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Wellington,
10 December 1973.

Dear Mr Amos,

I have much pleasure in submitting to you the report of the
Educational Development Conference Working Party on Improving
Learning and Teaching.

Yours sincerely,

P. J. LAWRENCE,
Chairman,

Hon. P. A. Amos,
Minister of Education.



TERMS OF REFERENCE

The original terms of reference arising from the Educational
Priorities Cenference were to—

e Study the whole of the human resources available in teaching,
including persons other than teaclers, and, in the light of
changing conditions, to consider way. in which they may be
trained, made more efficient and used more effectively, indi-
cating areas of needed :mpioveinent.

o Study the material resources available in the form of buildings
and equipment and to consider desirable irnprovements in
these, including their best utilsation.

o Study the curricub.m and learning processes at all levels and
especially the methods used for research, planring, develop-
ment, experimentation, impiementation, co-ordination, and
evaluation.

e Study the inter-rclationships that exist betweer. the human and
material resources and the curriculum,

@ Recommend the most desirable size of units making up the
system.

@ Consider the assessment of students.

@ Exa:nine means whereby pupils can be educated and involved
in the processes of democratic organisation.

@ Study the learning and teaching situations that exist outside
the formal institutions and consider ways of promoting this
area of whole-life education.

o Consider the role of research in the improvement of learning and
teaching.

@ Make recommendations for the efficient and econiomic use of
resources and for improvements, and have these costed.

e Recommend an order of priority for the areas studied.

Subsequently, the working party was informed by the Minister
of Education, Hon. P. A. Amos, that it should interpret the original
terms of reference very broadly and address itself to the more
general task of establishing directions for educational development,
as befitting an Educational Development Conference. We have
therefore approached »ur task from this more general viewpoint
but at the same time “ith a sense of the need to indicate prioritics
where this is possible.
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FOREWORD

This is the report of one of the three working parties which,
during 1973, have examined ious fields of education in prepara-
tion for the pubiic discussion pnase of the Educational Development
Conference during the first half of 1974. The other two working
par-ies have revorted on aims and objectives and on organisation
and administration. I should like to express my thanks to the
chairman, Professor P. J. Lawrence and to the members of his
working party for the time and effort that have gone into the
preparation of this report. My thanks go also to the Advisory
Council on Educational Planning, under the chairmanship of
Professor F. W. Holmes, which is acting as steer.ng committee for

the Confcrencg.
/ . ! %
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Minister of Education.



CHATRMAN’S PREFACE

For over 2,000 years educationists have been writing about the
improvenient of learning and teaching; and they will go on writing
about it as long as education is a topic for discussion. The difficulty
is that there is no such thing as “learning and teaching™ in the
abstract, but rather varieties of learners and teachers, a wide range
of objectives for learning and teaching, different contexts and
methods, and even different views about relevant outcomes and
aporopriate ways cf evaluating these outcomes.

In these circumstances it is hardly to be expected that a g.oup of
20 or so people, already fully committed to full-time jobs and meeting
monthly for just 1 year, would produce definitive answers to the
perenuial and central problems of learning and teaching. The
remarkable thing is that we were able to reash such a unanimity of
opinion on so many topics. Yhile not all memb-rs feel equally
strongly about, or necessarily agrze with, every detail of our report,
we do i:ave a strong unanimity of viewpoint about our major
emphases and priorities. If one can sprak of the “spirit” of a report,
ther we arc all committed to v/hat we hope will show through as
the spirit of this rejort.

The report is longer than we had intended, but there are no
short cuts or “get-rich-quick” schemes in the field of learning and
teaching and we regard the explaration and justification of our
recommendations as being just as teportant as the specific recom-
mendations themselves—perhaps more so in view of the fact that
there is to be widespread public discussion of the main issues. Even
so, we have not covered all the traditional arcas or aspects of
education: one notable omission is tertiary education, other than
teacher cducation. Universit'es and technical institutes have such
a variety and complexity of bjectives, courses, academic organisa-
tion, and tcaching contexts, that we were not able t deal with
each of them as particular types of iustitution. We do make recom-
1 ndations concerning the training of teachers in all tertiary
institutions; and in other chapters implications which have particular
relevance for universitics or technical i:stitutes are noted (for
example, vocational education, and rescarch and evaluation). There
is also other tertiary level teaching which we have not attempted to
study, for example nursing education, but we feel that the major
empha:cs or principles in our report apply to all institutions.
Teachers within particular tertiary institutions will know pest how
to translate these gencral [rinciples into practice.
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We have drawn upon the expertise and assistance of many
people outside of our woiking party, and in some areas set up study
groups to prepare background documents or reports for us. In
four areas, we have thought it worth while to make the background
reports available, cither because they contain far more useful
detail tha.. we could incorporate in our repert, or because the
particular point of view represented was worthy of careful study in
its own right. Two study group reports are of the former type,
namcly, Libraries in Education, and Psychological, Guidance, and Support
Services and Children with Special Needs; and two of the latter, hamely,
Maori Education, and Assessment. These are available i_r}:f‘limited
quantities for those with special interests in these fields.

As a werking party we would like to acknowledge the very
efficient and helpful services of our two secretaries, 1. W. Hall and
J- W. A, Strachan, and the ready assistance which was always
available to us from R. A. Scott, Executive Officer for the Edu-
cational Development Conference, and H. J. N:edham, Conference
Secretary.
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PART A GENERAL DIRECTIONS OF
DEVELOPMENT: ESTABLISHING A
PERSPECTIVE AND A PRIORITY

This first part of the report is both an introduction to the more
detailed chapters which follow and a general statement of the
perspective from which we have viewed the many and varied aspects
of learning and teaching. It could be said that the remaining parts
of the report are an unfolding of the general principles we establish
and the viewpoint we adopt in these three chapters. Chapter 3
develops the theme which gives the report much of its coherence.
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Chapter 1 EDUCATION AND SCHOOLING

It has always been a truism to say that there is more to education
than schooling; indeed it can (and has) been said, with some degree
of cynicism and without fear of ridicule, that ““my education began
when 1 left school”. We tend to regard this as a tongue-in-cheek
statement, having in mind the solid benefits for most people of a
“sound schooling”. But recent devclopments jolt us out of any
complacency, especially those which explore quite seriously “alter-
natives” to traditional school systems as means to education. New
Zealand already has its first “Learning Exchange—a mechanism
for putting those who wish to learn in touch with those who wish to
teach—and while it would be easy to disregard this as mere educa-
tional froth which floats on the surface of the massive “system”, this
would be ) ignore a growing awareness that schools cannot be
expected ‘o carry all the educational needs of our complex, rapidly
changing, 1cchnological socicty. It would also be to underestimate
the immense task of changing the school system—with all its adminis-
trative ¢ uncts—fast enough and adequately enough to cope with
changirg conditions, nceds, and expectations. There are many
proph:ts of doom among educational writers today who believe that
the sc10ol system has been tried and found wanting and should now
be di.nantled. Reimer, for example, in writing on alternatives in
education,* sums up the view of the deschoolers:

The basic contradictions of the school system must become publicly
apparent: that schools are too expensive to serve as a universal system
of education, that schools perpetuate inequality, that schools inoculate
the vast majority against education by forcing unwanted learning
upon them, that a schooled society is blinded to its own errors. ...
One way of exposing the contradictions of schooling is to first expose
the hypocrisy of its pretensions.

