operation of the Agricul-
tural Faculty of the University of Swaziland at Luyengo and the Schools' Agri-
cultural Panel, a consultative body set up to oversee the project. One key
participant from the Faculty of Agriculture inspired and co-ordinated the
project.

From 1973 a series of booklets and units were produced as cheaply as
possible. They were used extensively in schools and evaluated with the co-
operation of teachers. The third edition of the units together with teachers'
handbooks is now being used. The course has a strong practical bias and is as
supportive of teachers' work as possible. Teachers' consultative meetings were
called before each new edition of the units was edited. The Schools' Agricul-
ture Panel brought in a wide range of interest and enthusiasm through repre-
sentatives of the Ministry of Education, the Ministry of Agriculture, the
University, a secondary headmaster, a primary headmaster, an agriculture teacher
and others.

Further details and comments on the project are given below. The
Swaziland project directors state that they would greatly value an exchange of
information and a dialogue on school agriculture with other interested countries
Schools' Agriculture Project

OBJECTIVES, have a bearing on the way the materials were written:

(a) To give students practical training in the skills
and techniques of farming.

(b) To teach agriculture as an applied science, cor-
relating it where appropriate with other subjects.

(c) To encourage respect for farming as a way of life.
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(a) To introduce students to farming as a
business.

CONTROLLED, by Ministry of Education, through the
Senior Inspector for Schools' Agriculture and the
Subject Panel.

SPONSORED, in the first instance by charitable
bodies. Money was obtained to begin producing units.
Later, as the project grew, the books which had been
supplied free at the beginning, were sold to students
to cover costs. Now the units are produced and sold
commercially.

Filmstrips to go with the units, were financed
from British aid.

TIME SCALE: 1973-79. New three year phase now
starting from 1979

SIZE AND SCALE OF THE PROJECT: Medium, becoming
large. At present 42 secondary and 48 primary schools
teach agriculture. It is the intention to expand into
all schools eventually.

STRENGTHS AND WEAKNESSES: There are plenty of
capable and interested people to press ahead with the
work entailed, in a diligent and sensible manner. They
have tried to produce materials as well suited as pos-
sible to the needs of Swazi students. The intention,
at least, has always been good.

Speaking with hindsight, one weakness is that
there has been no real development from the original
work in terms of format and style, merely revision of
sections of the text. The units are good in the way
they cover a wide range of topics, in presenting quite
complex material simply but a '"question and answer"
technique is employed throughout which may be repeti-
tous and therefore boring. More seriously, there is
too much 'spoon feeding'" and not enough "discovery"
in the course. Something on the basis of Nuffield
Science is called for, with well structured assignments,
stage-managed by the teacher using a good handbook,
but still with an emphasis on '"lets find out".

We have found that poorer teachers use the books
badly, as a crutch for their own support, making the
children read and learn by rote what is written there.

The books rather lend themselves to this treatment, unfor-
tunately.

For all their faults .... they have done a very
effective job over the years.

Lastly, we have been remiss in not taking the
initiative in co-operating with the Curriculum Unit.
This was largely an historical accident, in that we
had produced materials before the CU was effectively
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established. The time has clearly come for close co-
operation.

FI1JI
Modern Studies

Fiji's Modern Studies exemplifies concern with relevance in agriculture. The
project was started in 1973 and is still at the trial stage. A number of
schools are added each year. There are now forty-eight trial schools scattered
all over Fiji, in urban as well as rural areas. By 1980 it is expected that
all secondary schools will be able to run this programme.

Aims and Objectives:

The main purpose of Modern Studies is to make
secondary education more relevant to the future lives
of most children. It is a new approach to make life
more meaningful.

The course consists of two strands:

(a) Basic Topics: This aims to introduce
students to certain basic economic and commercial
concepts and skills that have application in.
economic development. The criterion of greatest
importance in selecting basic topics is their uni-
versality in economic life.

(b) Projects: The principal aim here is to pro-
vide opportunity for students to study and partici-
pate in projects of particular relevance to their
environment. It alsoc aims to re-inforce in a prac-
tical way the work done in Basic Topics and also to
demonstrate how basic biological and other scientific
ideas can be applied to improve plant and animal
production.

In Form Three a small project — "The Living Soil" -
is studied. It aims to give students an appreciation of

the importance of soil for food production.

In Form Four each school selects one project for
study. There are five projects:

(a) Growing Meat Chickens.

(b) Growing Vegetables for Profit.

(c) Growing Dalo for Profif.

(d) The Coconut.

(e) Profit in Plant Nurseries-

All these are rural-orientated but can be easily
adapted for urban situations, as has been done at Dudley

and Tilak High Schools.
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TECHNOLOGY

Manpower needs are reflected in the emphasis on technologically-based technical
and '"practical" subjects in the secondary curriculum. Tanzania has schools
"biased" strongly towards technical subjects. Sri Lanka makes the study of a
technical subject compulsory at lower secondary level.

SINGAPORE
Singapore reports:

Technical education and industrial training have been greatly
expanded to meet the manpower needs of the fast developing
industrial sector. Despite the stress on the teaching of
mathematics, science and technical subjects introduced in
1959 preference for an academic education and reluctance to
train for blue collar jobs have resulted in an inadequate
number of operatives, craftsmen and technicians. Consequently
the Government introduced in 1969 a new common curriculum for
the first two years of secondary education. More than four
times the number of students will receive technical education
beyond the first two years.

However, metalwork and woodwork (for boys only) is normally outside
school hours. Mathematics, general science and physics, physical science or
engineering science are compulsory examination subjects. Eight out of nine
elective examination subjects are technically biased. In the non-
technical stream one science or health science or home economics are the
technically-based compulsory examination subjects. Among elective subjects in
the non-technical stream basic sciences and mathematics are offered. Figures
5, 6, and 7 indicate the allocations for technical subjects.

NIGERIA
Technology for Secondary Schools

The Nigerian Federal Ministry is also keenly aware of manpower needs for its
expanding industrial base. 1In collaboration with the Ogun State Ministry of
Education it sponsors a project managed by the Comparative Education Study
and Adaptation Centre of the University of Lagos (CESAC). CESAC pilot-tested
a project Technology for Secondary Schools between 1967 and 1973 and is now
expanding it. The project objectives are:

(a) To provide technological literacy to all pupils
at the lower forms of secondary schools.

(b) To provide skills to start a life of work.

(c) To provide orientation for higher technologi-
cal studies.

The project is proving worthwhile in terms of its first objective but is
hampered by:

The capital costs for workshops, equipment and lack of

teachers. (It) requires careful planning to synchronize
needs and their provision.
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FIGURE 8

THE COMMON SECONDARY I AND II CURRICULUM

SINGAPORE
No. of Hours per Week*
Boys Girls
Taking Technical Not Taking
Subjects Technical Subjects
First Language and
Literature 5 5 5
Second Language 3% 3% 3%
National Language 1% - 1%
Mathematics 31/12 31/12 31/12
General Science 3% 3% 3%
Physical Education 1% 1% 1%
Civics % % %
Assembly % 4 %
History )
) 2% 2% 2%
Geography )
Home Economics - 1% * %3
Art and Crafts 1% 1% 14
Music/Singing 7/12 7/12 7/12
Technical Drawing 1% 1% *xx(1%)
Metalwork )
Woodwork ; **3 *%3 -
Basic Electricity;
TOTAL 28 28 28
* Minor adjustments are made by schools where necessary
e Normally outside school hours

AR The principal has the discretion to allocate the time to history and
geography or to any other subject other than general science and home

economics
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FIGURE 9 : THE REVISED SECONDARY III AND IV CURRICULUM

TECHNICAL STREAM - SINGAPORE

Subjects

Periods*
per Week

Hours
per Week

Compulsory examination subjects

First Language

Second Language

Technical Drawing
Elementary Mathematics
Physics or Physical Science
or Engineering Science

N A wWNn

26

16%

Compulsory non-examination
subjects

1. Civics/Current Affairs

2. Physical Education

3. Assembly Talks

4, Musical Appreciation/Singing

2)
2)
1)
1)

Elective examination subjects

Additional Mathematics
Physical Science **
Engineering Science

Physics

Chemistry

.  Woodwork**#

Metalwork***

Electricity and Electro-
nics***
Literature/History/Geography

OO s WM

©O

TOTAL

41

26

¥*

¥* %

3* 3% 3¢

A period will last 35 or 40 minutes

C2 may not be taken with C4 or C5

One only of C6, C7 and C8 must be taken
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FIGURE 10 : THE REVISED SECONDARY

ITIT AND IV CURRICULUM

NON-TECHNICAL STREAM - SINGAPORE
Subjects Periods Hours
per Week per Week
A. Compulsory examination subjects 26 16%
1. First Language
2. Second Language
3. Literature or History or
Geography
4. A Science subject or Health
Science or Home Economics
5. Elementary Mathematics*
B. Compulsory non-examination 6 3%
subjects
1. Civics/Current Affairs 2)
2. Physical Education 2)
3. Assembly Talks 1)
4. Musical Appreciation/Singing 1)
C. Elective examination subjects** 9 6
1. Literature
2. Geography
3. History
4., Bible Knowledge***
5. Islamic Religious Knowledge
6. Third Language
7. Additional Mathematics
8. General Sciencen
9. Physical Sciencenn
10. Physics
11. Chemistry
12. Biology
13. Art and Crafts
14. Music
15. Needlework and Dressmaking
16. Cookery
17. General Housecraft
18. Health Science
19. Commercial Studies nnn
20. Commerce
21. Principles of Accounts
TOTAL 41 26

Elementary mathematics is optional for students taking a total of 6
examination subjects

Special approval is required for 3 electives. Furthermore, not more

than 2 science subjects (including A4) are to be taken

C4 may not be taken with Cb

C8 may not be taken with C9

C9 may not be taken with C8 or Cl0 or Cl1

C19 may not be taken with C20
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FI1J1
The Industrial Arts Programme

Fiji's course in Industrial Arts is an approach which aims to provide a broad
and relevant curriculum through the inclusion of a wide range of specialist
topics. These are technical drawing, descriptive geometry, art and metalwork,
machinery and industrial process, sheet metal fabrication, electro-electronics,
fitting and machinery, power mechanics, plastics, lipidary, home maintenance,
boat building, ceramics, foundry and forge, welding, engineering mechanics,
material science, history of technology, leather work, indigenous craft, graphic
arts, photography, building construction, cabinet making and wood carving. Cur-
rently the programme has reached form two in its national implementation after
extensive trials. It is expected to reach a national scale by 1981.

POPULATION EDUCATION

BANGLADESH

The population Education Programme in Bangladesh is closely related to the
needs of a predominantly rural country most of the population of which works
on the land in subsistence agriculture. With a very high rate of population
growth and a very youthful population, Bangladeshhas a wide ranging family
planning programme. As a contribution to this the Population Education Pro-
gramme was begun in 1976 with the purpose of preparing population education
material and teachers' guides for all schools and for training the teachers.
Once the programme is completed, fifty-eight thousand- teachers and educational
administrators will be involved in the programme from Class Four of primary
school and throughout the secondary level. Population education is being
introduced into other subject areas and by 1980 will be taught from classes
four to six.
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WORLD OF WORK

Emphasis on science, maths, agriculture and technology is part of the pervasive
efforts of Commonwealth countries to adapt school curricula to prepare students
for productive work; work in a job-scarce world which may not necessarily be
wage employment. As we have seen, some countries are making great efforts to
encourage student participation in pre-vocational and vocational subjects.

Many of the case-studies above are of course relevant to the world of work but
they are essentially school-based and do not necessarily involve the students
in contact with actual work experience. Unless a number of countries have
failed to comment on such schemes there appears to be a lack of projects of
this latter sort. If this is so, it may reflect the obvious difficulties
inherent in organizing and running them, or other factors which need investiga-
tion.

ST LUCIA
Home Economics and Craft Teachers' Course in Project Preparation and Management
Objectives:

It is expected that, through the training, teachers
will be competent to undertake projects in schools and
expose pupils to the relevant features of economic life
in general and project undertaking in particular. As a
result of these studies, therefore, the teachers are
expected to develop awareness of:

(a) A clearer link between education and economic
life.

(b) The potential roles of Home Economics and Handi-
craft towards the manufacturing of primary products.

(c) The general, as well as the specific nature and
demand of manufacturing and commercial life.

(ad) The role of the community in curriculum develop-
ment and employment possibilities.

The course incorporates lectures and seminar work at
the technical Teacher Training College, attachments with
four separate manufacturing enterprises, and the writing of
course papers at local bases, the Junior Secondary Schools.

The course is controlled by a Co-ordinator with the
support of the Planning Unit of the Ministry of Education.

Teacher training is sponsored by the Ministry of
Education in three stages:

First Stage: In-school preparation of students spon-
sored by the Ministry of Education.

Second Stage: A Work/Study Phase, to be sponsored by the

Ministries of Community Development and
Labour.
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Third Stage: The full Production Phase, to be sponsored by
Ministries of Agriculture and Trade.

Time Scale: Project First Round
(a) Teacher Training - 1979-80.
(b) School Project Implementation Phase - 1980-81.
{c) Work/Study Phase - 1981-82.
(d) Full Project Implementation Phase - 1982-83
(e) Final round ends - 1989-90

Size and Scale of Project:

Growing from small to large, First round - 180 students,
Last round - 5,188 students.

This is one of the few schemes in operation which involves
work experience. (Grenada is currently planning a work/study
scheme but details are not yet available). The St Lucia
scheme is noteworthy for a number of features. First, its
emphasis on project preparation and management training for
teachers as a priority, in a curriculum which demands a new
role for the teachers; secondly, the sharing of responsibility
between three ministries; thirdly, the implicit concern it may
generate for the training of girls.

SRI LANKA
Field Work Centres
Objectives:

These centres are being organized to reinforce the
objectives of secondary level education, through out-of-
school, non-formal education, by-passing the constraints
in the formal system like curriculum, examination require-
ments, timetables and certification.

Each centre is developed on different lines and
they are primarily designed for up-dating and re-training
youth for community leadership.

Location

A. Thondaimannar Field Work Centre - Northern
Region, mainly rural but includes an urban
sector.

B. Kegalla Field Work Centre - Kegalla District
in the Central Province situated in a rain
forest area and mainly directed towards the
problem of conservation.

cC. Horana Field Work Centre - Kalutara District

in the Western Province, situated in the wet zone,
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deals with the problems in a rural environment.

Centre A, is controlled by a non-government agency
supported by the Curriculum Development Centre (CDC) and the
Regional Education Department.

Centre B is controlled by the CDC.

Centre C is controlled by the Regional Education
Department supported by the CDC.

Centres A and C are sponsored by the respective
Regional Education Departments.

Centre B is sponsored by the CDC.

Centre A started in 1968 and is continuing.
Centre B started in 1976 and is continuing.
Centre C started in 1979 and is continuing.
All the projects are small scale ones.

The Thondaimannar Centre has been able to develop
a variety of programmes for implementation at the regional
and national level and also establish international links.
The other Centres are still in the process of development.

The Sri Lanka project is exceptional in that it is centrally concerned
with out-of-school youth. As we have seen, Sri Lanka places great emphasis
in school education on;

imparting knowledge and skill that would equip
and facilitate a young person to participate in socio-
economic activities.

as well as;

facilitating the fullest growth and development
of a student's personality.

In a context where one quarter of the labour force was unemployed in
1977 the continuing education and training of young secondary school leavers,
who form a high proportion of the population, is essential if their talents
are not to be wasted.

The teaching of vocational/technical subjects at an
advanced level of sophistication to school leavers is
one of the main programmes of non-formal education and
this is proliferating fast ... they are becoming very
popular with the youth ... The instructors for these
programmes are drawn from the community.

(Ministry of Education, Sri Lanka, Country Report, for
4th Regional Conference of Ministers of Education and
those responsible for Economic Planning in Asia and
Oceania, organized by UNESCO with the co-operation of
ESCAP, Colombo 24 July - 1 August 1978).
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ENGLAND AND WALES
Work Experience

Throughout the 1970's in England and Wales there has been growing recognition
by schools and industry of the importance of work-related studies for the
secondary schools. The factors behind this are the increasing economic diffi-
culties, the low productivity of industry, structural unemployment which badly
affects school leavers and severe shortages of scientific and technological
manpower.

(a) Local Initiative

After the school leaving age was raised to sixteen, the
Education (Work Experience) Act 1973 gave positive direc-
tion to schools to involve their students in the final year
of compulsory schooling in work experience. Following the
national debate on education in 1976 the Department of
Education and Science (DES) stressed in a consultative Green
Paper, Education in Schools, (HMSO, July 1977, p. 34-35)
that 'the key to better understanding (between schools and
industry) lies above all with local initiative." It went on
to suggest possibilities:

(1) People with experience in management and
trades unions can be appointed as governors
of schools.

(ii) Industry and commerce should be involved
in the curriculum planning process at national
and local level ....

(iii) Employers and trade unions ... can make
significant contributions to careers education

and to improving understanding of productive
industry by offering opportunities for work
experience and work observation. Every effort
should be made to make full use of such activi-
ties and relate them properly to school programmes.

(iv) Employers can offer serving and potential
teachers opportunities to gain experience of working
in industry. They can also foster direct contacts
between their own staffs and teachers in local
schools, and those in education should encourage
employers to participate in this way.

(v) These contacts should be planned in particular
to widen the career horizons of women.

(vi) For pupils continuing their education liaison
between schools and universities and polytechnics
can help to develop subject interest and open
possibilities for further study. This is especially
relevant in engineering which, while it is not
taught in schools, is obviously of industrial and
national importance ....

(vii) Close liaison between schools and colleges of
further education is valuable ....
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(viii) Pupils should have the opportunity ...
of taking part in linked courses

Young people need ... a basic understanding of the
economy ... especially manufacturing industry «..cecoeoe..

It is for local education authorities, schools and
industry to get together and decide which proposals suit
them best: This is an area where no amount of central
direction can take the place of local initiatives.

In November 1977 the DES issued a circular, Local Education Authority
Arrangements for the School Curriculum (Circular 14/77 DES and Circular 185/77
Welsh Office) which asked all LEA's to carry out a review of curricular arran-
gements with regard, among other things, to preparation for working life. 1In
1978 the DES reported that a number of LEA's had established links with indus-
try and commerce. The DES suggested that LEA's should consider establishing
liaison committees aimed at broadening mutual co-operation between industry
and educational institutions.

(b) Research into Work Experience

In January 1979 the DES issued a list of current educational
research projects which it is supporting, some jointly with
the European Economic Community. A fair number of these are
concerned with the transition from school to work. The DES
does not conduct these projects itself but invites institu-
tions and individuals to apply for sponsorship of policy-
related research. Some of these are:

(i) School-Based Project: Transition from School to
Working Life

An examination of the problems of the lowest forty
percent of the ability range during the last two
years of compulsory schooling and in the first year
out of school.

(ii) Transition from School to Working Life:
Bridging Programme

To improve co-operative educational provision by the
Inner London Education Authority (ILEA) colleges and
schools for under-achieving fifteen to nineteen year
olds.

(iii) Development of a Job-Knowledge Index

To assess the feasibility and evaluation of profes-
sional and technician level occupational group
indices. To complete as many indices as will be
needed to test their feasibility and usefulness to
practitioners.

(iv) Special Needs of West Indian and Asian Young People
To develop a one-year programme to meet the special needs

of West Indian and Asian young people who are unemployed
or leaving school.
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(v) Community-Approach to the Transition of Young
People from School to Work

To facilitate and monitor the use by schools of
community resources applicable to students' needs

in coping with their future transitions and to gather
information on how they use such provisions at various
transitional stages.

(vi) 1Individual, Family and School Influences on the
First Year of Employment

A longitudinal study relating data on employment with

family characteristics, scholastic attainment, behaviour

at school and characteristics of schools attended.

England and Wales share with a number of other countries a concern not
only with the transition from school to work but also with curricula through-
out the school which increase students' knowledge about possible careers open

to them.

CANADA

Careers Education: Manitoba

In Manitoba an administrative structure will be established by the Department
of Education in the near future to co-ordinate, develop and articulate a
comprehensive programme on career development from kindergarten to grade 12.

The prime purposes of such a structure will be:

(a) Close co-operation between educators and labour
and industry to keep abreast of up-to-date information
and the promotion of federal-provincial co-operation.

(b) An increase of linkages between school and the
world of work and an involvement of outside expertise
as learning resources for students.

(c) The improvement of communication between all
agencies and consequent dissemination of information,
including research information to schools.

Important components of this comprehensive programme
will include:

(a) The development of a 'scope and sequence'
chart which outlines which career development tasks/
needs are appropriate, at which grade levels through
the school system.

(b) The integration of occupational awareness,
exposure, and experience into all appropriate grades,
making use of volunteer or work education programmes.

(c) The development and provision of alternative

opportunities; including training, work education,
and individualized curricula, for all students.
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Some of the questions arising from the experience of countries in terms of
the relationship of secondary schools with the world of work are:

(a) What basic pre-vocational knowledge and skills
will be useful to the student and what ones are most
appropriately learned in school?

(b) How are these best taught?

(c) How can positive attitudes be created towards manual,
rural blue-collar and technological work?

(a) How can the students of below average ability be
helped to cope with the world of work and to make the
most of the opportunities open to them?

(e) How may all students be made aware about the real
range of opportunities open to them and be helped to make
sensible choices?

(£) How may employers, employees and the community become
aware of the help which schools and industry can give each
other and how can schools involve them in the education of
school leavers?
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SCHOOL AND COMMUNITY

While no country would claim to have solved the problems of the relationship
between schooling and the world of work there is concern about it and a
consensus that a closer relationship between schools and industry/agriculture
is important. 1In contrast, where the relationship between the school and
community is concerned, there is considerable difference of opinion about the
wisdom of closer co-operation. In many countries official policy is to en-
courage school community links but it is evident from the paucity of projects
in this field that this is not easy. Other countries maintain a general policy
of keeping the school and the community at some distance from each other.