As a working party we needed first to settle our minds oa the
fundamental issucs: Are we wasting our time cxamining and recom-
mending changes in an obsolescent school system? Is it hypocrisy to
think that we have any hope at all of translating into practice the
definition of education provided by thc Working Party on Aims and
Objectives? Namely:

Education involves those activitics which extend the individual’s
ability to learn, relate, choose, create, communicate, challenge and

respond to challenge so that he may live with purpose in the community
of today and tomorrow and achieve satisfaction in the process.

*Rcimer, E. An Essay on Alternatives in Education. Inlerchange, Vol. 2, No. 1, 1971.
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Our responses to these two issues have emerged as we have
gradually worked our way through submissions, discussed a wide
range of educational topics—from the provision of chalk to the
reconstruction of the curriculum—and reached general agreement
on the strengths, limitations, and possibilities inherent in the New
Zealand educational system.

On the first issue, we believe that while it is always necessary to
recognise the inadequacies of any institutional provision for education
and while many of the specific criticisms made are valid, we reject
the radical and revolutionary ‘‘solutions” of the deschoolers as
unrealistic and at times naive. We have accepted the general
principle that in a society such as ours it is necessary—if we are to
have any real influence on the course of education—to adopt an
evolutionary, not a revoluticnary approach. We sec no point in
becoming “a voice crying in the wilderness”, even although we know
that radical critics may taunt us for accepting much of the status quo
and that we forego the self-righteous glow which accompanies the
utterance of shock:ng and dramatic educational heresies.

On the second issuc we do not despair, even although we have
hecome more conscious than most of the limitations of schooling, of
the great gap between the ideal and the actual, and of the extent to
which the New Zealand system falls short even of its own professed
aspirations. We do not despair because we have tried to keep the
whole excrcise in historical perspective and have also become aware
of the considerable groundswell in educational matters, the tangible
evidence of which is found in the many excellent reports, official and
semi-official working papers, and statements from professional bodies
and interested organisations that have appeared over the last few
vears. In other words we believe that education in this country is
already “on the move” and we are in a historical phase which is
ready for and receptive to change. If there is still a long way to go to
attain the objectives set out in the Aims and Objectives Report, we
believe that in many respects we arc at least heading in the right
direction. Perhaps we can foreshadow a considerable number of our
recommendations by say.rg that as we look at the many changes
either mooted or “in the pipeline” we want to say quite simply, but
loudly: “more speed, more ilexibility, and more resources”.

‘There is strength in our educational system and it would be
unrealistic to ignore it. It is the strength of a good, middle of the
road, wholesome svstem which, while it may not have the highlights
of some overseas developments at least does not show the extremes
of inadequate provision. What it gains in uniformity of reasonable
provision it loses in diversity; and its very stability—carefully
balanced by centralised organisation and distribution—may prevent
it from changing fast enough to meet contemporary challenges. In

13
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brief, in a period of great opportunity which can be exciting as well
as unnerving we acknowledge hat “excitement” is hardly a term
that we could use in characterising our present educational develop-
ment. We think that being “wholesome’ does not necessarily imply
being “uninteresting” and believe that as a society we should be
mature enough to stop being defensive about our system in the face
of outside criticism; should be less concerned with comparing its
provisions (favourably) with those of other countries; and should
show greater eagerness in grasping the opportunities for development
and innovation which abound. As a working party, we were asked
to make recommendations for the improvement of learning and teach-
ing, and we are satisfied that—the deschoolers notwithstanding—
there are many possibilities for interesting and exciting improvement,
despite the constraints of “the system”.

Universal Education as a Social Experiment

It was pointed out earlier that we tried to keep a historical
perspective and also that we found some of the ‘‘anti-system”
solutions naive. This is not unimportant, for cur point of view about
what is possible and where our priorities should lie is influenced by
this perspective: hence the brief historical excursion which follows.

To answer the question: “how do we come to be in the particular
educational situation in which we find ourselves?”’ we need to turn
to the educational tradition from which we have evolved. A study of
the history of education is always salutory. It reminds us of the long
tradition of enlightened ideas and aspirations in education going
back to Plato and, at the same time, confronts us with the relative
recency of universal education as a practical reality. This is a
historical circumstance which it i1s easy to overlook. Our system of
universal education is still, in historical terms, a massive social experi-
ment which like all experiments must accept certain limitations
when it is set up, but which must also subject itself to evaluation
before conclusions are drawn. Like many enthusiastic experimenters,
we often conveniently forget the limitations when interpreting
results and almost always have a good reason for explaining away
negative or awkward findings.

The major limitaticn in our social experim -t is this: that we
conceive of the process of education in terms of the individual’s
development and set up our expectations and objectives in these
terms, bat then (of necessity) abandon or at least seriously com-
promise this principle when we institutionalise education. This is
crystallised in the plight of the young teacher who goes out into the
educational world full of zeal and concern for the educational welfare
of cach pupil, but who sooner or later finds that b~ is dealing with an

14



institution containing children, not a series of individual children
presented to him in a manageable form as a result of the operati..as
of a benign and infinitely flexible institution.

Universal education, as we have developed it during the last
100 years, is essentially an exercise in institutionalisation; to pretend
that it is something else is to be quite unsealistic. The deschoolers,
like Ivan Illich, are misleading us or at least playing upon our self-
imposed yullibility : they interpret the results of our social experiment
as though the initial limitations which made the experiment pos-
sible—those implicit in institutionalisation—can be disregaraed.

But it is quite unrealistic to think that an institutionalised provision
of education can meet all the particular needs of each individual
child. We should not be forced into the position of claiming too much
or of being expected to do the impossible through ‘“‘the system”.
We should also protect teachers from pressures and expectations
which are unreasonable. It would be easy to dream up a system of
individualised instruction, of personal guidance for every child, of
sensitive and well-informed treatment for each disadvantaged,
disturbed, handicapped, or just idiosyncratic child. But it would be
just a dream after all, in the hard light of the politics and economics
of education. Even if we claimed that we had the technical knowledge
for universal individualisation of education we certainly could not
claim to have the resources, in time, in persons, or in finance.

From this it follows that if the quality of teaching and learning as
it affects each individual is to rise above what can be achieved solely
within a universal institutionalised system. then the school needs to
be seen as one only of the educational forces influencing the indivi-
dual. The motivation of the individual to learn, his sense of the reality
of what he is studying, his willingness to forego present ease for future
mastery, his eagerness to make use of community resources to make
life more interesting—all of these depend upon the co-ordination of
the educational responsibilities of the schcol and the community.
Added to this, the community in its own right is not only a reservoir
of teaching resources but is often the most cffective teacher.

If onc gives more than lip service to this widely accepted point of
view, then the school cannot “go it alone™; and certain implications
follow from this. In the first place it implies that the sharp institu-
tional boundaries between school and community need to be made
more permeable to allow for a two-way flow of experience and of
resources. ‘This is not just a simple matter of rearranging the system.
It calls first of all for a change of attitude on both sides. During a
time of weakness or carly development in an institution, security is
gained by establishing clear boundaries: the clear definition of the
rights and roles of teachers, for example, was a very important step
when teachers were still struggling for professional recognition.

15
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But from a position of strength, or at least recoguised establishment,
it is possible to become much more flexible, to allow others to share
some of the roles one has (where appropriate), or to adapt roles
according to circumstances. This holds for the development of
children: it holds for the development of institutions; and one can
sce it in almost every sociological problem. There is a stage of
building up in which one has to define ihe boundaries in order to
define onceself, but one grows beyond this stage. Teachers, for
example, will need to reconsider their roles, vis-a-ris each other and
vis-a-vis community resources, and this may prove to be extra-
ordinarily difficult for them to do.

Asecond implication is that the home, as the most potert influence
in development, must be involved more closely in the educational
enterprisc.  Large-scale studies of educational achievement are
unanimous in pointing to the predominant influence of the home
environment, and we cannot ignore this. But if the environment is to
be more fruitful as a pesitive educational influence then social,
economic, and political measures will be involved: it is not just an
educational problem. In the light of the clear evidence of home
influence we need to strengthen the relationship of school and home
—and there is evidence that this is already happening. In this report
we make several recommendations along these lines—especially
concerning the provision of better channels of communication.

A third implication concerns the world or work, There has alwavs
been a certain lack of trust on both sides. The school feels it must
resist the utilitarian and materialistic pull of the working world;
the working world sometimes feels that the teacher wants to educate
the child in his own image and knows very little of vocational life
beyond the classroom. As a working party we have been impressed
by the development of the Vocational Training Council and the
industrial training boards and what they are attempting to do.
This reminds us of the interest which has flared up sporadically
within cducation itself in relation to vocational activity, namely
the concept of work experience. There is no doubt that somehow
the rather inflexible boundaries between the school and the world
of work must be readjusted if cach is to gain from the particular
educational strengths and (esources of the other,

A fourth implication has been widely canvassed and is strongly
supported by this working party: that is, community concern tor
the school and the community use of school resources. The time
seems to be ripe for a substantial step forward on a national scale,
We have had our expetiments in the past and we have pilot studies
right now, but it probably needs some courageous decisions, in high
places as well as in local areas, to make worth-while progress,
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Evaluation and Interpretation of the Social Experiment

The provision of universal education, in so far as it is a social
experiment, should have two other aspects, although these are the
casicst to ignore: a methodology for rescarch and developmeng,
and an objective evaluation and interpretation of results. The latter
function is being met in part by the very working party cxercise in
which we are engaged and will be continued in seminars throughout
the country. We merely raise a question concerning “‘objectivity”
at this point and take it up in the body of the report in one of our
“assessnient” recommendations. We are aware of the survevs of the
Laternational Association for Evaluation of Educational Achieve-
ment and of New Zealand’s high standing, especially in reading and
literature and some aspects of science, but such large-scale surveys
are no substitute for regular and detailed national cvaluation in the
light of specific objectives. One difficulty is that, like anyone engaged
in an experiment, educationists are so closely involved in the work
they are doing that there is always a strong temptation to explain
awav gaps or inconsistencies in the whole system. We see our
function, in this report, as one of pointing to some of the greatest
gaps and inconsistencies, for example, continuing education,
flexibility in curriculum development, and continuity in formal
schooling.

One serious gap concerns the first of the two aspects mentioned
above: methodology for research and development. Almost every-
one pays lip service to rescarch in education and most reports of
committees or commissions end up with a plea for further research.
Few, however, arc prepared to acknowledge the investments of
time, money, and manpower resources which are required. We
believe that research and development in education can no longer
be regarded as rather expensive luxuries to be tacked on to the
whole cuterprise when other needs have been met. They are a part
of the whole process and must be built into the svstem in such a
way that the flow of information between administrator, practitioner,
and research worker or evaluator is facilitated by adequate insti-
tutional structures and channels. This is why we give special
empliasis to research, While it may seem ironical that we deal with
it at the end of our report, nevertheless we regard it as a major
priority.

Equality of Opportunity in Historical Context

Equality of opportunity has been the foundation stone of modern
democratic school systems, It is @ product ol the nineteenth century
and shares all the strengths and weakiesses of ninere ath-century

17
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political und social attitudes. Its strength is obvious, but it has
taken a century of effort to produce a system which by and large, is
turning the idea into reality. Its weakness springs from the fact that
as a principle of justice it does not go fr enough. It savs ir cffect:
“here is the opportunity, take it or leave it--the responsibility is
vours”,

However, beyond this level of distribution of opportunity there
is another principle, that of equity—that is, a distribution which
takes into account the particular situation of each individual. We
recognise this in special provisions for handicapped children and
for particular groups such as Maori children in some areas. In
Britain it is implicit in the concept of Educational Prioriiy Areas
and in the United States in s1ich programmes as Headstart.

The present pooblem is that we have not consciously applied
this criterion of cquity to the school system as a whole. Hence the
use of the derogatory phrase “drop-outs”. We neced to look at
teaching and learning as in every case related to the situation of
the learner and this includes not only handicap in the person, but
misunderstanding, lack of support, or mistrust of the school system
in the person’s background. From this point of view, extra provision
for those who failed to use an carlier opportunity should not be seen
merely as an educational charity, but as a matter of equity. “‘Second-
chance” or alternative channels of education especially at the later
secondary level should hiercfore be regarded as an important
objective in education. Equity as a principle of educational pro-
vision is appropriate for tie last quarter of this century just as the
provision of equality of educational opportunity has guided educa-
tional development since the last quarter of the nineteenth century,

Discontinuity: a Historical Outcome and an Educational
An:.chronism

Another vineteenth century legacy, but indeed stretehing back to
the very origin of schools, is the discontinuiw of educational pro-
visions. It is not necessary at this point to spell out the historical
circumstances that resulted in the concept of the clementary school
for the masses and a secoudary school for the elite. New Zealand
has fared much better than most of its Europear forebears in
welding originally disparate parts into a single system. However,
we think the fundamental question must be faced: “Is it not time
for New Zealand to recognise how educationally indefensible our
situation is, instead of leaving this observation to incredulous visitors

from overseas?”’
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It could be argued that this is mainly a matter of administrative
rcadjustment, and that theie are numerous examples of co-operation
and articulation between the primary and secondary services.
However, the need to tind examples is itself a confession of failure
and cannot gloss ¢ ' the discontinuities which slice through the
sysiem from the - orate through to the inspcctorate, within
teacher training, a addest of all) tc tlie professional allegiance
of teachers themselves.