There is moreover, some diversity in the interpretation of the concept
of the link between school and community. Pressures for efficiency, account-
ability and relevance are all themes which recur in discussions of the issue.
The community school can mean that the students and teachers should serve and
encourage the local community through productive work. Productive work in the
community may be seen as a way of involving school leavers in (rural) communi-
ties and preparing them for a useful life in the area. The multiple use of a
school's facilities by the community is a way of achieving most-saving econo-
mies of scale. Community management of schools increases the school's account-
ability. Lastly, a school closely linked to the community in terms of its
management and curriculum is more likely to meet the demands for relevance.

SRI LANKA

Sri Lanka is officially committed to the spirit of community involvement in
schooling. Members of the community participate in teaching, particularly in
technical and vocational fields. Both urban and rural communities sometimes
contribute land and buildings for their children's education.

Such support is however evident more in schools already
considered as favoured.

Sri Lanka expects that the decentralization of education under the scheme
for the institution of District Ministers, will lead to greater support from
the people.

No special incentives appear to be necessary for the

most part to involve people in education or to mobilize
their resources. What appears to be wanting is the capa-
city of the system and the capacity of officialdom to
respond adequately.

TANZANIA

In Tanzania, in accordance with the spirit of Education for Self Reliance,
schooling at the primary level is run by and for the local community. Schools
take a pride in maintaining themselves (apart from teachers' salaries) by
productive labour and every student has to do some productive work as part

of his training. In most schools three hours a week are devoted to practical
work. The concept of the community school has not till now been adapted to the
secondary school although the idea that the students should serve the community
in the wider sense permeates the educational system. Nevertheless, the fact
that community schools are easier to establish and to conceptualize at the
primary level is a reflection of the fact that secondary schools are every-
where expected to prepare students for life at the national level. Secondary

schools, moreover, often serve a wide catchment area which serves many
"communities".
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PAPUA NEW GUINEA
Secondary School Community Education Project

Between 1965 and 1975 secondary education in Papua New Guinea has been developed
almost from scratch. This has meant a four-fold increase in enrolment. The
provincial high schools cover four years of secondary education in two cycles.
In Grades Seven and Eight students are intended to acquire positive attitudes
towards agriculture, manual work and life in a rural setting and preparation
for active participation in rural development. In 1979 five schools have
become part of the Secondary School Community Education Project (SSCEP). 1In
the selected schools students will continue into grades nine and ten. Practi-
cal courses will be added to these grades. Project documents from a Curriculum
Unit seminar in July 1979 are quoted fairly fully. The reasons for the project
are outlined thus:

Why SSCEP?

(a) Declining employment opportunities coupled
with expanding secondary system.

(b) Problems experidnced by school leavers in
applying classroom learnings to village life.

(c) Social adjustment problems of "“drop-outs'.

(d) Growing dissatisfaction with system as voiced
by community leaders, politicians and teachers.

(e) Aims set by National Government specify more
direct relationship between school learnings and
community application/development.

(f) Present "elitist" system emphasizing "acade-
mic white collar" orientation versus felt need for
"home grown" system respecting Melanesian egalita-
rianism and development relevance.

The Aims of the Project:

(a) To produce graduates who are aware of the
relevance and usefulness of subject studies in
solving personal and community development prob-
lems after leaving school.

(b) To produce graduates who are less estranged
from their home community than at present.

(c) To produce graduates with basic technical
skills appropriate to the needs and resources of
their home community.

(d) To produce graduates with attitudes and skills

more closely in harmony with the Government's stated
objectives for social and economic development,

72



especially in rural areas.
(e) To better prepare students who are unable to
secure further training or salaried employment for
return as a useful citizen to his rural home.
(£) To at least maintain the intellectual achieve-
ment levels of students.

What SSCEP does not attempt

(a) To change present syllabi.

(b) To force students to return home to rural
community.

(c) To change student attitudes towards the
“"carrot" of urban employment.

(d) To produce experts in any practical or
technical field.

(e) To prevent students from entering higher level
studies.
(f) To produce graduates who will immediately

become successful entrepreneurs.

(g) To produce graduates who will immediately
assume leadership roles in the rural community.

The heart of the scheme is the idea of the core project through which:

(a) Intellectual skills from existing syllabuses
can be taught in practical situations without causing
a decline in the learning of those skills.

(b) Topics and skills in the existing syllabuses
can in many instances be more closely related even in
the classroom situation to the student's life and
needs.

The core projects are designed with four main purposes in mind.
These are:

(a) To provide a vehicle for developing intellectual
and practical skills simultaneously.

(b) To demonstrate to students that "classroom
intellectual skills'" are in fact relevant to
practical situations and therefore to their lives
in their communities.

(c) To serve as a structured means of providing

concrete examples for use in the classroom teaching
of syllabus topics and skills.
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(d) To constitute a "core" which will serve
as a basis for organizing and sequencing skills
and topics in the core subjects.

Several core projects are being selected by individual
schools according to these criteria:

(a) Relevance to student needs.
(b) Relevance to community needs.
(c) Availability of land, money and materials.

(d) Availability of technical and managerial
expertise.

(e) Suitability as a means of developing a wide
range of intellectual skills which reinforce the
existing curriculum.

Planning the core projects as controlled learning expe-
riences for students follows the same basic principles as the
curriculum development process:

(a) Precise identification of desired outcomes
(behaviours) in terms of intellectual skills, project
technical skills, knowledge items, attitudes and
problem-solving skills.

(b) Careful planning of sequenced learning expe-
riences to be undergone by the students in order to
develop the desired behaviours.

(c) Design and application of appropriate assessment
devices in the various areas of desired outcome to
ascertain extent of student achievement and therefore
the suitability of the planned learning experiences.

The organization for planning the core projects is as
follows:

(a) Detailed planning guidelines are provided by
headquarters staff.

(b) Headquarters staff monitor all project planning.

(c) School co-ordinators supervise project planning
in each school to ensure balance and to avoid too
much duplication of emphasis.

(d) SSCEP project teachers (usually) in charge of
planning individual projects.

(e) Groups of teachers representing the four core
subjects plan the project's learning experiences and
select syllabus skills under the guidance of the pro-
ject leader and in accordance with general project
development guidelines.
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The basic approach to teaching within the project
framework is: Involve students actively in all phases of
the project from planning through implementation to analy-
sis by posing issues and developing problem-solving abili-
ties .... do not merely disseminate information and use
students as project labour.

Timetabling and staffing:

(a) Yearly: Core projects vary in length from a
few weeks to an entire year, and more than one core
project may be in operation at the same time. The
actual timing is less important than having

a finished plan which can therefore serve as a basis
for curriculum planning.

(b) Weekly: Approximately 12 periods of project
time has been made available in the SSCEP schools

by re-arranging periods from agriculture, practical
skills and the core subjects. It is important to note
that reduced core subject class time does not mean
reduced time for covering topics and skills since

the time has been merely allocated to the core pro-
jects for the same usage; i.e. basic skill development.

(c) Staffing: Core project planning involves groups
of teachers from various subject areas. The actual
implementation and teaching of the projects will be
done by the SSCEP project teachers, or perhaps in some
cases by regular teachers with project skills whose
regular subject-teaching load will be reduced.

Schools have selected projects and have begun their
project planning. The initial steps (selection, logistics
analysis, suitability for various criteria) were conducted
during the one-week SSCEP workshop. The details of planning
are underway but will not be completed until the end of fourth
term at the earliest.

While the concept of the core projects is clear and
while the steps of core project planning are clear, there
remain numerous constraints which will have to be resolved

in practice ... but such is the nature of a developmental
project:
(a) Difficulty of task: Teachers are often accustomed

to being involved in projects, but planning them as
structured and carefully developed learning experiences
for students is a novel approach. It is a difficult

and demanding task to carry out. Even with intensive
guidance, teachers will encounter problems ... but the
SSCEP headquarters team are operating on the assumption
that for the core projects to be successfully implemented
and developed in a school, the staff of the school have
to be intimately involved in the planning.

(b) Time available: Difficulty aside, the time for the
task has to come from somewhere. The normal school re-
quirements, not to mention the demands of SSCEP in other
areas, compete with project planning time. The pace of
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planning will undoubtedly be slow and the product
will very likely need considerable improvement.
Hfowever, it is considered essential to pay the price
of slow development for the sake of increased teacher
planning skills.

Long-term implications

The Education Department has not yet determined what
its policy will be on the dissemination of SSCEP. Such
determination is, of course, premature until more is known
about the success of the present strategies in terms of
achieving SSCEP objectives.

Whatever the policy may be, the present approach of
SSCEP is heavily based on intensive in-service work with
teachers in SSGEP schools. There is no viable alternative.
If a school i1s to plan its curriculum around preparing its
students for life in the surrounding area, the curriculum
must to a large extent reflect community conditions and
must therefore be tailor-made for the ‘school. Furthermore,
the types of educational objectives which SSCEP stresses
(problem-solving, application of knowledge, etc) require a
special kind of teaching. These objectives cannot be
achieved without training teachers in appropriate teaching
styles.

The consequence is thdat SSCEP is likely to succeed
only in a situation where large amounts of in-service support

and curriculum advice are available. This means money. And
money for implementing SSCEP in a large number of schools
may not be available ... however successful the pilot schools

may have been. The pilot project will result in a "stream-
lined" set of strategies which will no doubt lessen the degree
of intensity required in further implementation in the future.
However, further implementation in great depth may be restri-
cted for financial reasons.
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CITIZENSHIP

A theme closely related to the external efficiency of the school system is
the need for schools to foster national integration and civic virtues. As we
have seen a number of countries have re-designed their history, geography and
social studies syllabuses in conformity with national goals.

NIGERTIA
Social Studies

The Nigerian Federal Ministry of Education in co-operation with CESAC has been
piloting a Social Studies Curriculum for secondary schools. It is a large
scale project which is thought to have high potential. Its objectives are:

(a) To develop a positive sense of co-operative,
social and moral responsibility.

(b) To promote national identity and integration
within Nigeria's historical origins and inter-related
cultures.

(c) To foster a basic understanding of the nation's
developmental process through the study of the physical
environment, social and political institutions as well
as the national economy and how it is related to other
economies.

At this early stage the scheme suffers from a lack of trained teachers
but efforts are underway to remedy this.

TONGA
Social Science

Tonga participated along with other South Pacific countries in the UNDP/UNESCO
Secondary School Curriculum Project which ended in 1975. 1Its aim was to pro-
vide a basic four-year course in the whole curriculum. The Social Science
materials which had been developed up to Forms Two and Three were not wholly
acceptable in Tonga. However, the training offered by the project,

... gave many countries, of which Tonga is one, confidence
in their teachers' abilities to develop their own curricula
tailored to their own needs.

Tonga is currently re-developing its own social science curriculum
through Forms One to Four. In Tonga, as in Nigeria, the problems of the
teacher in adapting to new courses are readily appreciated:

The geography teacher now finds he has to understand the
fundamental concepts from other social science disciplines
such as sociology, anthropology, economics and politics.
(From Curriculum Development Officer, Curriculum Develop-
ment in Tonga then and now, Appendix F to Questionnaire).

77



MALAYSIA
New History and Civics

Malaysia has a programme of teacher preparation to accompany the introduction
of its new history and civics curricula into the schools.

To prepare teachers towards the implementation of these
curricula, in-service courses are held at both national
and state/district levels. At the national level, tea-
chers/key personnel are trained by officers of the pro-
ject with the help of other divisions of the Ministry
of Education and the Curriculum Development Centre.
These key personnel in turn will train teachers at the
state/district level. The duration of these in-service
courses is between twenty-five and thirty hours. Prior
to implementation pilot studies are also carried out in
some schools. These are to find out areas of difficul-
ties and the needs of teachers. Support materials in the
form of teachers' handbooks and teachers' resource books
are also undertaken to help teachers implement the new
syllabus.

The history syllabus introduced in form one and
progressively to Form Three by 1980, is a compulsory
subject in the Lower Certificate of Education. Its
objectives are:

(a) To create a national consciousness and
identity through the history of Malaysia.

(b) To develop a sense of belonging to society
and the nation as a single entity.

(c) To create a collective historical memory as
a means towards national consciousness among the
people of Malaysia.

(d) To cultivate international understanding.
(e) To arouse interest in the learning of history.
(£) To evoke and develop critical thinking.

In 1975 Malaysia introduced a non-examinable but
compulsory civics syllabus. This was to be implemented
up to Forms Four and Five by 1979. The objectives of the
civics syllabus emphasize the determination of the
Malaysian government to gear the education system towards
fostering the goals of national unity made explicit in its
national ideology. 1Its objectives are:

(a) To transmit information/knowledge concerning
a multi-racial nation and society.

(b) To cultivate desired and positive attitudes
of a responsible citizen.

(c) To develop favourable behaviour in line with
the aspirations and principles of the national ideology.
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AUSTRALIA
Social Studies: Western Australia

In 1975 Western Australia's Social Studies Syllabus
Committee focused on:

(a) The identification and sequencing of the
skills and concepts fundamental to social studies.

(b) Seeking a clear articulation between primary
and secondary courses to ensure that there were

no unnecessary over-laps in content and that progress
from year to year was both rational and developmental.

One of the difficulties that has emerged is the problem of
agreement as to what constitutes an essential core of
social studies knowledge. Opinions cover a broad conti-
nuum from the impossibility of identifying an essential
core knowledge, to a preparedness to name specific facts
seen as essential. Similarly, the identification and
method of incorporation of skills into the content has
presented difficulties.

Paralleling these debates is the issue of the values
inherent in social knowledge. Conscious attempts have been
made to consider the types of values contained in the syl-
labus content and several differences of opinion have
emerged as to how these can best be handled.

Since the initial meetings in 1975, the syllabus has
undergone a series of stages involving writing, rewriting,
controlled exposure and response from selected school per-
sonnel. From here the projected programme is as follows:

1979 Distribution of limited copies of the draft to all
schools.

1980 Conduct of syllabus trials in a small number of
selected schools.

1981 Reviews, rewrites, reprints.

1982 Full implementation in all state schools.

ENGLAND AND WALES
Political Education

The Programme for Political Education in England and Wales was conceived not
necessarily as a distinct subject with a syllabus of its own but as a concep-
tual contribution to many subjects such as history, geography, economics,
English and religous education. The programme was designed to remedy some

of the defects of traditional approaches to civics and government courses
which emphasize political machinery or political philosophy at the expense of
real issues.

The programme was introduced in the context of a society which is
increasingly participatory.
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The school curriculum would be wise to recognize this
and to increase the likelihood of responsible partici-
pation by supporting it with knowledge and an informed
understanding of the potential, and the limitations, of
the contribution of individuals to their own government.
(Department of Education and Science, Curriculum 11-16,
Working papers by HM Inspectorate: A contribution to
current debate, December 1977, p.56)

The content involves three areas, which according to
the basic concept of the programme are:

(a) Understanding of the machinery not only of
central and local government but also industrial
relations, the education system, and the contri-
bution made by pressure groups.

(b) Understanding of issues over which people
disagree. Disagreement may be over goals, over
values or over results.

{c) Knowledge of the groups who are involved in
political decision-making including regional,
economic and ethnic differences. Insight into the
potential (and) the limitations of political action.

Concepts {are seen as) tools of analysis and a necessary
bridge between mere political knowledge and political
understanding. Which concepts are present in a syllabus
will depend upon objectives and the issues of current
importance.

The most important attitude to develop for political
competence in a democracy is toleration,not only the
acceptance but the welcoming of diversity in society.
Another political attitude is an acceptance of compromise
and open-mindedness.

In order to develop these attitudes certain skills
and abilities are necessary; the ability to find evidence
and evaluate it, to identify slanted interpretations and
bias and the ability to understand and appreciate the
predicaments and points of view of other people..... Reason
and logical thinking must be at the heart of political
behaviour. (Ibid. pp. 5607)

The Political Education Programme is indicative of an approach, there-

fore, which emphasizes political competence and understanding in a democratic
and pluralistic context.

80



Special Needs

A significant number of projects are concerned with the capacity of the educa-
tional system to enable special categories of students to achieve their poten-
tial at school.

GUYANA
Remedial Reading Project

Guyana's expansion of educational opportunity in 1976 has led to concern with
the quality of educational provision for students who are failing to achieve
literacy. 1In 1977 the Remedial Reading Project for the Community High School
Programme was begun. Its objectives are:

(a) To produce material for remedial reading in
Community High Schools, especially for form one stu-
dents.

(b) To "marry" educational theory, curriculum deve-
lopment and remedial education so that on account of

the union, the learning/teaching act would be struc-

tured.

(c) To apply the theory of curriculum planning to
remedial work in schools.

The project is spread over the rural/urban districts and
is sponsored and controlled by the Curriculum Development Centre
of the Ministry of Education. In the first phase the project has
a time scale of four years from January 1977 to December 1980.

The project, in its first phase is a small one. It is
projected that 110 teachers and 3,300 students from each
education district in Guyana would be involved by 1980.

Features:

The STAR Reading series is a Reading/Language Arts programme
which is being developed. It is intended that adequate scope
be given to reading skill development and this will be sequen-
tially documented so as to produce a manual for teachers and
reading material for students.

The strength of the project lies in a cluster of prin-
ciples among which are:

(a) The materials have been tested and refined in
school settings.

(b) Curriculum workers, teacher—educators, teachers
and pupils have been interacting so as to ensure that
the results and findings are based on knowledge of
subject matter and educational practices.

The weakness of the project can be listed as follows:

(a) Lack of skilled personnel to monitor the pro-
gramme .
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(b) Inadequate financial resources to provide
enough materials to participants in the project.

ENGLAND
Slow Learners

In England between 1971 and 1974 the Schools Council initiated a project on
the curricular need of slow-learning pupils. This group of pupils (the least
successful fifteen percent of the school population between the age five and
fifteen) are not necessarily identical with students who need help with read-
ing but it soon became apparent that there was a particularly urgent need for
a guide concerned with the reading development of students with learning
difficulties. The aims of the project were to study good practice in a large
number of schools. The project produced a report, (W K Brennan,'Reading for
Slow Learners: A Curriculum Guide, Schools Council Curriculum Bulletin: 7
Evans Methuen 1978), and a practical teachers' guide as well as many seminars
with teachers' groups.

SINGAPORE
Gifted Students

A number of countries are investigating the needs of gifted children and ways
of enabling them to reach their full potential, often in the context of mixed
ability teaching and the common curriculum. From 1981 Singapore will alter
the structure of its courses at secondary level in order to cater for both
below average and very able students. There will be a special course of four
years for the very able, a normal course of four years for the average and
above and an extended secondary course of five years for the below average
students.

CANADA
Cultural Minorities

In the 0l1d Commonwealth, projects concerned with the special needs of cultural
and ethnic minorities are numerous. In Canada, Nova Scotia initiated a Multi-
Cultural Studies Programme in five schools in different parts of the province.
The aim of the course is to increase understanding of the cultural traditions

represented in Canadian society.

In Manitoba, the English as a Second Language Programme in Winnipeg is
intended to ensure that the educational system responds adequately to the
linguistic and cultural needs of non-English speaking persons. It is seen
as part of the schools overall objectives for language development and is
intended to help all students in attaining an acceptable degree of fluency in
the use of standard oral and written Canadian English in a milieu that supports
cultural diversity.

Manitoba is also running a programme for Native Education.
Its objectives are:

To evaluate educational programmes designed for
Native children and students in Manitoba, to recommend
priorities and policies for the Department related to
Indian and Metis education, and to co-ordinate the
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planning, development, and implementation of Depart-
mental programmes designed to serve the needs of
Native children and students on an on-going basis.

The Native Education programme is designed to
make the Manitoba educational system more responsive
to the needs of Native children and students. The
programme is administered by the Native Education
Branch which acts as a liaison among Department
branches in matters concerning Native education and
also between the Department, other levels of govern-
ment, and Native communities and organizations; it
also assists school divisions/districts in assessing
and meeting the educational needs of Native students
in terms of individual and community requirements
and in developing educational programmes related to
Native culture and heritage.

Operating within kindergarten to Grade 12 para-
meters, the programme emphasizes those aspects of Native
education that deal with education for Native people
and education about Native people. The concern in the
area of education for Native people is to respond to
the needs of Native peoples - through consultation with
communities, bands, schools, and teachers - by develop-
ing comprehensive educational programmes designed to
meet these needs more adequately. Education about
Native people focuses on programmes for both Native
and non-Native students by which, through exposure to
North American Native cultures, all students are provi-
ded with the opportunity to become more aware of Native
cultures.

AUSTRALIA
Girls

In countries where secondary level education is not compulsory the enrolment

of girls lags behind that of boys, with one or two exceptional cases. The
trend, however, is for girls' participation to increase and to receive official
encouragement. But very few reports of special programmes and projects

single out girls as a target group. There is, nowever, one interesting
example of an integration approach to the Home Economics curriculum.

Home Economics: Western Australia
School-based initiatives in Western Australia in 1978 led to:

the development of Home Economics as a subject in
its own right rather than as a series of skills to be
imparted to lower sciiool girls. Increasingly schools
are attempting to break down the stereotype sex-role
images. 1In this respect many schools actively en-
courage male students to undertake Home Economics
studies. These encouragements have met with varying
degrees of success as have similar encouragement of
female students to undertake Manual Arts courses
traditionally reserved for males.
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Standards

A number of countries are concerned about standards of achievement at the
secondary level. The trend towards school-based assessment has high-lighted
a need for machinery to co-ordinate standards between schools in all areas
of the curriculum.

ENGLAND
Assessment of Performance Unit

The Department of Education and Science set up the Assessment of Performance
Unit (APU) in a number of subject areas in response to public concern about
standards. The APU has the task of promoting the development and use of
better forms of assessment of students' achievement, of monitoring standards
and identifying under-achievement of students of all levels of ability. The
APU has been exploring the application of a wide range of techniques to broad
areas of the school curriculum. In some of these areas, mathematics, language
and science, the stage has been reached of developing the necessary tests.
Monitoring in these areas started with mathematics in 1978. One expectation
of this programme is that it will co-ordinate methods of assessment and
record-keeping from school to school in the interests of a student population
which is very mobile.