Because we are concerned with learning and teaching as it affects
each pupil we must confront the historical situation with the edu-
cational need —the need for the utmost flexibility, articulation, and
sharing of resources, both human and material. Unified admin-
istrative and professional services are surely wie necessary cunditions
for meeting these requirements adequately.

Univeirsal Schooling and the Stability of l'radition

The setting up and operation (during the late nineteenth century)
of a national sysiem of compulsory sthooling was a large-scale
operation in the organisation and management of rzsources. Scliools
could be divided into lassrooms, children could be divided into
groups under onc teacher, movement within the system could be
governed by age or achievement, the curricuia ould be broken
up into subjects, and the year’s work could be governed by a
sequential organisation of specific topics or levels of skill in the
“tool” subjects. It is no wonder that some nodern critics regard the
typical school system of today as a relic from an industrial age in
which the model of the factory was uscd as the basis for school organ-
isation,

But looking back over the developments of the last hundred
years we cannct fail to be impressed by what has been achieved—
within the constraints of an institutionalised system and even if we
adopt the “factory” model. There is an apparent fairness and
efficiency in the system, the curriculum seems to divide up neatly
into sequential “packets’ of knowledge, and teachers can operate
a small number of widely-used techniques to present these “packets”
to their pupils and to test their retention. While this may appear
to be a caricature of the real situation i is probably close enough
to popular conceptions of schooling to be recognisable, It is a
conception which is based upon the assumption that in the field of
knowledge (whether it be knowledge as encapsulated in the curri-
culum or our knowledge of how to educate) the normal condition
is one of stablity which is occasionally disturbed by short and perhaps
regrettable periods of instability and change, Neverthe ess the
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disturbances have not beer too great, because the traduii.nal
school system has always been notorious for its cultiral lag. It is,
of course, a useful protectior. agaiis. fads and fazhions and the con-
servative nature of schonls can semetimes function as a uscful
anchor in times of too rapid social change,

I the hundred years since the setting-up stage of national systems,
the “actory r1odel” has begun to show its inadequacies. The
major assumption of stability lias disappearsd, and change. un-
certi'inty, and experimentation are now the normal conditio s of
life. We do not need to regret this, nor do we nerd to speak of it
somewhat apologetically as representing a deterioration from the
“good old days" of stability. Change and instability have always
been prerursors to social advance and greater opportunities for
individual development,

‘The implications of this for educatior are clear: we must not only
plan for change but learn to capitalise upon it rather than be
overwhelmed by it. More specifically, as a working party ve have
emphasised throughout this report the centrality of continuing
education for teachers if thse new conditicns are to be met and the
opportunities within them realised,

There is, however, one turther implication of a mere coutroversial
and difficult nature and although it lalls within the terms of reference
of the Working Party on Organisation and Administration it is
critical in our thinking and in our recommendations: it concerns
the baiance between central responsibility and regional or local
initiative. Just as the school needed to institutionalise itself to
establish its particular role in society but now nceds to open up the
very boundaries with the community which it has built up, so the
administration of education in New dealand needed to be cen-
tralised to achieve the system we have today, but now needs vol-
untarily to devolve as many of its professional functions as it can, A
devolution of professional responsibility places a heavy burden on
the individual teacher or school and it is all too easy to argue that
there is not cnough professional responsibility and maturity at local
levels to sustain the quality and equality of educational provisions
as we have them under a central system. Although we do not aceept
this argument we realise that responsibility is rarely demonstroed
until the occasion for its exercise arises. .\t some stage there must be a
calculated risk, just as there is in every family group as children
grow to maturity,

We believe that this occasion his already arisen: the complexity
and the rate of change in the professional aspects of tewching have
outstripped the capacity of a central administrative office to keep
pace. Uniformity is a characteristic of a system under construction,
but it is not « virtue in a mature system. In so many drofessional
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matters in education there is no cne right answer, but what is im.
portant ir that improvement i¢ being sought. It is the act of seeking
this improvement wkich is often the irmportant educational aspect.
This req.ires enthusiasm, co-operation, and a unity of purpose
within a professional group, and the professional group in *his
respect is the scheol. Leadership within the school, then, becomes
the key to professional team work, and this in turn implies that
leaders have time and resources to understand their roles more
fully. It points to professional collaboration within the school and
within the region, hence the need for resource centrez, for the ready
availability of supporting ancillary services, for an inspectorate
freed from many of their grading functions and allowed to develop
as h.gh-level co-ordinators, liaison officers, and general advisers for
the region.

All of this calls for a high level of rnaturity and professionai
competence in the teaching profession: the outlovk for any real
improvernent in teaching and learning depends ultimately upon the
quality of the teachers. As a working party we have come back
to this central requirement in almost everything we have discussed,
and we put as our first priority the strengthening of the school as
the professional unit within which teachers can be engaged in a co-
operative venture, and within which their professiona’ growth is
proviaed for.

To seturn to the major themne of this opening chapt r: we know
that the school system is a part only of the whole process of education;
we know that it has limitations both historical and organisational;
but we believe that far from having “run its course’” as a mode for
providing education it has a potentiality for improving learning
and teaching far greater than its critics allow, It will aiways be con-
strained within the limits set by resources, whether these be financial,
material, or human; but at least some of the limitations reflect the
limits of our own imagination and enterprise, and these lie within
OUr OWil power to improve,
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Chapter 2 LEARNERS AND TEACHERS

Jn chapter | we have been trying to place the school system in
perspective by standing back from the details and looking at the
historical context which has si:aped both our institutons and our
attitudes towards them. Some of the comments and j adgments we
have made are open to question, as are all generalisations on such a
broad scale, and we need now to bring the whole exercise “down to
earth” aud to look more closely at all the educational provisions
which make up the system. Fut before we turn to an examination
of the traditional structures and functions of schooling, we think
it necessary to look at the two sides of the central activities of edu-
cation—Ilvarning and teaching—in terms of the two groups of actors
involved in this interaction; learners and teachers.

The Lec.rners

Learners as Statistics

Although we sometimes hear it said that education is “big
business” in our overall economic and social life, we may not
appreciate just how big, in fact, it is. At the close of the Second
World Var approximately 19 percent of New Zealand’s population
was made up of “learners” in educational institutions. Today the
figure is close to 31 percent; add to this the teachers and admini-
strative staff and we ran say that one-third of the population of this
country is involved in the giving and receiving of some form of
education. The rate of increase of the “education” population has
been dramatic—almost twice that of the mean population increase
between 1960 and 1972.

Of the 907,000 (approx.) learners cnrolled in educational
institutions today:

5.1 percent are in playcentres or kindergartens (with 41.8
percent of the total in the former and 58.2 percent in the
latter);

57.4 percent are in primary schools (13 percent of the primary
total being in intermediate schools);

21.8 percent are in secondary schools; and

15.7 percent are in tertiary institutions (10.5 in technical, 0.9 in
teachers colleges, and 4.3 in universities).
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What is of more interest is the change in che composition of this
population over the last 12 years. Between 1960 and 1972 the pre-
school population increased by 136.1 percent, primary and secondary
together by 31.7 percent, and tertiary by 85.5 percent. We would
expect to find the major increases or variations in those parts of
the total system in which there is no compulsion; but the pre-school
increases are clear evidence of the ranidity of growth in this area,
and there is no reason to belicve that w.is growth will not continue.
In 1960, pre-school children accounted for 3 percent of the total
school population; in 1965, for 3.6 percent; in 1970, for 4.6 percent;
and in 1972, for 5.1 percent. Pre-school education has been declared
a priority area for development by the present Government, anc. in
part B of this report we devote a separate chapter to some of the
implications of the growing concern for the care and educaticn of
young children.

In the tertiary area, the greatest increase has occurred in technical
education and although many of the implications are organisational
and administrative (and are dealt with in some detail by the Working
Party on Organisation and Administration) we have touched on
several relevant matters in our chapter on vocational education.

"I'wo other categorics of learners, whose ratio of increase needs
to be separated out from. the figures aiready given, are Maoris and
sixth and seventh formers, In 1945, Xaori pupils in primary and
secondary schools accounted for 8.9 percent of the total school
population, This figure has increased steadily: to 9.8 in 1960, 11.1 n
1965, and 13.1 in 1972. The main reason for this increase in the
Maori roll has been the increasing proportion of Maori pupils
attending secondarv schools. In 1960, secondary pupils accounted
for 14.7 percent of the Maori roll, bu* by 1972 this had risen to 20.8
percent. The increase is brought home inore vividly by comparing
the increase in the total secondary roll over the period 1960 to 1972
with the increase in the Maori roll over the same period: 65.6
pereent for the total roll and 148.8 percent for the Maori roll. But
these figures do not reveal the problems which still beset Maori
learners, and we turn to this topic in our separate chapter on Maori
cducation.

The 65.6 increase in the total secondary roll mentioned above
obscures an important trend: that 27,9 percent of this total increase
came from the increase in the sixth and seventh forms. In absolute
numbers this represents an increase of 21,820 sixth and seventh
formers over the last 12 years, This raises important issues concerning
the ways, and the places, in which these students should be educated.
Although we touch on this issue in the chapter on secondary cdu-
cation, the main discussion is contained in the report of the Working
Party on Organisation and Administration.
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Learners as Persons

To know that there are approximately 46,000 children in pre-
school organisations, 521,000 in primary, and 197,000 in secondary
schools is doubtless of interest, but from our point of view the impor-
tant thing is to recognise the dangers, for learning and teaching, of
losing sight of the individual and dealing only with categories of
learners. In the previous chapter it was suggested that some critics
think that the greatest weakness of modern systems of education is
their “factory model” structure. It must certainly be conceded
that if the learner is thought of as a standard “product” being
“processed”, then the criticism is warranted. We now have enough
well-tested knowledge to know that one of the most outstanding
characteristics of human development is the great range of individual
differences in almost every aspect of growth. At any given age we
can expect a hroad spectrum of differences in intelligence, achieve-
ments, social and emotional development, interests, needs, motives,
attitudes, ~xpectations, and experience. But there are even more
subtle differences which influence the rate and manner of learning,
for example personal tempo, confidence, and cognitive style. We
have not progressed very far in defining ~r:? measuring these
characteristics of learning, but a perceptive teacher is well aware of
them.

One of the fundamental principles of enlightened educational
thought throughout the history of education has been the necessity
to take account of the characteristics of the individual learner.
The gap between ideal and reality has always been very
wide, and as was pointed out in the previous chapter, in any system
of education there are limitations to individualisation which arise
from the very nature of institutions as such. But during the last
three or four decades in New Zealand considerable progress has
been made towards reducing the gap. We believe that even greater
progress is now possible and base this belief on four related aspects
of educational development:

e The increased awareness of, and willingness to make use of a
wider range of teaching methods based upon the learner’s own
rate and level of responding:

¢ ‘i i availability of a more diverse range of learning resources—
from printed materials to audio-visual aids;

e The greater flexibility in curriculum development which places
greater responsibility on the teacher to adapt his programme to
the characteristies and experience of the learners;

o The growing awareness of the need for readily available support
andadvisory services along with a programme of continuing
education for teachers fespecially in curriculum and methodology)
which is seen as part of the total pattern of teacher education,
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These crucial aspects of educational development are examined
in more detail in later chapters on the curriculum, learning re-
sources, and the education of teachers, but they are emphasised in
many other places in the whole report. They are all aimed at pro-
viding as far as possible conditions within which the individual
Jearner can develop most effectively.

There ure not only differences in learning styles and capacities,
but more radical differences which arise from various types of
handicap, or from social or cultural background. New Zealand Las
a good record in providing for children with speci needs, but we
have rcached the stage where resources need to be increased con-
siderably if progress is to bec made. Most of these resources are in
the arca of adequacy of staffing, staff training, and supporting
services and the major requirements are specified in the chapter
on psychological, guidance, and support services and children with
special needs. In the same section of the report (part D) we discuss
the education of Maoris and the needs of rural children. But there
is another group—sometimes referred to as the socially dis-
advantaged—which cannot be defined very precisely but which is
of great concern to educationists in all developed countries. Some
comments on the problems posed by the disadvantaged learner are
cx:lled for.