CANADA
Measurement and Evaluation: Manitoba

A project in the same vein is the Measurement and Evaluation Project in
Manitoba set up:

To develop, disseminate, and interpret for govern-
ment, the general public, and all Manitoba educators, on
an ongoing and cyclical basis, detailed indicators of
student achievement at selected grade levels in the core
curriculum areas of reading, writing, and mathematics and
in additional curriculum areas, designated according to
priority and need, and to provide follow-up specialist
support to provincial and school/school division personnel
to improve student evaluation practices and school programme.

The Measurement and Evaluation Programme is a provin-
cial learning assessment programme that provides for profes-
sional educators, various levels of government, and the
general public,on-going information on the general level of
student achievement and the manner in which educational pro-
grammes in Manitoba schools are meeting provincial educational
objectives and the needs of students and society. Responsibi-
lity for the programme falls to the Measurement and Evaluation
Branch, established April 1, 1978, which works with an Advisory
Joint Committee on Evaluation (made up of representatives of
the Manitoba Teachers' Society, Manitoba Association of School
Trustees, Manitoba Association of School Superintendents,
Faculties of Education, and Department of Education), prepares
and administers via a sampling process student tests in various
areas of the school curriculum, and supplies data, recommenda-
tions, and support services for programme improvement.
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Implementation and Evaluation: Alberta

The Curriculum Policies Board, Alberta, has reviewed, since 1376, the total
Alberta School programme and provided criteria on what new curricular propo-
sals should be given priority among the many being made.

The Board's major concern was that all aspects of the
implementation of new programmes be thoroughly evaluated.
Thus, before a recommendation for programme approval was
made, the Board insisted that the programme include the
following elements:

{a) Identification of specific knowledge, skills,
values or attitudes at each grade or divisior level.

{(b) Identification of required and optional sections.

{c; Relationship among elementary, high and senior
high sections of a programme.

(a) Identification of appropriate student learning
resources.

(e) Provision of implementation activities and
resources.

(f) Provision for the evaluation of the programme.

In addition the Board gave much thought to problems
of implementation. Ensuring that school boards have suffi-
cient time to provide teacher in-service training and to
acquire the necessary resource materials before the pro-
gramme became mandatory was a continuing concern. Pro-
grammes were recommended for a specific minimum time period.
(Report of the Curriculum Policies Board, 1976-78, Alberta,
pp. 3-4)

Since 1976 the Board has recommended sixteen new or revised programmes
which proved consistent with these criteria.
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ISSUES AND PROBLEMS

In this section some of the general issues and problems arising

from the foregoing survey of projects and innovations are identified. These
can be considered under Information and Channels of Communication, Decentrali-
zation and Devolution, Relevance, Optional Subjects, Work Study, Citizenship

and Equality of Opportunity.

Information and Channels of Communication

Central authorities are well aware that in order to control the process of
curriculum development accurate information and channels of communication are
essential. In general, statistical information is growing but the survey
reveals some areas where important information may not be readily available
to those working in the curriculum process in ministries of education. Gaps
in information are both guantitative and qualitative.

Gaps in quantitative information are in areas such as:

Teachers' levels of education and qualification.

Percentage of the appropriate age group in full-time formal
secondary education and the extent of the participation in
non-formal secondary education.

Numbers of drop-outs and repeaters.

Participation rates of girls.

Proportion of secondary school leavers continuing to further
education of different types.

Variations from average staff-student ratios by regions,
types of school, etc.

Types of non-formal educational provision offered for out-
of-school youth in the secondary school age group.

Separate information with respect to all the above for lower
and upper secondary schooling.

Areas where there appear to be a lack of gualitative information
are:

The types of educational work in which other ministries and
agencies are involved.

The ways in which the curriculum of teacher education is adapting
to meet the demands of curriculum change at school level.

86



Local involvement in curriculum change by:

Teachers;individually or as members of teams in schools

Teachers' groups and centres

Teachers' subject associations

Materials production centres

Employers

Members of the community in general

Members of the community with specialist knowledge and skills

Parents

Co-operation between primary and lower secondary schools

Co-operation between secondary schools and further education institutions

Co-operation between schools and non-formal educational agencies

Naturally, quantitative data are somewhat easier to assemble. Neverthe-
less, most countries pay tribute to what they perceive as the vital contribution
of teachers and others at the local level to curriculum change. Centralized
curriculum control and direction is in danger of operating in a vaccuum if it
lacks a data base from which to guide local endeavours.

To gather data at the local level, channels of communication have to be
established, institutionalized and used fully. Many countries recognize this
and some have already gone a long way towards establishing them. This may be
easier, of course, in smaller countries than in larger ones. But as we have
seen, the 1970's has been a decade when efforts have been geared mainly to the
establishment and consolidation of curriculum development machinery at the
centre. In order to ensure maximum returns on this effort the 1980's, perhaps,

should be a decade when strategies are devised and put into effect for opening
up communication between central agencies and local personnel.

Decentralization and Devolution

On the evidence of the survey it is not clear whether a majority of countries
consider decentralization of curriculum development to be desirable. There
is a large gap between a determination to involve local personnel in the pro-
cess of curriculum implementation and a desire to devolve responsibility to
the local level for the complete process, from planning and design to imple-
mentation and evaluation.

As noted earlier (p. 13 ), a number of countries are reviewing where they
stand on this issue. Within the Commonwealth there are differing traditions
and contexts exemplifying different degrees and modes of control and partici-
pation. In the majority of countries it is likely that a high measure of
central control will remain. The problem seems to be, rather, how central
authorities can provide opportunities and incentives for local initiative and
commitment while controlling the process in favour of those projects which
prove most worthwhile with respect to nationally-determined criteria. The
twin drives are for efficiency and accountability, harnessing local enthusiasm
and relevance to central guidance and control.
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A number of considerations are relevant to the formulation of policy on
this issue. Sensible decisions will be made ‘in the light of a number of cru-
cial contextual variables. In particular, the following questions must be
raised:

How far are central authorities and personnel prepared to share
a measure of power and authority with local ones?

To what extent are there traditions of local participation in schooling?

Do local institutions exist which are willing and able to adapt to
new responsibilities or must they be created? School managers
and boards, local education officers and teachers' colleges are
particularly important.

Do the teachers in a locality have sufficient levels of education,
training and experience to undertake responsibilities for the
various stages of the curriculum development process?

If not, ao training opportunities exist? Are they up-to-date?

Are the teachers able to undertake a major and continuing commitment
to extra tasks? What is the relationship of teacher supply to
student enrolment? What is the effective staff-student ratio?

Are the teachers posted to a particular locality long enough to
develop a knowledge of it and a commitment to it?

Are sufficient support staff for teachers available? Examples of
these are supervisors, inspectors, curriculum development
officers and advisers who are locally based; para-professionals
whose work enables teachers to undertake new duties for curricu-
lum development.

Furthermore, decisions in regard to these questions have to be taken
within various contexts. Some of these are:

The size of the country and the efficiency of its communication network.
The size and scope of the local administrative unit.

The channels of accountability, including very importantly, methods
of financing. Evaluation procedures are also indispensible.

The specific stages of the curriculum development process to be
decentralized or devolved. As we have seen, teacher partici-
pation is a major mode of local involvement but their role is
limited in many cases to syllabus adoption and materials
production.

The formal channels of communication to be used or developed to ensure
a two-way flow of information without excessive red tape.
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Relevance

A major argument for some measure of decentralization or devolution is, of
course, to increase the relevance of school-based learning to the locality.
Our review of the changes in the objectives and content of school subjects
reveals that relevance is a major concern here too - relevance to the indivi-
dual's interests and needs and, even more prominently, to national needs.

Academic~-Vocational Subjects

The distinction between '"learning for its own sake" and learning for instru-
mental, often vocational, purposes is fast disappearing in practice. Several

factors are responsible for this:

The trend towards a common core curriculum for all students,
irrespective of their ability, background, expectations
for the future and the type of school they attend.

The trend towards subject integration which combines tradi-
tionally distinct "academic" disciplines or concepts,
in ways which are intended to lend them local and
contemporary relevance.

The trend towards the identification of a basic core of
"subjects" which demand, in their revised forms, the
application of "intellectual' skills to practical issues.
One important point here is the full recognition that
basic numeracy and literacy are pre-eminently vocational -
pre-requisites for full citizenship and economic participa-
tion just as much as for entry to higher education.

The trend towards a rich programme of optional subjects wherever
practicable and especially at the upper secondary level. The
range of options spans '"academic", aesthetic and '"practical"
interests.

Problems with Relevance

While the concern for relevance provides a unifying theme in curriculum
certain issues seem problematic in almost all countries. These are:

Standards

How can relevance be combined with good standards? There
seems to be an anxiety here that these aims are incompati-
ble. Two points are important. One is that the logical
sequence of a subject does not necessarily have to be
followed in teaching the subject. Unless the needs and
interests of the learner and the pace at which he can

learn are taken into account in the teaching of any sylla-
bus, true understanding, as opposed to meaningless memori-
zation of content, cannot occur. To equate 'ground covered"
with "standards achieved'" is a false equation. The other is
that the criteria by which standards are judged must them-
selves be relevant to the context. Standards do not exist
in a vacuum, unrelated to a context. Examinations are just
one way of measuring standards in international, regional,
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national and local contexts. Other criteria may exist
and should be used in addition.

Core Concepts

Related to the issue of standards is the problem of iden-
tifying what are the basic minimum core concepts and
skills which are essential to the integrity of any
subject? This is even more problematic where integrated
studies are involved unless these are conceived as con-
tributing towards learning skills rather than covering
subject matter from each discipline.

Teaching Methods

Most countries in principle favour '"student-centred", disco-
very, enquiry, problem-solving techniques which tend to
presume a large degree of individualized learning. This

in turn demands an appropriate cultural context, suitably
trained teachers and the ample human and material resource
base which many countries lack. Thus teachers may struggle
to implement curricula devised with '"modern" teaching
methods in mind even when conditions favour teacher-centred
methods and a didactic approach. The knowledge base is very
weak here and research is needed to decide which teaching
methods are appropriate in local contexts.

A similar issue is how best to cater for the different
abilities and special needs of students. Streaming may be
deterministic while self-selection may tend to depress
students' capacity to widen their interests and exténd their
abilities. Mixed-ability teaching is widely practised but
methods of enabling all students, including the gifted and the
slow learner, to reach their full potential, have not yet been
found. Discussion of teaching methods is crucially involved
with how to make learning relevant to the student and how to
improve standards.

Optional Subjects

While there is consensus that the provision of options is important there are
practical problems in providing them. Major ones are the shortages of specia-
list teachers, teaching materials and equipment, especially in science and
technology, and the dangers of over-loading the timetable. Devices for
overcoming these problems are urgently needed.

A related problem is how to combine student choice with manpower needs.
This is, of course, a perennial issue. A number of countries are experimenting
with an element of compulsion in the study of nationally significant subjects
such as science, technology, agriculture, civics and language. The expecta-
tion is that students will "discover' an interest and aptitude in subjects
which they consider difficult or of low status. Another strategy is to
"integrate'" aspects of such subjects into breoader programmes. Additionally,
"flexibility" and "adaptability" can be made important objectives of any
work-oriented programme.
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Work Study

There is a consensus on the vital importance of work-study arrangements but
very few practical experiments and even fewer wholesale success stories are
reported. This may be one issue which needs a high degree of local involve-
ment if it is to be resolved. Significantly, the principle seems very diffi-
cult to put into practice whatever the resource-base and context.

Citizenship

The degree to which countries explicitly write a commitment to developing
student patriotism and citizenship into their curricula varies. Much depends

on national style and the urgency of problems of national unity and integration.
One aspect on which there is a dearth of information is the extent of student
involvement in community projects and the effect on these of students' know-
ledge, attitudes, orientation and skills. Another important issue in most
countries is to resolve the tension between the aims of civics curricula to
nurture in students habits of loyalty and respect at the same time as developing
in them the constructive, enquiring and critical frames of mind necessary if
they are to make their contribution as involved and responsible adults.

Equality of Opportunity

Many of the issues discussed above relate also to equality of opportunity as a
national aim, but two additonal points may be emphasized here.

Differentiated Curricula

How far should particular groups of students be provided with different curri-
cula in the interest of providing for their special needs and how far should
this process go before it becomes discriminatory? This question is a perennial
one which is raised with respect to rural and urban schools, students at the
top and bottom of the ability range, ethnic and other cultural minorities and
the handicapped.

Predictably, as secondary school enrolments rise in countries which are
extending basic education, the number of special categories of students will
rise. So this issue will not go away. Indeed, it may even spill over more
than it does at present, to include larger numbers of secondary school age
pupils who are catered for in non-formal institutions or by distance teaching.

The trend is towards a policy of common core with optional elements to
cater for special needs. A great deal of skill and sensitivity is needed to
devise curriculum and syllabus guidelines which are sufficiently prescriptive
and sufficiently flexible to encourage both national standards and local adapta-
tion. The key is to alter the balance from "different but equal'" to '"equal
but different".

Examinations

Examinations must promote efficiency and be relevant but they also have great
influence on opportunities. The issues which emerge from the survey indicate
how significant examinations policies are to the process of curriculum reform.
The major questions are these:
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How can the structure of examinations be loosened
in order to enable every student to gain some
recognition of his achievements even if he has

to leave school before the end of his basic
education?

What other methods of assessment of performance
and potential are available apart from, or in
addition to, formal examinations?

How can the modes of examination be developed which

encourage curriculum innovation in the interests of

genuine education and to the discouragement of cram-—
ming and rote-learning?

How can methods of testing (essays, objective tests,
etc.) strike a balance which gives encouragement to
many different aptitudes and abilities of students?

If teacher records, student profiles and locally
administered tests are used, how can national
standards be maintained and consistency between
schools be achieved?

Does the trend towards a compulsory core of subjects
mean a stronger trend towards examination of compul-
sory core subjects? And if so, must students pass in
all of them in order to gain an award?

Must students pass or fail (in the interests of stand-
ards) or may their achievements be recorded on a graded
scale (in the interests of individual differences in
motivation and ability)?

Can levels of passing and failing be divorced from consi-
derations of the levels of job-opportunities in the
economy, in the interests of justice to the students?

How can teachers best be trained to devise and administer
tests with imagination, versatility and fairness? How
can they learn to use tests and examinations not only to
test the achievements and diagnose the learning problems
of their students but also to evaluate the curriculum

and their own teaching?
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COMMONWEALTH CO—-OPERATION

Although the 1970's was a time when individual member states of the New
Commonwealth exercised increasing initiative in determining school curricula,
it was also a period of growing bi-lateral and regional co-operation. Of the
many different initiatives that have taken place perhaps the most common is
the borrowing and adoption of subject based and integrated courses especially
mathematics, science and the teaching of languages.

At the regional level, notably among the smaller states of the
Commonwealth there have been a number of initiatives to co-ordinate elements
of the curriculum development process. This may take the form of co-operation
for the development of a syllabus for a specific subject as, for example, in
agriculture in countries such as Botswana, Lesotho and Swaziland in Southern
Africa. 1In the Caribbean a new regional examinations council has been
established and in the Commonwealth Pacific a regional assessment board will
now assist member states to develop their national examinations and assessment
procedures. Linkages of this type often continue to draw upon the expertise
of the 01d Commonwealth. Institutional and examination syndicates offer
advisory services where these are appropriate to self determination in the
area of curriculum development.

The experience of the metropolitan countries is still valued and a
number of curriculum projects, particularly in mathematics, integrated science
and English as a second language, have made considerable impact. However, even
in such cases, foreign moadels are often adapted for local use. There is now
a growing awareness that innovations which suit the particular circumstances
of the countries of the 0l1d Commonwealth may not be suitable for very different
conditions elsewhere. Moreover, many countries express interest in learning
about the outcomes of projects from countries facing similar social and
economic problems, an indication that borrowing and adoption is done with
greater discrimination than in the past.

Potential for Commonwealth Co-operation

The responses to the questionnaire suggest that there is ample scope for
increased co-operation between Commonwealth countries bi-laterally, regionally
and collectively. The survey has revealed that the major area of need where
co-operation within the Commonwealth would be most useful is that of training.

Staff Training

If curriculum developmeat is to be institutionalised in order to ensure conti-
nuous progress and renewal, a major need is for training that is wide both in
scope and range. One implication of this is that curriculum development
should be a team effort. Consequently, all members of the team need orienta-
tion and training in order to fulfil their tasks efficiently. Thus training
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must involve the following categories of personnel.

1. Curriculum development officers.both centrally
and locally based.

2. Inspectors, supervisors, examinations officers and
advisers who oversee the work of schools.

3. Teacher trainers at both the pre-service and
in-service levels.

4, Administrators at national and local levels who have
the task of facilitating curriculum development.

5. Teachers identified as leaders, by schools and
subject associations who will undertake curriculum develop-
ment as a major task.

6. Teachers at the initial training level.

7. Teachers involved in curriculum renewal or development
as part of their in-service training.

8. School managers and other interested community members.

Types of Training

Different members of the curriculum development team need different types and
levels of training. The specific "mix" depends on local conditions. The
variables here are whether the training should be: in-country or overseas,
long or shot, general or specific to a particular need, or whether it should
be carried out by means of courses, attachments, workshops, conferences,
seminars or individual study leave¢. In organising training programmes, the
special needs of the various categories of personnel participating in them
should be specially catered for. Some of these are:

1. The planning, management and administration of
curriculum development for oéfficers of central and 1local
authorities.

2. All aspects of the process of curriculum development -
planning, design, implementation, and evaluation - for
teachers, teacher educators, supervisors, inspectors,
advisers, examination officers, etc.

3. Teaching methods appropriate to particular syllabus
designs and general aspects of pedagody for curriculum

designers, teachers and teacher trainers.

4. The design and production of appropriate learning
materials and equipment for teachers and teacher trainers.

The Role of the Commonwealth Secretariat

The ability of the Commonwealth Secretariat to facilitate co-operation of the
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type described above has been demonstrated through a number of programmes.
These activities have not sought to take a broad view of curriculum development
but have concentrated upon recommendations adopted at regional meetings,
specialist conferences and Commonwealth' Education Conferences, which relate to
particular subject areas, task areas and specialist roles. For example,
attention is currently focussed on the production of low cost science equipment
and the role of mathematics and science teaching in response to the social and
economic needs of a nation; on book production; on the role of technical
education in the school and the training required for technical teachers; on
new forms of teacher training including the teachers role in curriculum
development; on training for educational managers including the co-ordinating
role which educational administrators must play in the curriculum development
process and on the subject of teaching about the Commonwealth as one example of
the ways by which international co--operation and understanding may be appreciated
and developed in schools.

The results of the present survey suggest that the Commonwealth
Secretariat could well undertake a promoting interest in the curriculum in a
more integrated way, allowing personnel from different sectors of the
educational system to appreciate and develop their interlocking roles in the
process of curriculum development. The ability of the Commonwealth Secretariat
to respond to the variety of needs which have been expressed will depend upon
the resources at its disposal and upon the priorities established by member
states at the Eighth Commonwealth Education Conference in Sri Lanka. The
results of the survey and the specific requests and suggestions arising from it
are now before the Conference for consideration.
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APPENDICES

1. Control of the Curriculum of General Secondary Education
2. Recent Curriculum Programmes and Projects

3. Languages Used in Schools

4., Examinations

5. Questionnaire

6. Commonwealth Desk Officers

7. Ministries of Education

Questionnaires were returned by the following Commonwealth countries:

Australia (Western Australia, Victoria - Technical Section), Bangladesh,
Barbados, Botswana, Canada (Alberta, Prince Edward Island, Manitoba,

Nova Scotia, Quebec and Saskatchewan), Cyprus, Dominica, Fiji, The
Gambia, Great Britain (England, Northern Ireland), Grenada, Guyana,
India, Jamaica, Malaysia, Malta, Mauritius, New Zealand, Nigeria, Papua
New Guinea, St Lucia, Seychelles, Sierra Leone, Singapore, Solomon
Islands, Sri Lanka, Swaziland, Tanzania, Tonga, Tuvalu and Western Samoa.

The appendices 1-4 do not necessarily include information on all of the
countries to respond to the questionnaire. In some instances information was
not available or the question was inappropriate, in others repetition has been
avolded especially in the case of provincial or state systems.