In the first chapter, in the section on equality of opportunity:;
it was pointed out that we should not regard “second chance”
education as an educational charity. Nor should we assume that the
“drop out” must necessarily accept the blame for having failed to
make use of the opportunities presented to him. Where individuals
have not been able to {or cannot) make adequate use of the normal
channels and methods of education we have an obligation to
examine carefully the relevance and appropriateness of what we are
offering them (or expecting of them) in schools, before categorising
them as “reluctant learners”. We should consider the hypocrisy
of offering a type and method of schooling which is designed for a
“standard” middle-class academically-oriented child and then
ignoring those from a different social background who reject it or
who have a dismal record of failure or poor motivation. Schooling,
like public health, is not purely a matter of individual choice: the
educator has a responsibility towards the individuals who influence
the quality of the community as a whole which is in some respects
similar to the responsibility implied in the concept of “preventive”
health services. The Plowden report used the term *“‘positive dis-
crimination” to refer to the extra effort needed to provide for the
disadvantaged, and Halsey in his recent report on the Educational
Priority Areas in Britain points out that we are moving from an
emphasis on equality of opportunity to equality of attainment
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where there is equality of potential, with a clear acceptance of the
implication that this involves additional special provision for those
who start with the handicap of an impoverished home background.
We know full well that this problem cannot be solved by the indi-
vidual teacher, who may already be harassed and disillusioned by the
task of attempting to cope with such children: it is a situation which
calls for a network of changes in supporting services, teaching con-
ditions, and curriculum resources advocated throughout our report.

Lifelong Learners

We have been concentrating on the school, as though this is the
place with a special option on learning. The “factory model” can be
particularly misleading here, because it leads us to adopt an over-
simplified view of learning—a conveyor-belt concept in which each
bit of learning appears at the right time, is added in at the right
place, and eventually culminaies in the finished product at certain
check-out points. But it is a serious blunder to assume that educa-
tional growth is smooth, predictable, terminal in the late teens, and
neatly scquential. Educational institutions thrive on self-fulfilling
prophecies—it is all too easy for the early failure to remain a failure;
it is usual (but false) to assume that lack of interest, motivation, or
effort in school subjects during formal school years implies lack of
these characteristics thereafter; and it is perhaps difficult fur the
teacher—with a “success story” of conventional educational
achievement behind him—to accept the possibility of educational
goals being attained through varied and unconventional means.

All of this implics that our institutional structures should avoid
the imposition of a premature, irreversible, or terminal pattern of
educational development on learners. Hence our concern in the
report for “lifelong” education, for the removal of unnecessary
boundarics between primary and secondary education, for more
attention to vocational education, and for the strenghtening of
communication and co-operation hetween all educational agencies,
formal and informal, at a local and regional leve:. These concerns
arise from the basic premise that the learning “needs” and “epi-
sodes” in a learner’s life are often unpredictable and are not always
best served by a tight, sequential educational structure—the logical
organisation of the system should not mislead us into thinking that
learning, as the individual learner experiences it, is such a neat,
orderly, predictable process. And it is, after all, for varieties of indi-
vidual learners that the whole complex system of education exists.
Our final point, then, in considering the learner, is that we must
broaden our conception of education and see beyond the school to
the variety of educational resources which may play a part in the
development of the individual learner.
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The Teachers

The Teaching Force

Teaching calls for well-educated and personally mature men and
women who can accept the responsibilities of professional life. But
the very size of the teaching profession in the national workforce
creates a problem: it requires complex structures of training,
appointment, grading, salary and conditions of service; yet these
very structures may sometimes appear to work against the need for
stability, flexibility, and initiative in the system as a whoic. Before
examining the professional activities of the teacher in more detail
it is necessary to consider certain aspects of teacher supply as this
has a direct bearing upon the work of the teacher.

The teaching force is substantial—over 36,000 full and part-time
tcachers in educational institutions of whom approximately 20,000
are primary, and 11,000 secondary teachers. We note that in the
most recent report of the Department of Education (E. 1, 1973) the
supply of primary teachers for 1973 is described as ““buoyant”, and
that of secondary teachers as ‘““much better than it has been for some
years”. With the full implementation of improved staffing ratios and
increasing rolls, the demand for teachers will continue to increase.
It was estimated, in a statement prepared for the 1972 Educational
Priorities Conference,* that between 1971 and 1981 3,000 additional
primary teachers will be required, and that by 1977, the peak year
for increases in secondary rolls, 2,000 additional secondary teachers
will be required (over the 1971 figure).

School enrolment projections for the next 10 years} suggest that
primary school rolls will fall slightly until 1977 but that from 1978
there will be a steady rise. After the peak year of 1977, it appears that
secondary rolls will begin to fall slightly until 1981. But even those
figures may be changed as new data on actual births in 1972-73
are incorporated into the projections. It is not, of course, possible to
translate movements in rol! projections di:cctly into teacher supply
requirements because of the cffect of graduai implementation of
basic stafling schedules and changes in staffing structures for senior
administrative positions and positions of responsibility.

There are also distribution problems, for example the rclative
attractivencss of different geographic areas, the advantages of
teaching in areas where tertiary education is available, differences
between subjects (for example, the current staffing shortages in
economics, mathematics, and some sciences), and the high degree of
immobility of young marricl women teachers. As a result thesc wnay

* Public Education in 1972, Wellington: Department of Education. 1972,
t+Primary and Secondary School Enrolment Projections 1973-1983, Wellington: Department of
Education. 1973.
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be an oversupply of particular groups of teachers in one area while
there are scrious shortages in other arcas. But looking at the overall
shape of the projections it does appear that there may be “breathing
spaces” in teacher supply requirements which should allow for the
implementation of those recommendations in this report which call
for increases in specialised staffing in schools and gencral support
staff.

One of the main requirements in any large-scale school system is a
steady reduction in the teacher-pupil ratio. As we point out
elsewhere, this in itself is not sufficient to ensure improvements in
learning and teaching, but it is a major contributing factor. There
have been considerable improvements in staffing ratios since 1962,
although the major Commission on Education recommendations of
that time are only now approaching fulfilment. But conditions in
schools have changed considerably since 1962 and staff increases have
often been absorbed by these changes rather than resulting in a
reduction of class size; for example, in sixth and seventh forms the
introduction of liberal studies and Sixth Form Certificate pro-
grammes has made extra demands on staffing. In primary and
intermediate schools the aim has been to achieve a staffing ratio of
1:53: the relevant figures for 1972 indicated that 3 percent of all
classes had over 40 pupils, 27 percent between 36 and 40 pupils,
and 28 percent between 31 and 35, We are told (Department of
Education advice) that all primary and intermediate schools will
be on the 1:35 ratios by February 1974, and we note that in its
clection manifesto the Labour Party indicated that it would aim
for a 1:30 ratio,

When evaluating the present stafling situation in terms of the
recommendations of the Commission on Education, it is important
to bear in mind that these recommendations were made against the
background of the situation at that time and should not be regarded
as the last word on teacher-pupil ratios. Quite apart from the
developments in school organisation and functioning over the last
10 years, there are many new demands on the school, not the least of
which are the requirements discussed in this report if learning and
teaching are to be improved. We do not recommend specific teacher-
pupil ratios, nor do we think it is possible to specify optimum class
sizes. It is quite obvious that a teacher cannot give individual
attention to 35 pupils in a class—nor even to 25. What we do stress
is that the staffing in a school must be such that those who hold
positions of responsibility have time to exercise this responsibility;
a variety of learning situations and pupil groups; that ancillary staff
be available where they can free the teachers to make maximum use
of their professional skills; that supporting staff be readily available
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to the school to assist class teachers; and that pupil-contact time be
reduced to enable class teachers to spend more time in planning and
preparation. Staff salaries take up 65 percent of the total education
budget and we appreciate that a substantial improvement in staff-
pupil ratios would therefore be very costly. In our last chapter we
take up the problem of relative costs of this compared with various
other improvements, bearing in mind that education, like all other
services in the community, must operate within realistic financial
limits.

One further feature of the staffing situation which is not evident
when overall figures are studied is the number of relatively in-
experienced teachers in the teaching force. For example, over
25 percent of primary school teachers have fewer than 4 years’
teaching experience, and 73 percent of the 617 married women who
returned to the primary service in 1972 had fewer than 5 years’
previous tcaching experience. The same pattern is evident in sccon-
dary schools: it is not unusual for a large school to have as many as
two-thirds of its teachers under 30, with 10 to 12 first-ycar teachers.
While we realise that it is not always possible to give the inex-
perienced teacher the size and type of class which would be most
appropriate, nev ertheless, we have heard enough evidence of young
teachers in difficulties with classes which they cannot manage to
stress the need for strong support for those in their carly years of
teaching, We have more to say about classroom pressures in a later
section of this chapter.

With approximately 31,000 teachers in primary and secondary
schools, it is difficult to generalise about the quality of the teaching
force in any useful way. Entry standards and competition for entry
have varied over the years but the present situation is very encoura-
ging and there is good reason to believe that the quality of entrants
to teachers colleges is rising steadily. In the chapter of our report on
the education ot teachers we make recommendations concerning
the need for teachers to develop their professional competonee
through in-service courses and opportunities for study, and in the
discussion of the curriculum we recommend the provision of
“teachers centres”, But in this chapter we are more concerned with
examining the professional activities of the teacher in his classroom,
school, and the education system at large.

The Roles of the Teacher

A good teacher guides the dependent learner towards indepen-
dence in his learning; but having gramcd this we must not under-
estimate the central role of the teacher in the development of the
learner. Unfortunately, the apparent simplicity of the words
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“teacher” and “teaching™ can lead to misunderstanding or poverty
of interpretaiion both within and outside of the profession itself.
The narrow conception of a teacher standing in front of a class
talking docs less than justice to the many teaching situations —
some of which may appear to be informal and indirect even although
they have been carefully planned to achieve exactly this effect. It
is difficult to separate out teaching as an activity from the resources
used in teaching, But we cannot go far wrong if we think of a teacher
as one who is responsible for systematic planning in the bringing
together of the learner and appaiopriate learning resources. These
resources include not only material resources—for example, books
or equipment—but also the more subtle personal resources of the
teacher himself: such things as personality, style of speech, interest
in and knowledge of the subject, concern for the learners as indi-
viduals, and skill in using a variety of teaching methods.

Just as “teaching” covers a wide range of activities, so the word
“teacher” should not be interpreted narrowly. Apart from the
obvivus categorisations of teachers in terms of institution or educa-
tional level of the learners, there is a much more important perspec-
tive, namely that of teacher role—or rather roles, because it is the
diversity of tasks required of the teacher which is not fully
appreciated. Once this is acknowledged, then it must also be
acknowledged that teachers vary greatly, not only in their personal
resources, but also in the extent to which as individuals they are
capable of coping successfully with all the roles which they are
asked to perform,

A teacher operates within different organisational settings: his
class (or classes), his school, and the community and education
system at large. In each of these contexts his role is quite different:
in the classroom he is primarily a manager; in the school he is one
of a number of exccutive officers; in the educational system at
large he is a professional representative. The resulting roles all
have their own character and make demands that require different

skills,
The Tracher as a Classroom Manager

In the classroom, the teacher iz & manager of pupils. Whatever
our sympathy for the individual, and our hope for his personal
growth, we must remember that the sc2cher has to work within the
group situation, and has a first responsibility to so manage that
group situation that all individuals within it learn as efliciently as
possible. This is oiten forgoten by those who castigate the schools
for failing to give cach learner the individual attention he needs, It
is also a task the difficulties of which are greatly underestimated
by those who have never attempted it, or even sometimes by those

30

31



who I~ moved out of the everyday class situation to higher
administrative or advisory posts. The problem of ensuring that
everyone gets cquitable treatment—uvirtually all at the same time—
is alwavs lurking in the background, for learners at all levels have
a sharp sense of *“fairness’ in the group situation,

A tcacher must be a manager par excellence—planning, responding
to crises, making decisions rapidly (and frequently), and all the
time with an eye alert to how the classroom system is functioning as
a whole. But he must also be something of an actor if he is to portray
the characteristics typically expected of him in his classroom
activities—for example, tolerance, sympathy, benevolence, tact,
firmness, fairness, and warmth in personal rclationships. It is a
mistake to assume, as popular folklore does, that good teachers
are “born’’ with these characteristics; a teacher does not have to be
a loving, benevolent, firm, fair, and warm person, but he must, if
the learning situation requires it, be abl: 1o behave in the classroom
in these wavs, and the necessary simulation of these behaviours can
be exhausting,

All of this was much simpler when the managerial role of the
teacher was authoritarian—backed up by rigid punishment systems,
and made relatively casy by the assumption that individual differ-
cnces arc at best a nuisance to good classroom management and at
worst, aberrations. But as was pointed out in the previous chapter,
the concept of authority, even in society at large, is changing, In
education, the whole weight of our knowledge of conditions which
facilitate learning and which contribute to mature social develop-
ments Icads us to seek for more enlightened, humane, and construc-
tive mode: of discipline. Teachers are often caught between the
two extremes of realistic group management and maximum consi-
deration for the individuals within the group, and for conscientious
teachers this can become an almost insuperable problem,

It was mentioned carlier that inexperienced teachers need
support; but the problem is not limited to inexperienced teachers
alone. As a working party we are very conscious of the fact that
many of the desirable changes in curriculum and methods will
require greater professional sophistication on the part of the teacher.
But for a teacher who is still struggling for survival in elementary
matters of discipline, such recommendations are unrealistic, and
even threatening.