97



*a3ed

-131343) dtlang’e

"uoLl

-eonp3 Auepuodag
}0 p4rOg-UuoL}
-eonp] A4epuodag

30 S33e0141349)°2

*SuoLy

e

e

‘2L pue || saedp *A11S -n3Lgsul Aueljual w
404 snqe(|As| -aa3arun yoopany | pue ©-3dag uoll | ‘uoLieonp3
paepuels Sutsn ‘ABoouysaj «  -ednp3 ¢S|00YIS ‘uoLy Aaepucaas 30
(SWS1) awayss 40 2IN3135U] | JUBLLIA0E -3dag | -eanp3 Auepuodag P4EOg "WN N2 144N (uanjay
uotyeinatajey BLLRAISNY “M - -uou pue udu *qdag ! uoLyeanp3 ajeis | 40 paeog -youeag Looyos Jaddp °3B3S 3ldues)
Sjuapnig paj *uoL3eINP3 . -u43A0b O S8AL}| uoLIEINp] 3Ie3S (30 YOouedg |BNSLA S,ucLiedl{qng ‘uoL3eonpl Aae 2E-1L 4B3A VIaLSNY
~e10S] -Auepuodas pasueApy j0 i -evluasadadad Bulp| jo yosueag |ensip oLpny pue *3dag |ensip -puodas 0 paeog ‘eddaque):  -3dag uorjeonpjl NY3LSIN
Jaddn  ‘waisks| aba| o) spueipay’ -Nloul 2337Lu0) ] OLpNy pue youedg youedg suoLl olpny "3daQ uoLy aje3s ‘3dag uoLl 343uUI) “:msgow_ 93835 "WN|NILUAN) H
1ROy 40y SE ‘RLR4ISNY ‘M Cwex] adueljLupy suoLjeal|qnd | -eal|qngd youedg -2ONp] 23P3S Jof  -BINp3 2301S 40| -3AIQ WNNILJUN) L00Y2S J3aMOT !
£J®pU0IIg JdBMOT 30 A3LSdaaLun £iR1343]° | jyouedg wn|naLdang WNLADLA4NT | Y2oURLG WN{ND LLANY YIURAG WALADLLIND 0] 30UaA33Y 01-8 Je3) :
1 _ r
< !
! m i i
! !
* | i _
! m _ *ugljeanp3 o *SALA0FLALD]
M {[243U3Y S,4073341(Q /s93e15 350w,
: I 30 33U3U3JU0Y uL wnindLaund |
! mw;a pue(uoilesnp3! paseq [OOYIS uo
: i Jo mgmamwcwz_mvmm;asw BuLseaud
(zL 4e24) $3383S 3y} ssodoe yj|esamuoumioy | -ul ‘ucijeanpj (uanyay
-91B0L 417497 pasn s3seapecuq *S31403LJ43]| PUR |RLUOJLIID] AURpPUODIS 4O 3N} {euoL3eN)
[00y2s AayBLK “ SUOL SSLWNOD pue 33035 UK| ©2303S) ILOUNC): -LISUT UBLUOIDLA
‘uory| wexa A3y °93e1S : *3°49'y 30 youeug| satduabe Aq 33s ucLjednp3 uelr] . ‘6°3 salpog Au03 YITvd1SnY
-P3NpJ padueApy 03 910315 WoJd4 ﬁ uot3eanpl ybnoyj|saseqe|tAs “wnind! -eaisny 8yl*31as, -njeis Jij1aads
*uoL}edNp3 30 40 saba||0) 3Ll e Kdea * | P L2430 LI EFETTTE -le uoLstA43dns| -LJdand |eUOLIBU|3JR SWlE |[BUOLIRU J0 uotjeonp3
sjudwlJedag a3els| pue SILILSJIALUN sjuawaJaLnbay puUER JUIWUULBADY | PUB JUUIIACYH |euoctieu oy 3 qe3240}ud ON Se Juey 0S ul | 40 ‘sidag aje3s
(573°3) o rd=)
W NDTHEND mzowpm=ﬂh<xu (p) NolingI¥1SIO| (d) NOI1DNQOYd (2} IN3LNOD SV (B e u)STy0D ONY
(*1°p) wuwuw«mw 2178nd SIDUN0STY ONINYYI | WATND [EUN SWIV WNOLLYN {(~e*2) (09)
INIHOY3L Tt T T T T T T T T - T I - SITLTHCHLINY AY1INNGI
JINVISIQ ONITI0UINGD
SIIINIDY J1FISNOLSIA
NOI1¥INQ3 A¥VANOD3S TYHANI9 40 WNTINOIY¥ND IHL 30 T0ULMNOD R

98



‘WI3SAS
|PWAO4 40} SY

"a|qe(teAe joN

"alqe(teae joN

‘uotyeonp3

40 Au3siulp
Y}im uotjey|ns
-U0d Ul eueMsiog
Jo 8bay|0)
K3Lsasatun

"S3LpUl 3SaM
3yl Jo A3Lsaan
-tun ‘uoizeonp3
30 |00YdS 8y3 pue
9691109 uo3lsLpu3
ybnouyy aunin)
pue uot3jeonpi
40 AU3stuty

*SaL3LS4dALun bul
-paeMe 3aubap j0
S|1ounod JLwapedy

*970D141343) Seas
-43AQ 3bpLaque)
‘uoLjeonp3

30 Au3stuLpajed
-141348) Jotunp

*112uno) suotjeu
-lwex3 ueaqqLae)
LeuoLbau

ay3 pue (-238
uopuoT ‘abpLuaque))
S3Lpoq [euotjeu
-493ul 40 j(ey
-3Q uo 3soyy pue
swexa [euoljeu
S30NpUOd 3un3|N)
pue uoLjeonp3l
30 AugstuLpy

"uoty

-eonp3 Auepuodsg
pue ajeLpaw
-433U] JO Sp4eOq
Leuotbaua uno4

*100YdS u3MO|
40 saeak ¢ uajje
40 Butanp anea|
OYm S3uapnis 03
S91eD141343) Judw
-3A3LYOY Spaeme

uotieonpy Aue
-pu0d23s j0 pueog

‘uotjeonp3
40 Au3stuty

*34n3n)

pue uoL3ednp3j 40
Aa3stutly 40 -3dag
SPLY [BNnSLA
oLpny pue uoLs
-LALQ WNINDLAUN)

*S43Yys

-L19nd [eLoJsumo)
*3LUN U0L3dNPOUy
SpLy Butysea)

pue J4d3ULUy
JUBWUIIA0Y

*a4n3(ng
pue uotjesnp3 jo
Aa3stuty 4o -3dag

SPLY [®ensLA
oLpny pue uoLs
-LALQ WN[NdL4uN)

‘g'1°s'g

(23AY) aua3ua)
uoL3eodnpj Lenstp
otpny (4033g)
neaung juawdo|
-9A3Q juawdinby
LeuoL3eonp3
ysape|bueg

‘uoL3ednp3
30 Aaasiutp

*aan3n) pue
uotjeonpi 40 Au3
-SLuLW 0 *3dag
SPLY [enstA
oLpny pue uoLs
-LALQ WNNDLdan)

ysape(bueg oLpey
(+g'1°5°9) paeog
3009 3Ix3l [00ydS
ysape|bueg
“J°STO°N

*juawiaedaq
uorjen|eAl

pue juawdo|
-3A3Q WNindtaun)
-uot3eosnp3

40 Au3StLuLp

L Louno)
juawdo|aAaag wnind
-144n) [euoljeN
*aany|n)

pue uotLjeonp]

40 Au3siuty

"J°STIN

*juawel|sed

*a4n3 |n)
pue uoLjednpj
40 Augstuly

‘uotjeanp3
40} UOLSSLWWO)
{euotyey

pue “3°S*J°N

‘uoL3eanp3
30 Au3siuly

‘L Louno)
juawdo | 3A3Q wn|nd
-144n) [eUOLICN
*adn3n)

pue uotL3eanp3
40 Au3stutp

(*3°S"2°N)
9933 Luwo)
snqe| |AS pue wn|
-NJLuauany |euotieyN

VYNVMS109

Soayayvea

HS3AV19NVE

99



*S3inpe 03
Aluo aqeytLeay

*suwedboud

Lewa0) wouy
S3SUN0D SUIS40
uotLieosnpi 4o jusau
-34edag 40 [ooyss
92udpuodsauuo)

“1'p

* |eAoadde
A43SLULW 404 wny|
-NdL44Nd 3y3 jLw

-qns S3L3LSUIALUN

*(uot3eonp3
40 sabay|0))
A3Lsaaatun

*3°1°2

‘uot3eonpy

40 Au3sLuty

3yl 40 juawjuaedag
juawdo| aAasq
wn{nataany

3yY3 J0 3tun uoty
-enieA3 buryoeaj

“TIX

apeuy ut burpueis
leuls 404 Sysew
{ooyss ajeso||e
Kew saayoeay
palLpaqddy

*swexa |eLouLAoud
11X 8ped4y s3onp
-uod uoLjeanp3

30 juawjuedag

*2°d

*juawdo | aAaq
wnndtauany 40
juswiaedag ay3 jo
s3Ltun uotjonpoud
pue juawdo|aAap
924Nn0Sa4 Ay}

pue uotinqtuysta
30 juswijuaedaq

‘uot3eonp3
40 juawiuedag

*3uawdo | aAag
wn{naLaang

40 judwjaedsg
3y} 30 Ssjtun uotly
-onpoud pue juauw
-do|9A3p 324n0SIY

‘uotjeonp3
40 juawjuedag

*3uawdo |aAs(Q
wnndtdan)
30 juduwjuaedaq

‘uoL3eonp3
40 juawjuedaq

*quawdo|aAaaq
wnnoLaun)
30 juawiuedag

*9333 Lwwo)
wnnoLaan)
Lejuawlaedaq
uotLjeonp3l

40 juawjuedag

‘uotrjeonp3
40 AU3sLuLy

‘uoLjeonpj
40 juawjJedag

*uotjeonp3

40 Au3siuLy

¢ juawdo | 9A3Q
wn{ndLadn)
30 juawjuaedasg

*uot3eonp3l
40 3juawiuedag

2393nd
A-@-WV
YAVNYJ

NVM3IHILVASYS
A.@.@V
YAVYNYI

‘02

100



*1043U0d Op

* 3 AOMBWEU §
Leuotinitysul ut

90UBU34ILP ON “AL
pue otpea Aq 3iq

-e[LeA® uoL3eINpa
Aaepu023s awog

‘WN{NILAUND
letoutAoud wouy
43441p 30U S30p
Looyss aouapuod
-$3440) e34aqlYy

"yl 3esH

pue uoirjesnpy

40 AugstuLy

Aq paj o4y

-u0d bBuruleay
1207 “uoiy
-e3Np3 UL 33edLy
=13432 40 ewo|dLp
404 S3LpU] 3SoM
40 A3LsudALup

"Aa3siuLp Aq
P3SLO43X8 |043U0D
30 aunseapy “juaul
-jutodde 03 Jotud
paatnbau Butuieuy

ON "A3r40y3ne
BuL((043u0d oN

‘pJdeog saLaLiogd
wnndtaan)

‘swexa g
-UOLJBD0A pue 33e))
-141343) Looydg
40} (9d43uwo?)

40 43quey) uopuo1
¢abptaque))

SP4ROq SRASUIA(
‘SWeX3 |eudajul
404 snowouo3ne
S{00YdS “uoLyl
-eULWEX] 3dUBUIU]
uowwod $33s
WLSLALQ uoL3eINp]

(239 spyiny
pue 313 <329)
SALIRLILUL UMO
413Y3 uo suoL}

-RULWEXD SBISUIAO
404 3ts syidnd
awos *satouabe

JL4Loads oy

‘P3| [043u0d
A |ejuawiaedaq

"I LULWO(
40 JUBWUABA0Y

*uoi3eanp3
40 Au3stuLy

‘letudjew
Kaejuaws ddns
pue papuauwwodau
404 satouabe

30 A33tuen

e 3ng (Sadunos
-84 paqiudsaud)
youeuag syoog
Looyas Aq pajeu
-1p40-02 A|[(ensp

*edLuLwog
40 UBWUUBADY

* | eLoJauwod
81231 A4dA 3ng
|e3e3sedaed awos

‘leje3s Ajuiey

*939373 LWWod
wn{naLauand

Aq A3ta0tud pue
L4 WNENILAUND
404 pajen|eas

st (esodoud

yoe3y -swaiysAs
Auew wouy 3jeu
-16L40 spesodouay

*ed1uLwoq
40 JUBWUUIA0Y

*jualeALnba se
923349 Aq paziu
-booau spooyds
A4epuodas 4oy
929949 UL Spasd)
pue uotjeosnpj

40 Au3siuLy

pue (snuad£))
uot3eanp3

30 Au3stuip

*S3aAL3eUISAUd
-34 A3Lsaaarun
pue uotjetd
-0SS®e SJdydedl
‘wa3shs ooyds

¢ |eusw3sed

-ap 40 dn spew
$9937 LUMWOD wn|
-ndL4und Aq pautw
-4333Q0 “-uoL}
-2313S pue uotL}
-onpoud |etudlew
404 forjod e
payst|qelsa sey
paeog saLoL|0d
wnnataan)

*S|00Yds ut sjuay
-34edap 3230qns
pue Sp4eoq uoty

-RULWEX3 SB3SUIAQ

‘uoL3ednpl 40
£agsiuty 40 r3dag
Leotuyda} Aue
-pu0dag pue -3dag
|e4dudy Auepuod3s

*SuoL}

-eulwou judwjued
-3p pue S3L3LS
-J43ALUN WOUY %0G
s43ydeal %0§
*}40M |ejuawdoy
-3A3p }O junowe
pue $3s4nod

uodn Butpuadap
sJaquauw -8
*21-1 sape4y
wouy s323lfqns
40 323(qns 404
AL 1qLsuodsay
$9933 LWwWo)
Buijeutpuo-0)

‘eoLuLWog
40 UBWUUBA0Y

*SaAL]
-p3udsauday 340
3SNoH ay3 <A3ued
pue uotjedsnp3

30 U3ISLULK BYd
ybnouyy suasLuLly
40 [ 1ouno)

*(sjuaued pue
sot3Llod<Auzsnput
£3043WWO0D WO}
S9AL3RIUISIUddUL 6
pue su03eonpa /
tsaaquaw g1)
paeog saLdL|od
wnynoLaan)

*sjuau

-aJ4Lnbau snqe| |As
UOL3RULWRX3

Aq 38s syui|

Uty LM Awouoizne
9ARY S[00YDS

*SdAL]RJUBS
-34day 40 asnoy
*SUBISLULW 3O
[Louno) *a8dueul4
30 AU3SLULp
‘neaung butuue|d
‘uoL3eonp3

40 AulstuLy

(9,61 "qe3sd)
paeOg S3LIL{0d

wnindataung

YIINIWOQ

SNYdAI

viy3av
A.m.wv
YQYNYJ

101



*3|qe|Leae joN

“1p

‘g
BLA dduan|y

-ul A43stutpy
*S49Yoeal
Kaepuodas aorunfl
403 sabay||0d
sdaydes] -2
-d°s'n - fae
-puo23g JoLunp |

©3°3°3

*SJ4ayoeal

303fqns pue 4sn
‘N*Q°) wody [3dued
uor3eonpj 40 A3
=SLULW [/ wa04 g
*(*d*s'n)
JdLjlded yinos

40 A3LsaaALun
Y3LM uoLjeLd0sse
ut uaded yst|bu3
pueeaz MaN
*3ouedjul A3Ls
-J3ALUN pue|R37
M3N 9 WJ04 °p
‘paLLo43

-u0d pue|eaz

M3\ sduaded 3jzed
-L31343] [00yds

G wao4 43YyQ ‘¢
*suotido

JL4Lded yinos
404 s|aued 329(
-qns pue|eaz MapN
Y3 LM uoLjeLdosse
ut ‘nrQryrpuelesz
M3N uoLl3edNp3 40
*3deg G wuo4 2
‘n"a-l

pue saayoeal jJo
9977 Lwwod 393lgng
‘uoLjeonpi 40 Au3
-SLULW ‘y wa04 pue
8 pue g sse(] |

*sdoys

300q 33eAtud 10
uoL323s sat|ddng
JUBWUABA0Y

AQ s|etuajeuw

L@ LoJauwwo)
*943U3) 3d24Nn0S
-9y [euoLjeonpl
Aq painqtaistp
S|eLJ4djew [eld]

*sjuapnis 03 a|es
404 A |eLOU3WWOd
pajutud |[eruddjew
3S4Nn0d |RUOLYEN
‘uoL3eonp3

40 Aa3stull 4o
943Ud) S$324N0S
-3y |euoL3ednpl
Aq pajutud
S|letJdajew [etu]

‘uotjeonp]

30 Augstuty

40 (*'n"a-2)
JLun juawdo|aAag
wnnoatLauan)

©$39373 Lwwo)
wnndtLauan?
303fgng |euotiey

*uot3eanp3
40 Augstuty

‘hretu

‘uoLjeosnpl
40 Au3stuip

IfId

‘02

102



*340M JR[NDLAUND
{BWAOU S3YILJ

-Uud pue Sat4t|dwe
Buryseopeouq (e
-uotLjeonp3y -uoty
-eonpa Auepuodas
ut pako|dws 30N

*9UON

*(spaemy oL
-9pedy |euoLjeN
40J | L2uno)

83U} 3° S3LILSUSA
-l1un) suoljedt}
-Llenb paeme oym
saLpoq butjepl|ea
y3tM uotr3ounfuod
ut suotinjLjsut
fuLturedaz aayoes)

*auop

*Ao1od
uo S3SLApe pue
Aouad3sLsuod 40

SJ433BW UO 3|0
fuLjeuLpao-0d
S9SLOUBX3 | Louno)
S|looyd’s “‘uoLl
-eonp3 404 33e3S
30 Aue33u99g

Kq pazLubod

-34 ‘spueoq Judp
-uadapu] ‘uolj
-eonp3 Auepuodss
30 93e31341343)
404 spJeoq paseq
KileuoLtbau ¢ °2
*saued 323l
-gns uo saayoea]
*S3]LJLSUDA

-tun yjtm syut|
[9so| o aAey spuaeog
‘uotjeonp3

30 33e0L341343)
L3A3| padueA
-Py pue [3A3]
AaeULPUO U0
sp4eog 339 8 L

*110uno)
suotjeutwexy
uedstuajy 3SaM

TSI

-oyjine uoLjeanpa
pue s|oo0yds

Aq A[|ed0| spew
sjusawabueday

+3dag uotjeonp3
pue s|00ydS

*S100Y2S 404
J49330W © SL UOL}
9919G *|eloJauwo)

LR LoUBWWO)

*sadyst|gnd
pue suaoyine
LenpLAtputl

Aq pauLwuaiaq

‘uoLgeonp3
40 Au3stutiy

*11ouno) s|ooyds
30 doueptnb pue
9JLApR 3y3 pue
spaeoq bButulwexs
YaLM s|ooyds

pue satjLaoyine
uoL3eonpa |ed207

‘n"a-d

*33ed40323dsut
ybnouayy Autew
pa3nqLu3uod sey
JuaWuUAdA06 Yo Lym
03 93egap oLqnd
Juadun)  "A3Ld
-0yjne |eajuad
Aq pavjioads 0N

‘n°ao

*112uno)

S|ooyds ay3

Se yons saLpoq
pue ajeuo3dadsul
wod4 a|qe|Leae
aoueptnb pue
JLAPY *SU3Yd
-23] pue speay
uatm sat| A3tL
-1qLsuodsaus Aep
03 Aep 3d130eud
ur satpoq
Butuaanob [ooyos
pue satjtdoyine
uoL3eonpa [edo07

“(*n*a-2)
*uotjeonpj 40
Aa3stuty “3tun
juawdo | 3A3Qq
wnnoLaan)

(any19N3)

NIV1IYg
LY349

YIGWYD

103



"a|qe|teAe joN

‘9|qedot|dde 30N

“3p

‘epeUaa o)
uL ajqefieae joN

*82L0A

e sey suayoea]

40 bututeay

pue A1 ddns 404
LLouno) A40SLA
-py "2Luy293f|o4
JA33S[N pue 4d3S|N
40 A3LSuadAtLupn
M3N ‘uotjeonpa
340 saba| |00

€ ‘isej(ag
¢AILSUdALUN
S,u3and jo uoLl
-eonp3 40 A3(noe4

©3°1°9

*Apoq

KaoSLApe ue se
S30® 9333 LWwo)
leuotieN vy
*112uno) suoljeu
-lwex3 ueaqqLae)
pue 33ed1pulksg
suotjeulwexy
abpLaque) Aq

33S suoljeutwexd
40 uoLjeajstuLw
-pe J40j 3|qts
-uodsad udd1340
uotjeutwexy uy

‘W33 sAsS
Leuot3eanpd

J0 9ALIRIUISIUdDU
A|peouaq spueog
‘paeog 3ISITIN "2
‘p4e0g 3I9°I°N “1
1SpJaeoq 2

Sey yoLym | touno)
suoLjeutwexy
S|00YdS pue|au]
uadyjuopN (pue(bu3
99s) suoLjez
-Luebuo [euoLljeu
wouy 3uedy

*o°d

*34e3s Buryoeay
pue su0stA43dng
€S48d1440 uoLy
-eanp3 ybnouyy

*satued

-WOd | ®LI4SWWOD
pue spueog

eady ‘satued
-WO) UOLSLAd[3]
juapuadapu] ‘uoll
-ed0du0) Butyses
-peoug ystitdg
fs4aystqnd

*3Lun uot3anp
-04d S|eLddlep

*satued

-WOD | BLoUsuI0d
pue spueog

eaJy ‘satued

-WO0) UOLSLA3|[3]
judpuadapu] ‘uolLj
-edoduo) Burysed
-peoag ystitug
‘saaystqnd

*Sp4eoq uotieu
-LWEXd |RUUIIX]

*satued

-WOd | eLIABWWOD
pue spueog

eaJy ‘satuedwo)
UOLSLA3[3] 3u3p
-uadapu] ‘uolL3
-ea0duo) burysed
-peou4g ysiitag
‘s4aystqnd

*s|ed
-1outud ooyos

*33eu40323dsu]
3y3 40 3dLApe
U3 Y3ILM [Louno)
suotjeuLwex3

3yl uo S|ooyds
AL edioutug

‘uotjeonp3l
40 Au3stuty

"Ly6L 30 3O
uoL3esnpy yitm
3duepu0dde UL
Butyaom s|ooyds
pue spudeog eauy
‘uoLjeonpy jo
*3daQg 9yl 40 YuoM
ay3 ul 3ot (dug

*s|ed

-toutud [00Yds
ybnouyy uoLieanpl
40 Auastulp

*suotl

-n3Ljsut |euoty
-eanpa 43ybly
€3333 LWWO) wn|
-nJLJ4ang $|00YdS
pUB|3U] ULBYIUON
€L Louno) suotl
-eULWEXJ pUB|IUA]
U43yz4oN “spuaeog
uoL3eonpy Bady
Aq pasuan|jul
AyLLLqLrsuodsau
3ARY S|O0YIS
uoL3ona3su] snotb
-113Y 403 A3t
-1qLsuodsaa Au03
-n3e3s apLsing

YAVYN3YD

(aNy1391
NYIHLYON)

NIVLIYG
1Y349

‘09

104



"alqeteAe JoN

*alqeot|dde 30N

*$3SUN0D JdYyded]
404 $)00q 3X93
Lapow sauaedaud

(L°4°3°0°N_ "saly
-noes Aq uotl
-B4BpLSUOD U0}

yaomawedy sased

-a4d ("1°2°3°N)

uotjesnp3
4aydea jJo

LLouno) |euotiepn

‘pajellije
ade saba| 0o
43yoea3 yoLym

03 S3LILSABALUN

* auweaboud
ewo(diq pue

40| 3yoegaied
-141343) ‘euedng
30 A3LsadaAtun
‘uotjeonp3

40 38631 (0)
Jema(q ueL|L]

*saunpasoud juaw
-§S3sse pue uoL}
-BN|RAD |DJ4e3SdU
S,1°4°3°) 9¥3e3s
pue *1°¥°3°3°N
*spaeog
Aaepuodag usw
-34edag uoLjeonp3l
aje}s ‘uoiy
-eanp3 Auepuodss
30 pJaeOg [RJIUI)

*suedl yip

pue pJag 3y3 jo
pus 3y} je ¢ pue
| S34ed Ssuoljeu
~1wexa AduatoLy
-oud Auepuodag
pue (9 apeuy)
uotjeutwexy
9JueUJU] S|00YIS
Auepuodas *6°9
S|9A3| Auepuodas
pue Auewtad

je swexa pue
s3s93 burdojanap
404 d|qLsuodsaa
SL uotjeonp3i }o
Aaystuli “3tun
quawdo|9As(q 3S3]

*spaeog A4epuodas
sjuawjaedaq
uotjednp3 aje3s
183N

“1Lun UOLINGLUY
-51Q yoog ‘3tun
Lo0YyoS 03 s3sSed

-peouag "3°Q°)

‘spaeog Auepuodasg
squawjaedaq
uotLjesnpl 9je3s
19 19N

‘uotyeonpl 4o
AyLnoey *9°q
R ]

‘SWULly d3IBALU(
sparog Auepuodag
sjuawjaedag
uotijeonpj ajels
L7YT3TI°N

‘uoL3eonpl 40
A3noeq “(-9°n)
eueAng jo A3Ls
-JaALUN “3tun
S|00YdS 03 S3Sed
-peodg °3°0°9

‘uoLieonp3
Aaepuodas 4o
paeog [e43ud) Aq
paaedadd sue|d

- S3LU0ILUUD]
uoLupn M34 e pue
SLo0ydS diiqnd
¢S|00YdS [eud3ua)
404 °Spueog uolLj
-eonp3 A4epuodas
Aq pado(aAsp
sue|d saje3s

uy  *saye3s

Aq uotridepe

pue uoLidope uo4
e notaund sdo|aa
-ap (*1°4°3°3°N)
Bututeay

pue youeasay
LeuoL3eonp3 40}
LLouno) (euotjey

‘| Ltouno)
suotjeutwexy
ueaqqLue) -uoLied
-np3 4o A3|noey
‘euedny 40
-Jd3ALUN "SUBIL 340
uoLieanp3 3st|
-e123ds *9°0°9

*$3937 LUWWOD
3stLietdads

Aq pue uotL3}
-eonp3j JO paeog
AA0SLAPY [BUJUI)
Aq pastape
a4e43M |eLI0S
pue uoLrijesnp3l

40 Au3stuty

S )]
343u3) juswdoy|
-3A3(Q WN|Ndtdun)

*sjusu
-UJBA0YH 33R3S

34NNy pue jJusu
-do|aAag |etd0$
‘uotjeanp3

30 Augstuly

YIANI

YNYAND

105



"a|qe[ieAe 30N

*AA3SLuLly ay3 jo
uo1323s 3duapuod
-534409 ybnouyy
[3A3] 33eJL41343)
L00ydS edLewep
3B S3SUN0d 40
J43qunu pajtwll

“1°p

*S9L3LSUdALUN
Le207 ‘A3Ls
-43ALUN-3Ug '€
‘uots

-LALQ Bututeay
J49yoea] ‘A jaed
pue s3aL3Ls
FABALUN [©D0] ‘Aue
-puodas uaddn °z
*S3L3LSUDALUN
Led0| ‘Al34ed pue
AA3SLULW 4O uOLS
-LALQ Bututeay
43yoea| ‘Aue
-pu023S 4aMo7 |

"S3Lpul 1ssM 3yl
30 A3LsaaAatun
pue uotLiednp3j 40
Aa3stuLtaba10)
,S43ydoea ]

Wo4} SdALIRY
-u3sauday “-uolLl
-eONp3  J4ayoea]
30 pdJeog jutop

*33eJLpUAsg
uoLjeULWRXI SB3IS
-43A0 3bpLuque)
pue 33eILpufsg
swex3 eke|ey

10 A3Lsuaaatun

- 93BJL41343)
[00Y9S 43ybLH ‘¢
'A43SLULW 40 uoLS
-LALQ [PUOL3EO0A
pue [eOLUYdd)
pue 33edLpufs
wex3 - a3edLjLy
-43) |RUOLIBIOA
ueLsAeley ¢
*3300LpUAkS suoLl
-euLWex3y |ed07
abpLuaque) yjim
uotjedoqej (0o

ulL 33eJLPUAS
wex3 ‘uotjednpj
30 33eJ2141343)
uetshkelew 2
‘uotjeonp3

30 Au3stuty
¢33edLpuks suoll
-euLwexy - uoLl
-eoNnp3 J0 3301y
-1343) J43aMO] *|

*3Luf uoLien|eAl
93BOL41343)
Looyds edoLewep
*JLUf uoL3en|eA]
93BJL41343)
LooydS Auepuodas
*|BUOL}RUUDIU]
uotjeutwexi ajed
-131343) |e43udy
3bpLaque)
*1ouUno0) suotieu
-lwex3 ueaqqLde)

*o+d

*3°0°0

30 [eAoudde
YItM "S'W3 4q
S|etLJdajew 3sed
-peoug "saLpoq
LB Lou3uwod

pue exe3isng
eseyeg uemaq Aq
Lel4d3ew pajuldd

‘uotjeonp3
40 AU3sLuLy

37970

40 [eAoudde
UiLm suoLaniLys
-Ul | eLOJBWWOD
pue (Adouabe
JudWuU43dA06

e) ejeisnd pue
eseyeg uema(q

*u0L323g
suoLjedL|qnd
*u0L323s
35u3puodsauan)
*u01393s
futyseopeoug
LruoL3RINp3
Ts3tun
uotijesnpj |ed
-tuyd3d] pue uotLl
-eoNp3 |eJauadn

*3°3°0

40 |eAoudde
uith ("S*W'3)
S3DLAUDS eLP3Y
euot3ednpl
*3°@°) ‘neaung
S300Qq 3X3]

s3Lun

uoLjeoanpi |ed
-Luyd’s| pue uoty
-eJoNnp3 [e4dudy
uotjesnpj

40 Au3stuty

‘uoLSLALQ

[euoL 38204
leotuysa] pue
UOLSLALQ S|00YdS
€:3°0°) ALteld
-adsa Aujstulp
3y} JO SUOLSLALp
[BUOLSSD0Ud

TS3IstL

-e123ds 323(qns
pue $3333LWwWod
wnnotLaun)

*(quawel [ued

Aq [eAoudde
Leuly 404)
uoL3eonp3 4o 433
FStut Aq padsteyd
997373 LWWo)
Butuue|d
[euot3ednp3

‘uoL3eonp3l
40 Auasiuty

(*2°0°2) a43ud)
juawdo | 3A3Q wn|
-notauan) Ayetd
-adsa ‘suolsLALQ
uotjeanpy jo
AA3SLULW JO BILA
-pe uo (°3°2°9)
8933 LWWOo) wn|
=NJLJd4N) |eUUI)
pue (*3°d°3)
9973 Lwwo)
Buruue|d
Leuot3eonp3

*(s3tun uoty
-eONp3 |ROLUYID]
pue uoL3ednpj
[eJauay) uots
-LaLQ butuuelq
‘uoLieanp3

30 AuasiuLpy

YISAY VW

YIIVWY(

‘02

106



*34N3ONUFS |RWAOY
WOAS JUdUSSLP
ou - {00Yds
35uapuodsauun)

‘Sdlejjy (edan3n)
pue uoL3eonp]

30 Au3stLull

TALY

ay3 4o 3ba(|0)
sniytaney

*alqe|LeAe 30N

*Yd24nyd3stay)
pue pueyony -
s|touno) 86309
,S43yoea}

"uoty
-eonp3 40 9ini
-13SU] snL3tuney

‘S|etotj4o
juawiaedag yatm
uotjeaoqe| |09
ut A3LsddAtun
M3N ‘uoLjeonp3
30 A3noey4

‘uoL3ejuss
-34daa aayoedy
pue Au3sSLull
‘A3LSABALUN
:pJeOg 3ddued}
-u3 A3LSuadALUN
‘uoljejuasasdad
43yoeay pue A3Ls
~AdALU[y “AUgSLULY
*33e0141343)
Lo0YydS 404 933S

*93ed

-141343) [00YdS
43ybLy pue ajed
-141343) [0o0YdS
404 8bpLaque)

30 ALsadAtLun 2
“LLL

w404 - uoLjesnpj
30 9In3L3sul
snLyLaney °|

*K3LsaantLun

PLO 40 A3L[Lq
-Lsuodsaua uotrie|
Fnotajew @307 °2
*uotyeonp3

40 juawjuedag
Ja3pun suotl
-euLWeX3 JO JeU]
-si1b6ay Aq pau3l
-SLutwpe suotjeu
-Lwexd ubLauoq ‘|

*uoLSLALQ
juawdo | aAsq

"a|qe(LeAe 3o\

*juawisedaq
uoLjeanpy

‘uoLSLALg juswdoy
-9A3(Q S$324n0SIY

*aqeLeAe 30N

*juswidaedaq
uotieonpi Aq
pajsLsse uoLl
-onpoud Al pue
OLpeJ 404 3[qQLS
-uodsaua uorjeuod
-40) e} |BWA(D)]
40 u01323s bul
-35eOpROoUg "JUSW
q4edag uotizeonpl
Aq uoLstAuadns
43pun satued
-WOd | eLIU3UWOD
40 |ejejseded

Aq uol3onpoud
Lesoy ‘stet
-493eu pajuod
-Wi wouy 3Jedy

*uotLs
-1ALQ 3uswdoy
-3A3(Q S324Nn0SdY

"alqe(teae 3o\

'S4901440
uoL3jeonp3j pue
uotL3ednp3 40 403
-2341Q *juswiued
-3Q uoLjeonp3l

‘uotjeosnp3

30 43ISLULW

3yl 03 3|qls
-uodsaus S432L340
LejuawjJedap

pue S$3337 LuAL0d
J43yoea]

*uoL3eanp3
30 33In3135U]
sniyLanely

*uo1329S uoL}
-eonp3 Auepuodag
*jJuawiaed

-3Q uoL3eonp3l

‘uotjesnpy
30 juswjaedaq

'SALe}y [euny|n)
pue uolieanp3
30 AugstuLy

“38uLqe)
pue uoLiesnp3
30 UBISLULWY

*pdeog ddueaIuT
SLILSUDALUN+T|
*(8325)

pJaeog uoll}
-RULWEX] 33@D
-L31343) |00YdS
- Splo J4e3f G|
*uot3eonp]
40 juawiaed
CUOLSLALQ
Juswdo|aAaq

-3q

*uoL3eanpl
40 3N313su]
sniytdney ayl
'saLeyyy Ledn3(n)
pue uoL3esnp3

40 Aa3siuLp

*u0L328S uoLl}
-eonp3 Auepuodas
*uaw

l-3uedag uoljeonp3

ANYIY3Z M3N

SNILTYNYW

Y1TvW

107



*satpnis

340 puaeog 3ba||0)
30 uewaLRY)

SL 4391340 wWNind
-Laan) tedioutad
pue S3asunod SaA
-ouadde uotjeonp3
30 Aue3audag
‘0l-L sapedy
S3LpN3S [euudlx3
-x3 40 aba[10)

*S|00YdS Se Suotl
-RULWRXI 3wes uo
paseq wn|ndtuan)

“3°p

*ab3| |09
S,43Yoea| ex0u0YH
je ewo|dip

e 40 33ubap e
3ALII3J SU3YOed}
Aaepuodas

‘9°N°d

40 A3LsudALun

*uoL3eonp3
uo 3333 LwWO)
dAL3e3|NSuo)

jutor pue saLyts
-JdaALun ¢sabay 09
,S43Yyoea] padueA
-py - A4epuodas
JoLunp 404 2
*Kaep

-U023S JOLUDS 404
SILILSUBALUN |

©3°1°3

*S43Yoea] Wwouy
3JUR}SLSSE YILM
JLUN WNLNDLAUN)

30 SuddL}j0

Aq 39s 21

pue Q| (38dueuajul
Aaepuodas) 9
sapedy 3e swexj

‘°IYM

-U-Q

“3Lun wny
-nNdL44ny - uotl
-09s S|eLudjey

‘satjtaoyzny
furjseopeoug
pue uoLSLAd[3]
ueLuabLy Jo
sjLun [ooyds “¢
*OL3N ¢

‘uotLy

-eonp3 j0 Salul
“SLULW 3je3s
pue [euapaq4 ‘|

P

*(ystbu3
3daoxa) (ewtuLw
SIX33 |eLOJ43UW0d
uo 3duapuad

-3Q °spJdepueis
40 UoLSstAL(

*satl

-tuoyzny Burysed
-peOUg pUB UOLSLA
-913] ueLuabLN jo
s3tun sooyds ‘¢
“O1IN "2

‘uotL3

-eonp3 40 Satul
=SLULW 9je3s
pue |euapaq ‘|

-d

‘ueumLey)

SL uotjeonp3
403 Auelaudas
YaLtym 30 pueoq
e Aq pa||043u0d
aJe s3sespeodq
Leuotjesnpy
‘UOLSS LuWO)
Bfuryseopeoug
LeuotieN ‘uots
-LALQ Sp4epuels
LeLouLAOLd

“saljtdoyiny
fuLyseopeoug
UoLSLA3|3]
ueLaabLy 40
situn spooyss °¢
*(913N)

a43ud) Abo|ou
-yod] uotjeonpl
’ uerdabLy 2
‘uotjeonp3 40
SOLUISLULW 33e3S
pue |euapaq °|

*3LUn WNENILauan)

*(9vs32)

sobe] j0 A3ts
-J3ALUN €BU3UD)
uorjejdepy pue
Apn3s uotjeonp3
aALjeaedwo)
(*9°3°y°M)11ouno)
uotjeutwexy
uedLujy 3S8M ‘¢
“(*2°¥"3°N)
L12uno) youeas
-9y [euoL3eonpl
uetdabLy 2
‘uoLjeonpj 40
S3LUISLULW 33e3s
pue [edapa{ °|

*deo

suotjeonp3
40 Au3stuty

*uot3eanp3i 40
S3LUISLULY 3303S
pue [eu3pad ‘p
‘uoL3ednp3 uo
LLouno) aALjel
-Lnsuo) juLop ‘g
‘uotzeanp3

404 |LOUN0)
LeuotieN °2
*uot3eanp3

404 4BISLULW °|

‘bre‘u

‘uoLs
-LALQ Spaepue3s
LeLouLAO4d ul
LU WN[NDLA4N)
Aq pasLouaxa
LO043u0d 33eLp
-3um] *aun3n)
pue 3asuaLds
‘uotjeonp3

30 J43}SLULK

‘uotjeanpy 40
S3LUISLULY 330§
pue |e4apa4

VININD
M3IN vNdYd

YIY3I9IN

‘02

108



"a|qe|LeAe joN

*91qed1idde 10N

*d|qeotL|dde 30N

*A1epuodasg JoLuasg
- 9U0d7 BUUdLS
40 A3LsuaALup
*saayoeal
Aaepuodas aotrunp
- uotLjeonp3l

30 31n3L3su]

‘UOLJBWAOSU]

pue uoLjeonp3i
40 Aujstuly pue
S48sLApe 323fqgns
Yitm uotiey(ns
-u0d ut 8ba|0)
Bututed] ,s43yd
-e3] S3||3ydAss

sa11lI0YIN®e
Suturean

jo Aqtqts
-uodsau Bututeuy
SeasJaNQ 2

M CLE]
A4epuod3s uamo|
404 uoLjeonp3

30 Au3stuLp pue
(sopequeg ¢sndwe)
LLLH @AB)) satpu]
1S3M 40 AaLs
-a9ALUn - 363 10)
, SJ43yoea]
eLony "31s ‘L

*112uno)
suotjeuLwexy
uedLJdly 1SoM

*S|3A3}

vV pue Q 404
93ed1puhs abpiugq
-we) “swexs g
AR3A pue g Jedj
40 (Au3stutp)
L043u0d |07

* L 1ouno)
suoLjeuLwex3
ueaqqtue) - ajed
-1413432 [00YdS
KAaepuodss ‘¢
‘93edtiLy

-43) suoljeuLwex3
abpLaque)-339 *2
*SU3yd

-e33 bursiyoeud
40 pasoduod
sJautwex3y jo
p4eog ‘uoL3eanp3
40 AU3sLuLy
‘wexd Buraea|
Looyss Auepuodas
aotunp * |

‘uotLjeonp3
40 AugsLutLy

*aanin) jo
AU3SLULY U3 UI)
924N0S3Y SUYD
-e3] “Abobepad
pue youess

-9y JO uoLsiatQ
Y3 LM uoLjewuoju]
pue uotieonp3

40 Au3stuty

‘uoLjeonp3
40 AulsLutp

‘uotjeanpl
40 Aagsiuy

*34n3|n) 40
AJ3SLULK ‘Bu43Ul)
324N0SIY , SUdYD

-ea] ‘Abobepay

pue youesas

-9y J0 uolsLALQ
Y3 LM uoljew.doy

-ul pue uoL3ednp3
40 Auzstuty

‘uoLjeonpl
30 Augstutp

‘uot3eonp3
40 Augsiuty

*3Lun Butrgseds
-peoJg s|ooyss
pue sudstApe 3238f
-qns < Ab6obepad
pue yosueasay

30 UOLSLALQ

y3aLtm uotgounfuod
ut Au3sLutp

‘uotjeonpl
40 AugsLuty

‘uotjeonpl

40 33n3L3sul
‘sytup 308l
-gns wn{ndtaan)

*Abobepaq

pue youeasay 30
UOLSLALQ ULYILM
saastApe ybnouaysy
$99773 LWWOD
303fqgng

*LLouno)
suoljeuLwexy
ueaqqtae) ajL|
S3Lpoq |euualx3
‘uotjeonp3

40 Aujstuly

‘uot3ednpl
10 Aagstuty

* JUBWUUBA0YH

*uotL3eonpl
40 Auastuty

*3u037
PUUdLS 4O AJLSUIA
-tun ‘uoljednp3
40 3In3LIsu] 3yl
40 3LUMN UOLSLA
-3Y¥ Wnindtuaan)d
Yy3Ltm uotjeaado
-02 uL uoLjeonp3
40 Au3stutpy

*(paz
-Luebuo-aua buiaq)

uoL3ewdoSuy
pue uotjednpj
0 Augstuty <Ab6ob
-epad pue youeas
-9y 40 UOLSLALQ

‘uotjeanpy
30 A43siuly

3N031
YHY3Is

S3T13HIASS

vIdni °1sS

109



‘a|qe|teAe JoN

“a|qejteAe jON

*a|qe|teAe Jo0N

“3p

*uoL3eonp3l
40 Au3sLulp au3
40 UOLSLALQ uOL]
-eoNp3 4aydea|
pue juswdo|aArag
wnndtaany ayjy

‘oLjlord

y3nos pue eauLny
MaN endeq jo
S3LILSUBALUN 3B
Bututedl seasdang

‘uor3eonpy
40 2In313su]

©3°1°3

‘suoljeutwexa
ystitag burjonp
-uod> 404 juabe
3y3 SL pue suoL}
~-eutwexa ot|qnd
Lle S32npuod
suotjeutwexy

30 juaujaedag

*(etLea3sny)
pue|bul may

30 A3LSudAtun
pue eaulny May
endeqd 40 A3LS
-A3ALUN “ILJLOoRg
Yyanos Jo A3LSu43A
-Luf wouy sjuel
-LNSUOD Y3LM YUOM
s|aued suayoeaj
‘G WA04 3B udYe}
‘J'S “pJeog
suoLjeulwex3 ajed
~131343) |ooyds
,SPUB(S] UOWO [0S

*93BILPUAS
suoljeutwexy
{e207 abptLuque)
pue Au3stutl

*o°d

‘uot3eanpy
40 A13stuty

‘Lun wny
-noLauany ybnouayy
9333 Lwwo)
BurjeuLpuao

-02 WN{NILtaun)

*2°0°)

‘uotjeonp3
40 Augstuty

*3LUf WNNdLa4n)
9333 Luwo)
BuLjeutpuao

-02 wnindtaany

3707

‘uotjeanp3
40 Aagsiuiy

*s|aued 3909
-gns 40 3JLApe
dU3} uO 3333 LWWo)
fuLyeutpuao

-02 Wn|ndL4un)

940"

‘uotjesnpi jo
Aa3stuti ayy 4o
UoLSLALQ uol}
-eonp3 uayoea]
pue juawdo|aAag
WN{NIL4aN) Y|

*s|aued 323lqns
40 3dLApe 3yl
3y} U0 33373 LURIO)
fuLyeutpuo

-0) Wn|NdtJd4n)

*$9937 LLwo)

A0S LAPY
323fqng uotLjed
-np3 40 AU3SLulpy
‘3709

*d-o

*uot3eanp3
40 Augsiuy
riautqe) ayy

‘paeog uot}
-ednp3 |euoLiey

*uotrjesnp3
40 Au3sSLuLW

‘butureay
pue uotjeonp3
30 AU3SLULW

(*2°a@*9) uot3zes
-np3 40 Aujstutp
9933 Luwo)
juawdo|3Aaq
wninoLaan)

VANV T¥S

SANVTSI
NOWO10S

J40dYONIS

‘02

110



*salyLtLqe
SNOLJBA 4O S3U3Pp
-N3S 404 S43e)
*,pus

jou sey uotrjeonp3,
fautu3oop uo paseq
Butuaea| 3oueysiq
‘uotieanpl 3|npy
30 33Nn3LIsu]

*sasnqe| |As
uoLjeulwexs
3WOS SMO| |04

‘uoL3eanp3
40 93n313su]

*pJaeog
uot3eonp3 aaybLH

*S|enpLALp

-ut pue saoje.3
-sLutwpe saunj
-33| ‘suaaydeay
30 JUBWIA[OA
-ul “etuezue]
40 [15un0) uot3}
l-euiwex3 [euoLyey

*33eJLpUAS
suoljeutwexy
abpLuaque) pue
L1ouno) suoL}
Leuiwex3 (euolbay

‘uotjeanp3l jo
3ynjLisul ayy
*saL |ddng
nwt|3 etuezuej

* LeLoJ43uN0)
*S3LUN WN{NJL4UN)

‘uorjesnp3
40 33N3L3su]

‘ALLetd

-J3UWO0D paJNp
-o4d 3ue syel
-J433ew paAouddy
*3Lup wnnd
-ta4n) Aq pasnp
-oud s|eLudjeuw
j0|1d pue (etuj

*uot3eonp3

30 3n3tysu]
pue juawjdaedag
ajeu0323dsug
‘s|aued 323lfqns

‘uotjeanp3

40 403234LQ pue
s|aued 323lqns
€3Lun wnindtaan)

‘uor3eonp3
40 an3Lysu]

‘uoL3esnp3
30 su0323u41Q
pue siaued

Aq [eAouadde u0y
JLuf wnnotaan)
Kaepuodas

(‘w=2°2)
K3aed ayl

*uOLSSLWWO) uoL}
-eInp3 (euoLiey

* sjuawjuedag
uotjeonp3i Aue
-puodas pue 3je
-40323dsul yYjtm
uotjedoqe||0d
uL uotjesnpl
30 3n3Lysu

*3Lup wnynd
-144n) Auepuodds
pue sjaued
wn{nataand
323fqns Aq pastA
-pe uoLjeonpl

40 40323uLQ

VINVZNVL

ANYTIZVMS

111



*a|qe[LeAe 30N

‘91qe( AR JON

"atqeteae joN

“3ep

*9ba| 10)
saayoea]
A4epuosas

pue uoLjeanp3
340 juawjJedaq

*S4ayoes]
sjeLujedx]

*(uotyed

-npa Auepuodas
butussjo saLd
-uabe ||e wouy
uoLjrjuasaud
-34) 99373 LwwO)
Butuaals (eldads

331

*9oueajuy A3Ls
-43ALUf pue 33edD
-141348) |0o0Yyss
404 pue|®aZ M3N
‘ButAea| [ooyds
ybLH sotunp

pue ddueJdjuj
Looyds ybLH

404 uoL3edsnp3l
}J0 juawjaedsq

‘uoljeulwexy
93B3141343)
porunp LCL4 *93ed
-131343) [00YdS

pue{eaz MaN

*uoL3eonp3y 40 A4l
-SLUll JO suols
-LALQ Auepuodas

pue Auewtad

*2+d

‘uotieonp3
30 juawjuedaq

ay3 4o A3LqiqLs

“3tun
uawdo|aAaq
wnnoLaun)

*}LUN S3Seopeodg
S{00YdS pue
3LUN UOL3ONPOUd
wn{notaan)

iodsau ay3 Ao |od

‘3Lun
juawdo|aAaQ
wn{ndtuaan)

-d

*S$3933tuwod 323(
-QnS *S43d1440
uoLjeonpa

pue wn{ndLauan)

‘uotjes
- nLean] ui |00

*9933 Lwwo) wn|
-ndLaun) 323rqng
pue 3333 Lwwo)
wnnotaan)
leuotieN

*$9933 LWWOd
323fgng uoty
-eonp3 40 juau
F3aedag 40 sdastu
~-ebuo wnynatauny

hp3 Jo juawjsedaq
hos ybty suo ALug

*3tupn judwdoy
-3A3Q WN{NJtaun)
pue uotLjeanpi 40

A43SLUL €sSJ4aq
-waw juauewsad
-9933LWWo) wn|
-ndtadn) 323lqgng

*d-o

*uot3eanpl
40 403234L(Q

*S3ILAUIS [BLI0S
40 Au3stuLy
‘uotjeonpl

40 juawiuedag

*s|ed

-Loutdd Looyds
pue uoLjeanpj
40 Au3stutLy
‘suaquau juauew
-43d 9333 Lwwo)
wnnataun)
LeuotieN

‘brecu

"S4891440
uotL3eonp3

L00ydS Auepuodas
pue uorjeonp3
30 403234Lg

‘uoL3eoanp3
40 juauwiaedag

‘uot3eanpl 40
Aa3stuty “atun
juawdo |3Asq
wnynataan)

VYOWYS
NY3LSIM

nvAnL

YONOL

‘02

112



APPENDIX 2

RECENT CURRICULUM PROGRAMMES AND PROJECTS

Part C of the questionnaire sought information on curriculum projects, pilot
studies and initiatives which have been undertaken in the last five years or
which are currently in the process of development. From this information
examples were selected for inclusion in the main body of the text.

This Appendix lists the projects and programmes for countries which
responded to the questionnaire. Each entry refers to the projects described
in the text and to projects which are not given detailed consideration in the
survey. Wherever possible a brief outline of the project is provided. This
list is of necessity selective and should not be read as in any way indicating
the totality of curriculum innovation in a country, state or province.

AUSTRALTA
National Level

1. Australian Science Education Project for Junior and Middle Secondary
Schools.

2. Social Education Materials Project for Junior and Middle Secondary
Schools.

3. Asian Studies Co-ordinating Committee for the development of
teaching Asian languages and cultures in Australian schools.

4. The establishment of the National Curriculum Development Centre to
undertake co-cperative tasks in the development of curriculum and teaching
materials.

Information: Curriculum Development Centre, P.0O. Box 52, Dickson
A.C.T. 2602, Australia.
State Level, e.g. Western Australia
1. Social Studies Syllabus Development (p.79).
2. Physical Educatiorn: Concentration upon the up-grading of the
quality of instruction and the facilities available to schools. Appoint-
ment of specialist teachers with administrative support. Encouragement

for outdoor education; camp areas and camp schools.

3. Foreign Languages: Increase in internal school assessment allows
greater variety of language options.

4. Music: Nomination of selected schools as specialist music schools
with appropriate instructional support.
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5. English: The Martin Report (1979) examines influences in the
teaching of English in state schools. .

Information: Director General of Education, Education Department,
Parliament Place, West Perth, 6005, Western Australia.

BANGLADESH
1. Population Education Programme (p. 63).

Information: Ministry of Education, Secretariat
Building, Dacca.

BARBADOS

1. The establishment of the National Curriculum Development
Council (p. 5).

Information: Ministry of Education and Culture, Jemmott's Lane,

Bridgetown.
BOTSWANA
1. Science by Investigation (p. 44).
2. Agricultural education (p. 55).
3. Mathematics education (p. 50)}.

Information: Ministry of Education, Private Bag 005, Gaberone.

CANADA
Alberta

1. The development of a Curriculum Policies Board, Subject Co-~
ordinating Committees and Subject Ad Hoc Committees. Some of the main
programmes for consideration by the Board are: The completion of pro-
gramme overviews in science, senior high school mathematics, business
education, home economics, industrial education and fine arts; a conti-
nuing review of the structure and process of curriculum development;
the continuing development of a learning resource policy; the review of
locally developed courses.

Information: Director, Curriculum Policies Board, c/o Department of
Education, Devonian Building 11160 Jasper Avenue, Edmonton,
Alberta TS5K OLZ2.

Manitoba
1. Career Education (p.69)
2. Native Education (p.82)
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3. Measurement and evaluation: A measurement and evaluation unit
established in 1978 develops, disseminates and interprets for government,
general public and all Manitoba educators, indicators or student achieve-
ment in the core curriculum areas of reading, writing and mathematics and
in additional curriculum areas and provides specialist support to school
personnel to improve student evaluation practices.

Information: Department of Education, Room 507, 1181 Portage Avenue,
Winnipeg, Manitoba, R3G 0T3.

Nova Scotia
Two pilot projects for 1979-80 are:
1. Multi-cultural studies-

2. A locally initiated project starting in Junior High Schools for
superior learners.

Information: Curriculum Development Programme, Department of Education,
Box 578, Trade Mart, Nalifax, Nova Scotia.

Prince Edward Island

1. The development of a variety of experimental courses at the provin-

cial level, initiated by the Curriculum Division prior to their inclusion
in the list of authorised courses for the province.

2. School or unit projects initiated locally but approved and supported
by the Curriculum Division leading to restricted authorisation in a
school.

Information: Director, Curriculum Division, Department of Education,
Box 2000, Charlottetown, Prince Edward Island, ClA 7N8.

The projects indicated for selected Canadian provinces are a small part of the
total and varied curriculum development process.
FIJT

Fiji has an extensive curriculum development process. Fourteen subject areas
are currently under active consideration. For example:

1. Modern Studies (p. 58).

2. Physical Science (p. 47).
3. Industrial Arts (p.63).
4, English: This project involves the development of a course to serve

the needs of the rural Fijian child. A team of writers and trial teachers
is currently working on materials for Forms Three and Four. The course
should be nationally implemented by 1982. The programme necessitates in-
service courses for teachers.

Information: Curriculum Development Unit, Ministry of Education, Suva.
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GREAT BRITAIN

England and Wales

Curriculum development in Great Britain encompasses a wide variety of
concerns. Receiving particular attention at the present time are: The
core curriculum, the needs of slow learners, multi-cultural education,
links between school and industry.

Information: International Relations Branch, Department of Education and

Science, Elizabeth House, 39 York Road, London SE1 7PH.
Schools Council, 160, Great Portland Street,London W1N 6LL.

Northern Ireland

1. Computer assisted Management for Learning (NDPCAL).
2. Schools Cultural Studies Project (Rountree).
3. Religion in Ireland (Northern Ireland Schools' Curriculum

Committee Project).
4. Schools Curriculum Project (Malone).

Information: Department of Education for Northern Ireland, Rathgael Hs,
Balloo Road, Bangor, Co.Down, BT19 2PR.

GRENADA
1. West Indies Science Innovation Project.
2. Planning for the Development of a Centre for Popular Education.

Information: Ministry of Education, Youth and Social Affairs, Young
Street, St. Georges.

GUYANA

1. Remedial Reading Project for the Community High School Programme
(p.81).

2. Integrated Science (p.45).

Information: Curriculum Development Centre, Ministry of Education,
Social Development and Culture, 21 Brickdam, Georgetown.
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INDIA

From the range of curriculum activity underway at the secondary level two
science projects are noted here:

1. Learning Science: An integrated science curriculum for middle
schools. The project is being undertaken by NCERT. 1976-79 was a period
of syllabus development and textbook production. Currently teachers
guides, kits and audio-vieo materials are being developed. The course
which is piloted in 2000 schools aims to emphasize the relevance of
science to rural life and to encourage an understanding of scientific
methods of enquiry.

2. Secondary Science for Classes IX and X. This 5 year project is
developing materials for physics, chemistry and biology which are trialed
in schools and examined at teacher workshops.

Information: For these and other curriculum development projects contact
the National Council for Educational Research and Training,
New Delhi - 110016.

MALAYSIA

1. New History and Civics Syllabus (p.78).

Information: Curriculum Development Centre, Ministry of Education,
Federal House. Kuala Lumpur.

NEW ZEALAND

1. School Certificate Mathematics. Nelson Marlborough Mastery
Levels Assessment Scheme (p.51)-

2. Form Five Modular Science (p. 48).

3. National English Syllabus Committee: Set up and sponsored by the
Department of Education, this is a national programme which has been in
existence for ten years. The programme has moved through a sequence

of discussion, formulation of aims, unit writing, trialing, evaluation
and a revision of aims. The objectives include the revision of the
English Syllabus for Forms Three to Five, the production of a handbcok
of teaching suggestions and a revision of the School Certificate pres-
cription. Possible outcomes include the replacement of a prescriptive
syllabus by national guidelines, the assessment of student achievement
based on all language modes and administered internally, and curriculum
development based upon district committees rather than a national
committee.

Information: Director, International Education Division, Department

of Education, Private Bag, Government Buildings,
Wellington.
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NIGERIA

1. Technology in Secondary Schools (p. 59).
2. Social Studies (p.77).
3. Science in Secondary Schools: Sponsored by the Federal Ministry

and carried out by CESAC at the University of Lagos the main programme
took place between 1973 and 1978 but is now being revised and more
widely propogated throughout the country. The project aims to develop
participatory learning in three science disciplines. This requires
more teaching equipment. Teachers complain that this approach involves
too much work.

Information: Curriculum and Evaluation Unit, Federal Ministry of
Education, Victoria Island, Lagos.

PAPUA NEW GUINEA

1. Secondary Schools Community Education Projects (p.72).
Information: Department of Education, P.S.A.Haus, Private Mail Bag,
Post Office, Boroko.

ST LUCIA

1. Home Economics and Craft Teachers' Course in Project Preparation
and Management (p.64).

Information: Ministry of Education and Health, Castries.

SEYCHELLES

1. Careers Education: A Ministry of Education and Information project,
controlled by the Careers Guidance Officer in the Division of Research
and Pedagogy. This small scale project seeks to design and implement

an integrated school-work experience programme with students in their
final year at a boys secondary school.

2. Educational Reform and Curriculum Design: This large scale project
sponsored by UNESCO and the Ministry of Education aims to re-design the
educational system and its many parts. 1978-80.

Information: Ministry of Education and Information, La Bastille,

P.0.Box 48.
SOLOMON ISLANDS
1. National Secondary Curriculum Project (p. 42).
2. Pacific Islands' Agriculture Curriculum Project: An ADAB

sponsored project, to include curriculum development, the production of
teachers' guides, the organization of school farms, the training of
agricultural teachers and the running of in-service courses. The
project is based at the University of New England. Originally for the
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Provincial Schools, now extended to National Secondary Schools and the
Solomon Islands' School Certificate.

Information: Curriculum Development Unit, Solomon Islands Training
College, P.O.Box 1, Honiara.
SRI LANKA
1. Field Work Centres (p.65).

Information: Ministry of Education, Malay Street, Colombo 2.

SWAZILAND
1. Secondary Curriculum Unit (p.39).
2. Schools Agriculture (p.54).

Information: Ministry of Education, P.0.Box 39, Mbabane.

TONGA

1. Curriculum Development Unit. Four main programmes: Social Science,
Industrial Arts, Home Economics and Agricultural Science (p.77).

Information: Senior Education Officer (Curriculum), Ministry of
Education, P.0.Box 61, Nukua'lofa.

119



(Teuotzdo) npJan pue = TJysueg
‘11{ed ‘ueTsSJdd ‘OIQRJY °*STOAST

Aaepuooas 1e 3e ysiidul

r13ueg

(TTPBusg)
e1dueg

ysopeidueg

sJayoeas
JOo asptinaoad B pue 9J3USD 92JNOSaJ

e se Buljoe Tooyss AJepuodss
3sadeau ayj3 yzIm stooyos Aaewtad
o3uT Jutlyoes] adenlue] JO UOTSUSIXD
ue ST aJ9y], ‘BITBJI}ISNY UJII}SOM

ut syieasaad Teuotjdo se £Apnis
sgenduel u8teao3 Juijesdy JO puadly
ay3 stooyds aj3eatad swos Joj 3dsoxy

uBTquaS pue 9sa3njaod
‘Us110d ‘UuBTUODPSOE| ‘3Hoaua)n
‘ueT]EOJ) UI SIsSeq Jeino
-TJJNO BJA3XS UEB UO pPaJaJJo
ST suweadoad Tean3no
-I3[NW y cuoTljeulwexy
UOTSSTUWpy AJeI3J9] 3B pau
—TWexs {T9AS] ©3BOTITIJJII)
JUSWOASTYIY 3B pPOSSISSY
*21-8 sopedd aoj Teuotzdo
osouede pue ueIsSsuopul
‘fueiTell ‘uewasyn ‘youaag

ysT13uld

ysT18ud

(eTTRIISNY
uJga3Sam)
eITRI}SNY

passnostp Buiaq [TI3S S9OIAJLS
UOT3EONPS® TBJNITUO-I3TNW O3 SAOW JO
S3093JJo TINJ °S90UaJd9]JIp Tedan3zno
JOJ pJdedaJd anp YiIm UOISaYOO
Te100s sanorej Aor7od TeEUOTIj}EN
*SST]TJIOUTW OTUYRd pue jueddtuuwt Jo
sogdenduel JO ©dorTd UO UOTISSNOSI(g

sS3Tun awos
fpnis 03 sjuspnis aainbaa
Kew stooyds swog *Aotrtod
a3en3uel puodoses AxosTndwod
ON -so3enduel aAT398T2 Q9

yst13ug

yst118ug

errRJI3SNY

£o1104 98enl3ue] ul saduey)

xSodendue] paqliadsaad J92U30

uoT3oNIISUI JO BIPSON

agdendue]
TeuoTlEeN
Te101330

$8TJ3UNO0)

STOOHDS NI ddsn

SIDVNONVT

€ XIANdddv

120



ysT13ug puejsaapun
30UUED OYMm S3USPN3S JOJ SINSBSW UOT3TSUBI] B SE pue
sopead Asewtad ul uorjzonajsut jo sfenduel e se sade
Fngue] otuyizse Jursn Lemaspun ST UOT3B3UBWIISAXD BWOS
*Lep Tooyos ayy jo %0SG 03 dn Jojy ofenduel 3SITJ

MaJQaH pue urjeTq
21-8 sapean *ysrtueds

KLep Tooyos
Jo %05 03 dn Jog
sodenduel Jayjo

TeT1013J0

B SB 3SaJ93UuTl ST aJddayj agaym agdenduel Aue yoesaj ‘uetTel] ‘uetueay s9zTudodoaa 30y Sd youaay (eqoj Tuep)
03 91qtssod 31 sojew apeosp 3sed ay3z uT uorzeISIFO] ‘uewasn gi-/ Sopedy *yousaay pue ystidujg yst13ud epeue)
(puetsIt
youaaj youaag pJIEMpH 80UTJdd)
- - yst13uy yst13uyg EpBUB)
sTooyos
S3T JO aJaou Jo
auo ut ‘ystidug o3
uoT}TppE UT UOT3O
-na3sut jo sdenguefy
e Se pasn aq
a8enduer Jasyjzo ALue
UoTI38J0SIp S, paeod 3ey3 JO uoTIj3onajsur
JUSWE TWWOD POsSLaJIdUT e 3B paJdsjJjo aae sodend Jo a3enduer e
309T7Jaa 03 soarortod a8en3uey dn Buizjles spaeog —-uel J9Yyjzo TIe ‘{peqrad se youaa, ozTaoyzne youoaag (e3a2q1Vv)
*BuTtudes] a3enJue] PUODIS UT FSSISJUT PISLIJIOUT -saad st ysitdug ATuo few paeoq ToOYOdS Yy ystr3ug epeur)
s93e01]
-13J49) JOTUdg pue Jgotunp
1® BUBMS]9S *93EBOTJITIJS)
TOOYdS pue 83BOTJ13d9) ysriduy
- Jotunp je feuotjdo youaayg yst1dug BUEMS]9G euemsjog
adengdue] puodds [BIIJTJJO ayy se ystuedg JoO
uotadopy -juawdolsasp $,pPTIYd B ut aoeld v sey yoeo
3BY} 30BJ Byl pPue 309TLIp [EBOO0T pue YsI1Sud pJaep STaAeT ¥, PU® ,0,
—~uelsS U9dM3OQq UOT3oUT3STP 943z JO UuOT3TudoOoad Jdj3ead) 03 ystuedg§ pue yousaajg yst13ud yst18uy sopequaeg
ogdengure]
£o1704 98endure] ul saduey) xSo3endue] paqraosadd J9ylz uoT3oNJI3SUl JO BIPS|K TRUO L3N SOTJIj3UN0)

121



T wJIog

- ystuedg pue youadj ys113uj ys113ugd BOTUTWO(]
snad£) patdnooo
ystyany ut ysixHang
*otrqndsy ay3
yousaa,j pue Aaepuooag JOTUSS - UBWJISY JO eaJE paTI0J3 yst13ug
ys118ug A11eroadss ‘Burtuaesa] afenlue] uFiadoj * £1epuooas JOTUSS pue —UOD 3JUSWUJISACH ystyany
aaow J0J sjusaaed pue sTidnd jo jaed uo saisa(g Jotung 3e youadj pue ysiiduj QY3 UT 3deua)n NEESR G snad4&p
Teaoadde
y3Im pasn aq ALeuw
sTooyos patjroads urt o3enduel Jaayjzte
ysT18ug ueyz J9Yyzo uoljzonajisut Jjo adenlue] e anq uoI3onJa3lsut
asn o3 uoljnrosaa e ssed 03 paeog B J0J UOTIS Jo o3en3uel uteuw youaa g (uemayolexses)
~taoad soxew (8L6T) 30V 100YOS ayz utl s3uey) ueTURJIY( ‘UBWJIdY 2y3 st ysiidulg ys1idug epeuE)
*saealk
oM} 3sef J0J Teuoljdo uelssny
pue uetirel] ‘ystuedg ‘uewasn
*Teuot13do urle] pue 3}89JH
*saeak S9ATJ TIe J0J souwwead
-oad Tejuswigadxs ‘urldtgo Jo
odenduel ¢3oodn pue 9sagdnjzaod
‘UBTTB3}] °*9oSJanod AIepuodss Jo
saeak 9AT} TTe J0J AaosTnduwoo
*ysIT8ug ST uoT3OonNJ3sur Jo afenfuel ayy a8enduey puodosg *ysiTdujm uelputJdawy 3Inug (22qany)
aJaym STOOYOS O3} UOTISSTIWPE JOJIJUOD sSuoTjeINnNday a8en3ue| puoodoss ‘youaay yst18uy Yyousuayg youaay epeuUR)
S30TJ3S1(Q ToA9T TOOUOS Ydty 3e ystuedsg (BT300S BAON)
uelpeddy 9yj Ul yduadj JO oasn Juiseaaourg pue ulje] ‘OT1[9EH ‘uBWILY youadaq pue ysiidulg yst13uyg epeue)
agendue]
Kot10d 88en3ue] ut salduey) «S@3engdue] paqluadsaad J9Yi0 uoT3oNJ3sSul Jo BIpPSN Teuo13eN S8 TJI3UNno)

TeT1o1330

122



STOOUDS MdJ B UT T9AdT ,0,

wnino TIINo 03 paJds3yjo ST TIPUIH ‘TondT ,V,
sy3 woay paddoap useq sey ulie] pue ,0, 03 Yousad pue ystueds ys118ug yst13uy euesnp
SY0 Jo drysaaq
-waw pue ssTajunod Juiyeads ysiuedsg
JO sSsauJgesu JO asnedaq STooyds
Laepuooss TT1e utr 3ydnej mou ystuedg 19A97 ,V, 03 Yyousad pue ysiuedg yst18ug ystrduld EpeUaJI)
souaTaadxs 308a1p Wo9un L-v/€ SJedX pue pesn u83jo
£q usyods s1 oFenduel oYz adaym UeTTe3] L—-2 SJdBOL ‘ueIsSsSny s1 adenduey 393Je]3
S9TJ3UNOD dyj} JO o3paTmous] pasoadut L/ 9-2/1 sJes)x ‘ystueds pue ayy aasym safendue (puetaJal
ue pue Aoustorjoad [edo uo siseydwe uBWILYN ‘youddd L-£/2g SJdesj ugepow jo JFuryoesly UJay3JaoN)
peoseaJout ‘Uepm pPIJOM PUODSS dOUTS uIljeT] pue YsTJII L-T SJeax ut 3deoxe ystidug ys1iidud utrejztag jesdn
seaae
Suryesads ysiT8uy ATuTrewW UT PAYSTIT
-qe}ss usaq 9ABY STOOYIS AIEpuodas
Ten8ut(-T1q PUEB UOT1ONJ3SUT JO wnipaw
B SB YSTOM JO 8SNh ayjz Ul asead saysIm
-out Ape93s e useq SeY 2J9Yl ‘*SoT13 Tejusaed pue eaJE
—TJoyjne [eOOT J0J J933euw © ST Lotyrod sSTooyds Tenpta 9yj3 JO JT3stasjoed
oFenduel Buipnioul ‘wnNInNdTJIaIND Y3 —-Tpul pue SaI3TJOY3NE UOTIFEONpPD -Byo 0T13SINJUIT a2U3 YsTom
‘seaTem ul - £39T00S uJdspow ul SaIpN3s TEO0T JOJ J933BW B ST UOTI3}09T8g uodn Buipuadap pue ystTdug (sa1em
e8endue] JO souejaodwT ayjz pozIu *suoT13do uowWwoO BJe UBWJILSY pue ysiom pue ystidujg - soTem ul pue pueidul)
~8008a oABY SjuUBWUISA0T 9ATSS300Ng yousaag °sadenduel paqraosaad opN ‘soTem ul °ystidug ystrduyg utejtag jesdsn
- oTqeJay pue youady ys113uyg ys113ud eIqUEn
JeuweJad pue aanj
-BJd93 17 JO uoljeualdsjutl oyl ysIiiduy ug
*9nduoy asyjow jo Juiyoesi uo siseydws
paseadou] G wJaoj 3e 309[gns wexo
ue se paddouap ueaq sey IpPuly ‘suexs 9 wJIo0d 03 yoduaayg Tputy ‘uetltyg
pueleaz maN Jo0J sjuspnis Juiaedaad ur 'y wao 03 npan pue uetl14 ‘IputH yst13uy ys113ulg 014
o3en3ueq
£o1710d @3endue] ul salduey) xSedendue] paqraosaad JI8yjzo uoIj3onJa3sul Jo BIpPSK TeuotjeN S9TJI3UNOY)

TETOTI30

123



sadengdue] Te3jua1JIO JO JuT

s3oalqns fruotljdo
IA-1 swaoq - Tlue] ‘oTqeay

-yoesy ayy uo siseydws ayj ul askaddu] ‘utaepuel ‘npan ‘1puty ‘yousayg ys1iisuy ys1i1duy SNT3 Tanep
UBwJIsn pue youdaq ‘uetiell ys1iduy ys1r1duy
GL6T ul paonpoajul o1qeday - suotr3dg *AJgosTndwod ST OIqedy 0s93 1Bl 9sv3 1EN e} Ten
*p apean 03 poassaudoad sey
Le1ep agaym yemeaeg ut 3dooxe
IN WIog 03 2861 AQ pur p waog 03 A 03 I swaoy so3endue] ano paseyd Buraq ystiduy
dn eZen8ue] TeuOIjeRU UT ydney aq [TIm Teuo13zdo se JIWeR] JO 9SdUTYY) *6L6T TT3un STOOYOS SwWOs Ut
sjoalqns 11 0861 Ad *STOOYDS wnipaw *(oTweTST) STooydos SNOTJIT SY3}epN pUE 290US1IJS JOJ Usi1duy (Keten)
ystidug Jewaoj ul eriskeiep eseyeg —-9J Ul o1Iqeay °*A 03 I swaoy adend Yy3Im JTA pue p swaog ul Aerep eisAerep
03 ysTidug woaj agdutyd o13eWa3SAg —-uel puooss Aaosindwo) -ystrduy AT wWaoq o3 Arantsnioxe Aerep nseyeqg ersfetep
JButyoes] SWOS JOJ UOTFLOTUNWWOD JO
suesw B Se 309TRIpP [EBOOT 9Yyj} JO aduej
-dsooy *sTooydS Aaepuoday mMON ul ade I1~-,L Sapeas
-ngue] puooas Aao3eI17qO ue se ysiuedy *sTooydog Aaepuodsg mMaN *ystuedg ys11duyg ys1iduy eoTewe
pequuaosaad aden3uey
QU0 ATuo wnuj3oads TeUOTI}EOOA
ul *oT7qissod oJae S9AT309719
anq ‘Aaosinduwod s1 20TOYd jo o3e
-nduey suo Ajuo Aaepuooss aay3ty
1Y *3tJa¥sueg se yons ‘saldend
-ue] TEOISSETO apnioul sagenduul
feuotlzdp -uOT3ONJ}SUT JO untpauw
B Se pasn 3BY3} ueyl Jayjzo
pue sa1Ja0893EO oM} Jayjzo £q
pagsnod jou a3engue] udladoj J0
uetpul udspow f{uotun Jo adenue]
TETOTJJO 93EIDOSSE JO o8enduel
Te1o1jJO !a3enduel TeUOIFoa
J0 onduol Jsyjouw ¢ AIepPuUODSS Tputy]
- Jamo1 3e Axosindwod sadenduel ¢ J0 ys118uy -sofundury (ruoTIoy Tputy BIpUl
agdengue]
Aot110d @8en3ue ut sadury) « So8endue] paqlaosadd J9aYyln UOT3ONIYISU] JO LIpPSOR TBUOTILN $OTJA3UN0)

Te1d13J0

124



8L6T Ut paounouue ueld souejstsse Teroadg
*ysTT8ug JO T9A9T 9y3z Jo JUuISTeJd 9ay3 pue
STOOYDS WeaJd3ls 9sauTy) 3saq ayj3 JoJ swatqoad
paesod sTy] °YSITSug O3 Swexa S3}T pue uoTry}
-onajsut jo agenldue] S3T pPayd3TMS AJTSJISATU(
SuefueN .67 ul °23en3due SUO UT 93BJISITT

9q 03 a1qe 3Sesa] 9yj3 pue adenluel ,pug, B pue
13ST, B o8easAe oaoQqe pue adedasae syl (pJaryjy e
£1q1ssod pue sa3en3uel ,3ST, g OP O3 ULIPTTIYD
9Tqe 3IsOW :8.61 3J0daa uotljzeonpy JO AIFSTUIW

suot1ydo aae asauedep
pue ueuasn ‘yousayg

Ttuwe]/AeTen

/@sauty) pue ysiidud

a3end

-ueT TeuOTI3jEU
ayy st Ketrep
*sagengduel
TeIO0TJJO aJe

TTwe] pue Aerep
asauTy) ‘ysT13uld

aaodeldutg

youada JOo Surtyoesy ay3z JO UOTI}EOTJTSUS}UT

STeA9T ,V¥, PU® 0, 3DD 03

*uIje] 309T79s STooydos maj Aaap *paddoap Hosuan UBWJISY pue urje] ‘yousay ystidujy ystiduyg 2U09T BAJDISG
9108u)
sodenldueT ulew sa9JYy3 9Yy3z JO 9]0J TeuoTIjzeonps youaa g
93 O3UT UOTISSNOSIpP PUB YOJdedsSad 9ATSU93XY sTane1 TTI® 3B youaajg ystrduy yst13ug saT19yd4eg
s3oejuod Teorydeadosd sta
B STA ystuedg pue yousaq Jo souejaodwT Jurmoan youaaj pue ystuedg yst13uy ysi13ul e1OoNng 3S
BaUTNY
- - yst13uy ysti13uj maN ended
BeqnJIo
‘oql ‘esney
19897 V¥, 409 03 3ydnej sagd :uOT3N3 T3SU0D

* padeanoo

oae so3enfuel osayz oql JO
uoT3dedoxs ay3z YiIM olIqeay
pue youaay ‘eqnaog

-engduel aatjoadsag
ut 3ygney sioalqns
a3en3duel J9Yy3zQ

6,61 £q peazTu
-3008a sadend

-ue TBUOT}EN

-u» ST youaaj pue saenduel T[eOO0T JO Apnig ‘oql ‘esney :A-T WJIOY ys113us ys118uyg BTJ493IN
saesf omj3 TeUTl]
9y3 utr uetTe3] pue ystuedg
fULTSBNY *ST9AST TIB 3e
sJaeaf jusdaJ ul paldeanoous A{reroadss uetssuopu] pue oasauedep TJORBNY
usaq aArYy sadendue] uliseqg OTJIOed PuE TJIOE| ¢ Taoep ‘uewasn ‘youaay ys1iduy ys113ug pueteaz MmoN
a3engdue]
£o1704 98en3ue] ut safuey) xo3endue] paqraosaad JI92UiQ UOT3OoNJI3SUl JO BIPSK Teuot3EeN S2TJI3UNO)

Te191330

125



YoTym uol3onajzsul JO eIpaw a9yl uekyl J9yzo safendue] pojedipul aaey Aew sajejs gaquow ,sadendueq] paqraosadd JoU3l0,

*SOAT309T1® Jo suotido se patpnys oq Aew yotym sagdungdue] 10 palpnis aq jsnuw

PATATIUS UWLNTOD 9Yl Ul

ystduy yst13ud
- - ueoueg ueourvy Bowes uJdal3ssam
3X93U00 TeuoTgad ul juejaodut ysiydug - yst13ug yst118uy nieany,
aan3ny ayjz ul ur3duo] 03 usaald oq Aew
stseydws Juisesaadoul -ueduo] JO 308T82u ayj
3noQe SuoTjeAdssad JuTMOJF sJae aJ9yjz 3nqg uoljy (21 Jeax) 1en91 uegduoy,
-dNJ3sutl JO wnipaw ayjz se psayousajus ST ysiidug Suiaes] Jday3tH o3 dn ueluoy ys113ug ys113ug e3uoy],
jnoydnoayyz TITIYEBMSTY 9SN 03 pue uoI3ONIISUT JO
EswnwE e se ysiigug soeTdaa 03 Aemaspun sueld youaa g ysti3uy pue
TITUEMSTH TrTyemsty eltuBZUR]

Kxepuoosg J9y3TH 3e Teuotzdo

19A9T aotun( ueadoany uJdepouw pue ning ys11duz
?y3 3k niny 8oeidaa 03 T3EBMSTS JO UOTI3ONPOJJUT * £aepuoosg JoTunp utl I3eMmsSIS yst1duyg T3EMSTS puelIZEMS
asauty)
pue sssuedep ‘npap ‘nputy
‘uetsdad ‘uBwILn ‘youadg
‘uetssny ‘Aetlep ‘orqeay TTwe]
‘Meeun ‘utje ‘3rTavsueg pue BTBYUIS
‘Tred :suotido g1 pue [T ~ 93enduet
opeJd ¢AKaepuodoas JOTUdS 3y TrUOTIEN
*T9A9T Aaepuooss aotunl syz BTEYUTS
3e o3endue] puooss Aaosind Ttwe] pue - o8engue]
_ ~wod e sT a3enduel ysirduy eTERUUTS 1101330 ejue] TJdS
- - ysi18ujg yst113uyd SpuUt1s[ UOWOTOY
ogdengdue]
Ao1104 9denldue] ul saluey) xSo8engue] paqraosadd J9yjlQ uo13onNJd3sul Jo BIpap TeuoTleN $S3TIIUNOD

TeTo1330

126



APPENDIX 4

EXAMINATIONS

Item 8.1 of the questionnaire requested that respondents indicate public
examinations offered at different levels of the secondary system. Some
countries have indicated the existence of an entrance examination to the secon-
dary system and these responses have been included but this should not be taken
to read that all secondary entrance examinations are listed below.

If an examination does not refer to the name of an overseas board or
regional council, this indicates that the examination is set in the country
in question.

CXC Caribbean Examinations Council
WAEC West African Examinations Council
LCC London Chamber of Commerce
Country Public Examinations Changes in Exam Policy
Australia (Western) Tertiary Admissions Exami- | Matriculation level exami-
nation (TAE) at the end of nations abolished. 50%
Year 12 internal assessment for

Certificate of Secondary
Education (not a public
examination). Calculators
approved for selected sub-
jects. Achievement Certi-
ficate has replaced Junior

Examination

Bangladesh Secondary School Certifi- -
cate Class X. Higher
Secondary School Certi-
ficate Class XII

Barbados Secondary Schools' Ent- Schools encouraged to enter
rance Grade 6. Secon- candidates for CXC exams
dary Schools' Certifi- rather than those offered
cate Stage 1 Grade 9. by UK Boards

Caribbean Exams Council and
Overseas GCE Boards '0!
Level Grade 11. YA

Level Cambridge and

London Grade 13
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Country

Public Examinations

Changes in Exam Policy

Botswana

Canada (Manitoba)

Canada (Quebec)

Cyprus

Dominica

Fiji

Junior Certificate Form III
Cambridge Overseas School
Certificate Form V

No public examinations.
Examinations responsibility

of local school districts

Department exams compul-
sory for academic sub-
jects during last two
years of school. In
future departmental
examinations for certain
courses to be announced
each year

No public exams. Stu-
dents may sit for GCE

'0' and 'A' Level, LCC
book-keeping and typing,
City and Guilds and over-
seas university entrance
exams

Cambridge Certificate of
Education Form 5. London
Chamber of Commerce Form 5

Secondary entrance Class 8
Junior Certificate Form 4

New Zealand School Certi-

ficate Form 5, New Zealand
University Entrance Form 6
and Fiji Seventh Form Exam
Form 7

Administrative control for
Junior Certificate since
1979 after leaving
Botswana, Lesotho and
Swaziland Examination
Council

External exam system dis-
continued in 1970. Indi-
vidual school divisions
now responsible for test-
ing, promotion and gradu-
ation of students

Increased account taken of
school assessment

Growing emphasis on conti-
nuous assessment. Fewer
examination subjects and
new grading systems for
internal examinations

GCE pass level placed at
Grade C

Move towards localizing
New Zealand School Certi-
ficate (Fiji options).
Increased involvement in
setting and marking NZ
School Certificate.
Increased range of exam
subjects. More students
passing exams as increase
in places at different
stages
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Country

Public Examinations

Changes in Exam Policy

Gambia

Great Britain
(England and Wales)

Great Britain
(Northern Ireland)

Grenada

Selective entrance exam Pri-
mary 6, West African Exami-
nations Council, '0' Level
Form 5, WAEC 'A' Level

Upper 6 and School leaving
exam (Secondary Technical)

General Certificate of
Education. '0' Level and
'A' Level, usually taken at
16 and 18. Certificate of
Secondary Education, taken
at completion of 5 years of
secondary education

N.I. Schools Examination
Council. GCE '0O' Level
at 1l6+years Year 5, GCE
'A' Level at 18+years
Year 7 and Certificate
of Secondary Education
Year 5

'0!' and 'A' Level
Cambridge, London and
Caribbean Examinations
Council. City and
Guilds and Association
of Certified Accoun-
tants exams

Close study has and is
being given to:

(i) A single examina-
tion to replace GCE '0O!
Level and CSE

(ii) The replacement of
the present 'A' Level
by a broader combina-
tion of subjects taken
at different levels of
difficulty

(iii) The introduction
of a Certificate of
Extended Education to
be taken at approxima-
tely 17 years

No firm policy decision
has been taken

GCE '0O' Level grading
changed from 1-9 to

A to F with no pass/
fail. Move towards
greater teacher assess-
ment

Schools now enter for
GCE and CXC
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Country

Public Examinations

Changes in Exam Policy

Guyana

India

Jamaica

Malaysia

Malta

Mauritius

Secondary school proficiency exam
for Community High School Pro-
gramme. Part 1 at end Year 3 and
Part 2 at end of Year 4. GCE -
London University Board Year 5.

CXC - Secondary School Certificate
Year 5 and 'A' Level London Univer-
sity Board

Class X High School Exam/Matricula-
tion and Class XI and XII Higher
Secondary/Intermediate

Jamaica School Certificate (indi-
vidual entry) Grade 10, Secondary
School Certificate (school entry)
Grade 11. GCE and CXC 'O' Levels
(school and individual entry)
Grade 11 and GCE 'A' Level (school
and individual entry) Grade 13

Lower Certificate of Education
Form III, Malaysian Certificate
of Education Form V and Higher
School Certificate Form VI

End of Form V GCE '0O' Level,
Oxford, London, AEB or Malta
Matriculation. End of Form VI
GCE 'A' Level (as above)

Mauritius Institute of Education
Form III, Cambridge School Cer-
tificate Form V and Cambridge
Higher School Certificate Form
VI

Regional exams have begun
to phase out London 'O
Level paper. Local Secon-
dary School Proficiency
exams have replaced College
of Preceptors exam since
1978

Evaluation now taken as
continuous process; inter-
nal assessment with exter-
nal assessment. Objective
questions as well as essay
type. Grades rather than
marks. Attempt to evalu-
ate effective and psycho-
motor domains as well as
cognitive

CXC will gradually replace
GCE. Recent development
of Secondary School Certi-
ficate

Increasing role played by
Exam Syndicate and Univer-
sity of Malaya in MCE and
HSC exams; correspondingly
smaller role by Cambridge
Exam Syndicate

GCE exams in Maltese and
Italian substituted by
Maltese Matriculation
exams for entry to higher
education. 'A' Level
English (Oxford) specially
prepared for Maltese
students

Introduction of national
exam at Form III
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Country

Public Examinations

Changes in Exam Policy

New Zealand

Nigeria

Papua New Guinea

St Lucia

Seychelles

School Certificate Form 5.
Most subjects externally
examined, some are inter-
nally assessed, others com-
bine internal assessment

and moderation by Depart-
ment of Education. Univer-
sity Entrance Form 6, gained
by exam or accreditation.
University Bursaries Exam
and University Scholarship -
responsibility of Universi-
ties Entrance Board

West African School Certifi-
cate, Form V, West African
Higher School Certificate,
two years after School Certi-
ficate

Primary leaving exam Grade 6
Mid-year rating exam Grade

10 (MYRE), School Certificate
Grade 10 and Trial exams
Grade 12

Junior Secondary School
Leaving Exam Form 3
Cambridge 'O' Level Form 5

'A' Level Form 6
CXC Secondary School Cer-
tificate Form 5

Junior Secondary Year 8
Cambridge '0O' Level at
Secondary 3 and Cambridge
'A' Level

Development of single
subject awards. Increase
in school assessment

Objective tests intro-
duced where possible.
Gradually, English
Language and Mathematics
being de-emphasized

Since 1975 School Certi-
ficate exams internally
marked although ques-
tions supplied by Mini-
stry for core subjects.
75% of final grade based
on internal assessment
in grades 9 and 10.

MYRE taken in July to
determine percentage of
distinctions and credits
awarded to the school.

Cambridge GCE being
phased out. Increase in
multiple choice ques-—
tions. Attempts to
standardize local exam.

Abolished Junior Secon-
dary exam in Year 9 in
favour of continuous
assessment. Plan to
abolish Junior Secon-
dary entrance exam at
the end of Year 6
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Country

Public Examinations

Changes in Exam Policy

Sierra Leone

Singapore

Solomon Islands

Sri Lanka

Swaziland

Tanzania

Tonga

West African Examinations
Council '0O' Level Year S
'A' Level Year 7

Primary School Leaving
Examination Grade 6

GCE '0' Level Grade 10
Cambridge and GCE 'A!
Level Grade 12 Cambridge

Primary leaving exami-
nation, Primary 6 and
Solomon Islands School
Certificate - Form 5

GCE '0O' Level Junior
Secondary, GCE 'A’
Level Senior Secondary.
Set by Sri Lanka exami-
nations department

Certificate of Primary
Education Grade 7
Junior Certificate
Grade 10 and Cambridge
Overseas School Certi-
ficate Grade 12

National Form IV exam
National Form VI exam

Secondary Schools' Ent-
rance Examination Class 6,
Higher Leaving Certificate
Class 12, New Zealand
School Certificate, Form V
in academic secondary
schools and Year 14 in gene-
ral secondary. NZ Univer-
sity Entrance Examination,
Year 15 in general secon-
dary schools and Form VI in
academic schools

Grades 7 and 8 at '0' Level
now accepted as a pass

Primary leaving exam

gives double weightage to
first and second language
T. score to grade candida-
tes from 1973. '0' Level
changed from certificate to
subject exam in 1971.
Similar 'A' Level change

in 1975

Change over from Cambridge
in 1978. New Form 3 exam
to be established in 1981

Exams measure non-cognitive
factors. Exams encourage
group competition. Conti-
nuous assessment favoured.
National exams constitute
50% of final mark
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Country

Public Examinations

Changes in Exam Policy

Tuvalu

Western Samoa

Common Entrance Exam Class
6-7, Fiji Junior Certifi-
cate Form 4 and New
Zealand School Certificate
Upper 5th Form

High school entrance Form
2/Grade 8, Junior High
School leaving certifi-
cate, Form 5 lower, New
Zealand School Certifi-
cate Form 5 upper and

New Zealand University
Entrance Form 6
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APPENDIX 5

COMMONWEALTH SECRETARIAT

SURVEY OF TRENDS 1IN CURRICULUM REFORMS

IN SECONDARY SCHOOLS OF COMMONWEALTH COUNTRIES

QUESTIONNAIRE
Name of Respondent: ceeens e s e rs e asa st e
Official Designation: et e esesessecensss e essensns
Name of Country or Institution: ...cciieieeieeeceeiinrseecenssnnnns

Please return to:

The Director

Education Division
Commonwealth Secretariat
Marlborough House

Pall Mall

London SW1lY 5HX
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AN EXPLANATORY NOTE

In the preparation of this questionnaire no particular country was taken as

a model. Since the Commonwealth displays a great variety of educational
patterns and structures and an equally great variety in regard to population
and size, it is possible that this questionnaire might be too detailed for
some countries and inadequate to reflect the many local variations that obtain
in others. What is required therefore from the returns is the broad pattern
of changes proposed or taking place in secondary schools with as much detail
as possible to make these explicit.

It would help if, in addition to the return of the questionnaire, any
recent publications and statements of policy available, dealing with curriculum
changes in secondary schools, are forwarded to us at the same time., If there
are any special projects in this particular field which you consider would be
of significance to other Commonwealth countries we would welcome more detailed
accounts of these together with published material in support, if there is any.
In regard to statistical returns it is expected that the latest figures would
be used and that their date of compilation would be indicated. Since the
last survey of this kind undertaken by the Commonwealth Secretariat was in
1971, information since this date is particularly important.

In the questionnaire, technical terms have been reduced to a minimum so
that no additional explanation is necessary beyond what is given in the text.
It is possible that some of the terms used would carry different meanings in
different contexts within the Commonwealth. In regard to the broad term
"secondary school' used in the geustionnaire, the UNESCO definition of "Second
Level, General' has been accepted.

The term '"Second Level, General" refers to education in ''secondary
schools" that provide general or specialized instruction based upon

at least four years previous instruction at the first level, and which
do not aim at preparing the pupils directly for a given trade or
occupation. Such schools may be called high schools, middle schools,
lyceums, gymnasiums, etc., and offer courses of study whose completion
is a minimum condition for admission to a university. In many countries
because of the desire to provide other types of training for students
not proceeding to university, there has been a development of schools
with the aim of providing both academic and vocational training. These
"composite'" secondary schools are considered as equivalent to the
academic type of secondary school and are classified as "Second Level,
General".

It is possible that in answering the questionnaire the space allotted
under each section and/or sub-section is inadequate for your inserted answer.
For this reason the page opposite has been left blank so that you may continue
your answer there. If you have occasion to do this please indicate the
section number on the margin of each such insertion. The blank pages at the
end of the questionnaire are for project information ard any general observa-
tions you may wish to make.
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PART A

ORGANIZATION AND PLANNING

Please append a diagram indicating the official structure of the formal educa-
tion system in your country. (For guidance see the example provided on p.13).

1. CONTROL OF THE CURRICULUM OF GENERAL SECONDARY EDUCATION

(By general secondary education here we mean schools which are not wholly
specialized, e.g. technical, craft, commercial, etc.).

1.1 Name the MAIN controlling authority (ies) responsible for
the planning and development of the curriculum of general secondary
education.
(If available please supply diagrams of machinery of curriculum
learning and development. No set format is required but an example
is appended on p.14).
1.2 Name the SPECIFIC agencies, if any, responsible for: 6

1.2.1 specification of national educational aims and goals

1.2.2 curriculumplans (e.g. syllabuses)

1.2.3 policy on instructional materials (including printed
materials, TV and radio), in respect of:

(a) content
(b) production (e.g. parastatal or commercial, both)
(c) distribution
1.2.4 public examinations
(please describe the composition of controlling agencies
indicating involvement of international, national and
regional bodies).
1.2.5 curriculum of secondary teacher education

(please specify where separate controlling authorities exist
for junior and senior secondary).

1.3 If secondary education is available via distance teaching (e.g.
correspondence, television) please state how the institutional framework
for curriculum control and pelicy is different for this type of secondary
education.

2. CURRICULUM CO-ORDINATION

What machinery exists for co-ordinating the curriculum of secondary stage
education between:

2.1 general secondary and other provision at the second level (e.g.
technical, religious, special schools).

2.2 formal school provisiocn and non-formal agencies (e.g. youth
brigades, farm institutes).
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4.

2.3 secondary and primary

2.4 secondary and tertiary

PARTICIPATION 1IN CURRICULUM DEVELOPMENT AND PLANNING
3.1 LOCALLY-BASED CURRICULUM DEVELOPMENT

This section concentrates on how far teachers and other local personnel
participate in planning, refining and implementing the curriculum.

In what aspects of the curriculum have local initiatives and involvement
been most apparent? (e.g. plans and materials for specific subjects,

school-community links, work experience).

3.2 Comment on the role of the following (if applicable) in curriculum
development:

(i) teachers' colleges
(ii) teachers' centres

(iii) 1locally-run curriculum resource centres, units, etc.

{(iv) local boards, panels or committees
{(v) sub ject associations and societies
(vi) parent - teacher associations

{(vii) extension and welfare services
(viii) co-operatives and other self-help groups
(ix) o R £ 1= o N

MAJOR CHANGES

Describe any major changes made in recent years or planned in respect of the
machinery for curriculum control, development and co-ordination. Please attach
any appropriate documents.

PART B

CURRICULUM CONTENT

5.

GOALS

5.1 Are national goals for the secondary curriculum explicitly stated?
If so, indicate where and include statement of these goals.

5.2 What significant changes or modifications of such official state-
ments have there been in the last decade?

5.3 Please indicate any other public statements incorporating goals

or national philosophies, in moral, religious, political, social or
economic spheres which have been widely adopted as a basis for determining
secondary school curriculum. (please include a copy of public statements
if available)
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5.4 Which goals for national development planning are particularly
emphasized in national curricula at secondary level?

6. LANGUAGE

6.1 Which language(s) is/are recognized as official national
language/languages?

6.2 Which languages are used as media of instruction in secondary
schools?

6.3 Which other languages are prescribed as subjects in secondary
schools and at what levels?

6.4 Comment on the extent of use of these languages
6.4.1 - in prescribed texts
6.4.2 - 1in public examinations

6.5 Have there been significant changes in language policy in
secondary schools in recent years? If so please comment.

7 CURRICULUM PLANS

PRINCIPAL FEATURES

Please comment in GENERAL terms on trends in the national secondary school
curriculum in respect of the following categories, (indicating where differences
exist between lower and upper levels).

7.1 a common or differentiated curriculum with respect to
different categories of general secondary school.

7.2 policies in regard to ability streaming BETWEEN different
categories of general secondary schools.

7.3 policies in regard to ability streaming WITHIN schools.

7.4  the balance between core (compulsory) and optional (elective)
subjects (See also 7.10).

7.5 policies in regard to integration of education and work.
7.6 policies in regard to the development of community schools.
7.7 SYLLABUS

Is there a prescribed syllabus for all subjects? If separate subject
syllabuses are issued state which.

7.8 What major revisions have taken place in the last decade
(e.g. issue of new syllabus documents in all or some subjects) and
if so when?

7.9 GUIDELINES

Are curriculum guidelines - e.g. official handbooks of suggestions for
teachers available? If so, please specify subjects.
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7.10 COMPULSORY AND OPTIONAL (ELECTIVE) SUBJECTS

(If comprehensive statements of offibially prescribed subjects and time
allocations exist, please supply).

7.10.1 What subjects, if any, are compulsory at what levels?

7.10.2 What subjects are officially recommended as optional
subjects?

7.10.3 In cases where official time allocations exist for
specific subjects please indicate below:

GRADE/CLASS
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7.10.4 Please indicate significant trends in respect of com-

pulsory and optional subjects recommended in the last ten years
(e.g. new subjects recommended; subjects discontinued; significant
changes in recommended time allocations).

7.10.5 Please comment on trends towards subject specialization

and/or integration in the last ten years; (e.g. integrated science
at the junior secondary level).
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10.

7.11 CHANGES 1IN EMPHASIS

Describe any recent major changes in emphasis within specific subject
programme or groups of subjects (e.g. new approaches in mathematics,
science, social community education).

EXAMINATION AND ASSESSMENT

8.1 Public examinations offered at different levels. Please gi?e name
of examination and state the grade in which pupils take it.

8.2 Which compulsory subjects are prescribed at various levels natio-
nally or regionally for public examinations?

8.3 Which optional subjects are offered? If possible please indicate
percentages of total entrants offering such subjects.

8.4 Are students required to offer and pass certain combinations or
groups of subjects? If so please specify. (If official statements of
policy and regulations for examinations exist, please supply).

8.5 What changes have taken place in €xamination policy during the
last decade?

8.6 What major changes have taken place in choice of subjects by can-
didates?

8.7 To what extent have methods of assessment changed? e.g. more or
less use of multiple choice guestions and marking machines; greater or
less emphasis on teacher based assessment; more or less emphasis on
project or assignment work.in comparison to '"closed" questions.

8.8 Describe any significant trends in modes of assSessment, e.g.
greater emphasis on alternatives to formal examinations at secondary
level.

MATERIALS AND MEDIA

9.1 What significant official programmes for the design and production
of teaching/learning materials for specific subjects have been undertaken
in recent years?

9.2 Have the mass media (e.g. radio and television) significantly
influenced the design of curricula for secondary education? Please
comment on grades and subjects where most use has been made of the mass
media.

9.3 What further trends have there been in the development of materials
and media?

THE CURRICULUM OF TEACHER EDUCATION

Comment on the curriculum of teacher education in relation to the changing
emphases in the secondary school curriculum. (Please differentiate between
junior and senior secondary levels where necessary).
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PART C

RECENT PROGRAMMES AND PROJECTS

11. This section concentrates on the identification of particular significant
curriculum projects, pilot studies and initiatives which have been undertaken

IN THE LAST FIVE YEARS or which are currently in the process of development.
Please describe each project separately on pages attached to the end of the
questionnaire.

We particularly invite consideration of programmes and projects designed to
increase EFFICIENCY or RELEVANCE in the school curriculum with respect to:

{a) Specific subject areas.
(b) The relationship between school and work.
(c) The relationship between school and community.
In each case please describe the project under the following headings:
(a) Brief description of objectives.
(b) Where sited (e.g. name of region, rural/urban, etc)

(c) How controlled (e.g. National C.D. Unit, Institute of
Education, etc.).

(d) By whom sponsored (including type of inputs from international
sources) .

(e) Time scale (e.g. 1975-77, or S years from 1978).

(f) Size and scale of the project - either large, medium or small.
(A project in national terms may be judged large, medium or small

in relation to the combination of financial, human and material
resources allocated to it and the geographical area covered (or target
school population).

(g) Please comment on any other features of the project; comment
on any significant strengths and weaknesses that have become
apparent from experience in the design, organization and imple-
mentation of this programme or project.

PART D

COMMONWEALTH CO-~-OPERATION

12. Are there any recent curriculum reforms in Secondary Schools which have
benefited from the experience or contribution of other Commonwealth countries?

13. Indicate any areas of need in curriculum development which could gain
from co-operation with:

(a) Other Commonwealth countries.

(b) The Commonwealth Secretariat.
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APPENDIX

This section asks for some basic up-to-date statistics on enrolments and teacher
supply.

ENROLMENTS

1. What general direction is secondary education taking? e.g. Is there
expansion and if so for what reasons?

2. Numbers of schools and enrolments by grade including participation of
girls. (Please attach latest official statistic with dates).

3. Percentage of primary school leavers entering form 1 of secondary schools.

4, Percentage of appropriate age group in full time secondary education. It
may be necessary to distinguish between junior and senior secondary levels.

5. Official figures for drop outs and repeaters in the secondary system.

6. Percentages of secondary school leavers continuing to further education.
Differentiate, where possible, between University, technical and vocational
courses.

7. Types of non-formal educational provision offered for out-of-school Youth
in the secondary school age group.

TEACHERS

8. Average staff student ratio in secondary schools. (Please differentiate
if necessary between junior and senior secondary levels and where major regional

and other variations exist).

9. Please complete the table below indicating levels of education and train-
ing of secondary school teachers.

Total Numbers
Total Numbers in Junior Total Numbers in
of Teachers* Secondary Senior Secondary

Graduate trained

Graduate untrained

Non-graduate trained

Non-graudate untrained

*(or percentages)

- END -
Thank you very much for your co-operation
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APPENDIX 6

AUSTRALIA

THE BAHAMAS

BANGLADESH

BARBADOS

BOTSWANA

BRITAIN

CANADA

CYPRUS

DOMINICA

COMMONWEALTH DESKS 1IN MINISTRIES OF EDUCATION

Mr Frank Grotowski

Director, International Relations Section
International Education Branch

Department of Education

P O Box 826

Woden

Canberra ACT 2606

Director of Education

Ministry of Education and Culture
P O Box N3913

Nassau

Secretary

National Commission for Unesco

Ministry of Education and Cultural Affairs
Secretariat Buildings

Dacca

Mr L Jordan

Senior Assistant Secretary
(Planning Division)

Ministry of Education and Culture
Jemmott's Lane

Bridgetown

Mr C A R Motsepe

Deputy Permanent Secretary
Ministry of Education
Private Bag 005

Gaborone

Mr L E Dawes

Overseas Development Administration
Eland House

Stag Place

London SW1E ©5DH

Academic Relations Division
Department of External Affairs
Ottawa

Mr G C Economides
International Relations Office
Ministry of Education

Nicosia

Ministry of Education and Health

Government Headquarters
Roseau
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FIJI

THE GAMBIA

GHANA

GRENADA

GUYANA

INDIA

JAMAICA

KENYA

KIRIBATI

Deputy Secretary

Ministry of Education

c/o Department of Foreign Affairs
Prime Minister's Office

Suva

Director of Education
Education Department
Bedford Building
Banjul

Principal Assistant Secretary
(General Administration)

Ministry of Education and Culture
Ministry Branch Post Office

P O Box M45

Accra

Mr R O Palmer

Chief Education Officer
Ministry of Education
Youth and Social Affairs
Young Street

St George's

Mrs Carmen Jarvis
Secretary-General

National Commission for Unesco
Ministry of Education

Social Development and Culture
21 Brickdam

Georgetown

Secretary

Indian National Commission for Co-operation
with Unesco

Ministry of Education and Social Welfare

Department of Education

Shastri Bhavan

New Delhi 110001

Ministry of Education
P O Box 498
Kingston

Secretary-General

National Commission for Unesco
Ministry of Education

P O Box 30040

Nalrobi

Ministry of Education Training
and Culture

c/o Minister of Foreign Affairs

Ministry of Foreign Affairs

Kiribati

South Pacific
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LESOTHO Mrs I Monoto
National Commission for Unesco
P O Box MS47
Maseru

MALAWI National Commission for Unesco
Ministry of Education
Private Bag 328
Capital City
Lilongwe 3

MALAYSTIA Under Secretary
Foreign Affairs Division
Ministry of Education
Federal House
Kuala Lumpur

MALTA Mr Paul Ebejer
Ministry of Education
Valletta

MAURITIUS Ministry of Education and

Cultural Affairs
Port Louis

NAURU Secretary for External Affairs
Ministry of External Affairs

NEW ZEALAND Director
International Education Division
Department of Education
Private Bag
Government Buildings
Wellington

NIGERIA Mrs Abisogun-Alo
Nigerian National Commission for Unesco
Federal Ministry of Education
Victoria Island
Lagos

PAPUA NEW GUINEA Mr P Songo
Ministry of Education, Science & Culture
Department of Education
PSA Haus
Private Mail Bag
Post Office
Boroko

ST LUCIA Mr Leonard Simon
Education Officer (Planning)
Ministry of Education and Culture
Castries

ST VINCENT Mr F A Toney
Chief Education Officer
Ministry of Education
Kingstown
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SEYCHELLES

SIERRA LEONE

SINGAPORE

SOLOMON ISLANDS

SRI LANKA

SWAZILAND

TANZANIA

TONGA

TRINIDAD & TOBAGO

Mr G D Payet

Liaison Officer. (Commonwealth)
Ministry of Education and Culture
La Bastille

P O Box 48

Mr H L Tucker

Secretary

Unesco National Commission
Ministry of Education

New England

Freetown

Assistant Director (External Relations)
Ministry of Education

Kay Siang Road

P O Box 746

Singapore 10

Mr Geoffrey Siapu

Chief Education Officer

Ministry of Education and Training
Honiara

Mr J T Dumbukola
Additional Secretary
Ministry of Education
Malay Street

Colombo 2

Permanent Secretary
Ministry of Education
P O Box 39

Mbabane

Mr E Muze

Commissioner for Higher Education
(Attention MDK)

Ministry of National Education

P O Box 9121

Dar es Salaam

Miss Ana Taufe'ulungaki

Senior Education Officer for Curriculum
Department of Education

P O Box 61

Nuku'alofa

Mr Waldron Emmanuel

Director

Educational Planning Unit
Ministry of Education and Culture
Alexandra Street

St Clair

Port of Spain
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TUVALU

UGANDA

WESTERN SAMOA

ZAMBIA

Mr Pasoni Taafaki

Senior Educatjon Officer

c/o Ministry of Social Services
Funafuti Atoll

Mr Joseph S Magoba

Secretary-General

Uganda National Commission for Unesco
Ministry of Education

P O Box 7063

Kampala

Mr R C Bishop

Director of Education (Secondary)
c/o Secretary to Government
Prime Minister's Department

Apia

Permanent Secretary
Ministry of Education
P O Box RW93

Ridgeway

Lusaka
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APPENDIX 7

MINISTRIES

Countrx

AUSTRALIA

THE BAHAMAS

BANGLADESH

BARBADOS

BOTSWANA

BRITAIN

CANADA

CYPRUS

DOMINICA

FIJI

OF EDUCATION
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Address

Department of Education
P O Box 826

Woden

Caberra ACT 2606

Ministry of Education
and Culture

P O Box N3913

Nassau

Ministry of Education and

Cultural Affairs
Secretariat Buildings
Dacca

Ministry of Education and
Culture

Jemmott's Lane

Bridgetown

Ministry of Education
Private Bag 005
Gaborone

Secretary of State for Education
Elizabeth House

York Road

London SE1 7PH

Liaison Officer
Elementary/Secondary Education
Council of Ministers of Education
252 Bloor West, Suite S500
Toronto

Canada M5 S1V5s

Ministry of Education
Nicosia

Ministry of Education and Health
Government Headquarters
Roseau

Ministry of Education

c/o Department of Foreign Affairs
Prime Minister's Office

Suva



Country Address

THE GAMBIA Ministry of Education, Youth
and Sports
Bedford Place Building
Banjul

GHANA Ministry of Education and Culture
P O Box M45
Accra

GRENADA Ministry of Educaticn
St Georges

GUYANA Ministry of Education, Social
Development and Culture
P O Box 1014
21 Brickdam
Georgetown

INDIA Ministry of Education and
Social Welfare
Shastri Bhavan
New Delhi 1

JAMAICA Ministry of Education
P O Box 498
2 National Herces Circle
Kingston

KENYA Ministry of Education
P O Box 30040
Nairobi

KIRIBATI Ministry of Education
Training and Culture
c/o Minister of Foreign Affairs
Ministry of Foreign Affairs
Kiribati
South Pacific

LESOTHO Ministry of Education, Sports
and Recreation
P O Box 47
Maseru

MALAWI Ministry of Education
Private Bag 328
Lilongwe 3

MALAYSIA Ministry of Education
Federal House
Kuala Lumpur

MALTA Ministry of Education
Valletta
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Country

MAURITIUS

NAURU

NEW ZEALAND

NIGERIA

PAPUA NEW GUINEA

ST LUCIA

ST VINCENT

SEYCHELLES

SIERRA LEONE

SINGAPORE

SOLOMON ISLANDS

SRI LANKA
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Ministry of Education and
Cultural Affairs
Port Louis

Secretary for External Affairs
Ministry of External Affairs
Nauru

Department of Education
Private Bag

Government Buildings
Wellington

Federal Ministry of Education
1-3 Moloney Street
Lagos

Department of Education, Science

and Culture
P O Box 2051
Konedobu

Ministry of Education and Culture

Castries

Ministry of Education
St Vincent

Ministry of Education and
Culture

La Bastille

P O Box 48

Ministry of Education
New England
Freetown

Ministry of Education
Kay Siang Road

P O Box 746

Singapore 10

Ministry of Education and
Training

c/o Secretary for Foreign
Affairs

Foreign Affairs Department

P 0 Box G1

Honiara

Ministry of Education
Malay Street
Colombo 2



Countrx Address

SWAZILAND Ministry of Education
P O Box 39
Mbabane
TANZANIA Ministry of National Education

P O Box 9121
Dar es Salaam

TONGA Ministry of Education
P O Box 61
Nuku'alofa

TRINIDAD & TOBAGO Ministry of Education and
Culture
Alexandra Street
St Clair
Port of Spain

TUVALU Department of Education
Funafuti
UGANDA Ministry of Education

Crested Towers
P O Box 7063
Kampala

WESTERN SAMOA Ministry of Education
c/o Secretary to Government
Prime Minister's Department
Apia

ZAMBIA Ministry of Education
P O Box RW93
Ridgeway
Lusaka
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