To the layman, it may come as a shock to hear teachers talk
of the fust principle of classroom management—personal survival;
and to the voung teacher it may come as a shock to meet the cyni-
cism of older teachers. We are not suggesting that all schools and all
classes make this sort of impact, but we would be dishonest as a
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working party if we did not report our concern for the fact that it is
not generally realised that there are many teachers who are in-
adequately prepared for what is demanded of them, lacking in
necessary material resources, unable (or not knowing how) to call
upon professional support when they most need it, disillusioned by
the gap between the ideal and reality, and even in some cases plainly
frightened of rebellious and abusive pupils. We do not wish to over-
dramatise the situation, but nor do we wish to gloss over the diffi-
culties fucing many tcachers today.

The Teacher in the School

A teacher is not only manager of a classroom but part of a larger
organisation in which he plays a very different role. His extra-class
duties are not just limited to supervision of pupil activitics in sport,
clubs, or the domestic activitics of school routines but extend to
some participation in planning the organisation of the school itself.
Whether it be timetabling, the provision of equipment, curriculum
planning, or the arranging of school functions, he must collaborate
with fellow icachiers and accept some responsibility for the effective
operation of the school system as a whole. For many teachers
who havc come straight from the conditions of tutelage of school,
university, and tcachers college this will be their first experience
of working within a tcam of peers: a situation in which the “class-
room teacher” stance is quite inappropriate.

Wiile it would be informative to list the great variety of extra-
curricular activities which teachers are called upon or volunteer
to undertake, and although this has a direct bearing on the teacher’s
working day and the time he has available for marking, planning
work, preparing materials, and dealing with the problems of
individual pupils, we are more concerned with the collaborative
aspect of his contribution to the school. Of central importance to
the theme developed in this report is the teacher’s professional
commitment to the educational objectives and organisation of ihe
school asa whole, and his ability and willingness to collaborate with
other statf in the realisation of these objectives, We regard this as
being of such vital importance to our major recommendations that
we take 1t up in more detail in the following chapter,

The Teacher in the Community and the Education System

As a professional representative in the community, the teacher’s
first and main contacts are with the parents of his pupils. This
is not as straightforward a task as it may scem* on the one hand,
he must know enough about cach pupil to make constructive com-
ments to interested parents, yet on the other hand he must sometimes
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try to interest parents in their child’s progress or behaviour where
lome co-operation is essential for progress. He obviously nceds
tact and a sensitivity to the variety of backgrounds within which his
pupils have been brought up, yet he is not in a position to influence
these backgrounds dirvectly where they are working against the good
ol the school and the pupil himself.

‘Teachers are aware of the fact that their professional skills can be
valued very differently in different communities—from the extreme
sitnation where teachers, schools, and the values they stand for are
rejected »ometimes quite crudely) as irrelevant to the task of getting
out into the world and earning a wage, to the other extreme where
the profession as such is regarded with that touch of superiority
and patronage normally reserved for those “in service”. “Relating
to the community” is an important dimension of the teacher’s task,
but if it is to be fruitful it requires a comparable gesture from those
in the community. In several places in this report we recommend
closer relationships with parents and the local community, but
we are aware that this is not an easy task for many teachers, and
virtually impossible if it is not reciprocated by the community.

There is another aspect which is becoming increasingly important,
but for which teachers, and administrators as well, are not norm-
ally well prepared: that is “public relations’ or just simply *“pub-
licity"". So many changes take place in one generation that parents
arc often puszled by and sometimes antagonistic to, what the schools
are teaching and the methods they use. Teachers are in the front
line of any improvement in public relations, as it is normally through
concern for their particular childven that parents show an interest
in education. We believe that many misunderstandings have occur-
red because of the very poor publicity in education as a whole.
While we think that teachers could do much to give parents and the
wider community a better understanding of what schools are attempt-
ing to achieve, we believe that this is something which should be
tackled more seriously at a national level. The Department of
Education could play a key role, but like the teaching profession
as a whole it shows some of the reticence of the academic who fecls
it is unbecoming to “sell his wares'. In contrast to public health and
agriculture, education is well behind in the ficld of publicity—
despite the fact that in such areas as communication, stimulation
of interest, and the effective use of audio-visual methods, it should be
in the forefront. We dwell on this at this point because better
publicity concerning the objectives and methods of modern educa-
tion could make a significant diffcrence to ihe relationships between
teachers and their communities.

As far as the education system as a whole is concerned, teachers
play a role in its functioning through their professional organisations.
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Although it is mostly the “political” elements of their activities
which attract public attention through the mass media, it would be
unfortunate if their professional concerns for improving conditions
of learning and tcaching were overlooked. Teachers’ organisations
can and have exercised considerable power in the development of
education in New Zealand. As they become even more powerful
through effective organisation and increasing skill in applying
political pressures, it becomes very important for teachers as a
whole to have a clear conception of the major objectives for educa-
tion in New Zealand, the procedures through which they can be
attained, and the extent to which the policies of their organisations
facilitate or hinder their attainment. We have more to say on this
matter in our chapter o continuity,

Teaching has a cyclic characteristic: teachers in training are
placed with experienced teachers who thus influence the attitudes
and practices of the oncoming group of young teachers. But an even
more powerful influence is provided by the incidental effect which a
teacher has on his pupils by providing a model of teaching as a
profession. To a certain exteat, every educational system has this
built-in conservatism, and while it makes for stability in conditions
where there are few changes in teaching attitudes and practices,
it can be a retarding factor when change is needed. One of the
themes of this report is “innovation”—not change for the sake of
change but flexibility and experimentation as necessary characteris-
tics of a system which must respond to the changing necds of society
and of individuals. Teachers are the central actors in this process
of innovation, and much of our report is devoted to an analysis of
the conditions under which they can play this role fully and
effectively.
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Chapter 3 THE SCHOOL AS A PROFESSIONAL
UNIT AND A LEARNING COMMUNITY

‘There is a tremendous investment of manpower in the teaching
force, hence it is this area—the efficient utilisation of manpower—
which is likely to yield the best rcturn for further investment.
We arrive at this conclusion, not from economic analysis but from
our ecxamination of the factors which hinder or could facilitate
improvements in learning and teaching, It is very casy to make glib
generalisations about “what is wrong with education”—assuming
that such a ststement has any rcal meaning at all; or “how ‘the
svstem® should be changed”—implying that a simple adjustment
to the mechanism has the same relationship to education as a tune-
up has to a car engine. But as soon as the more useful specific
questions about the quality of education are asked, they lead to an
examination of the quality of the learning and teaching which is
going on in thousands of classrooms throughout hundreds of hours
during the school year.

Generalising in these circumstances is difficult, and can be
dangerous, and as a working party we have been constantly aware
that, ultimately, the day-to-day processes of learner-teacher inter-
action are what really count. We have been concerned with the
quality of this interaction and believe that any set of recommenda-
tions or priorities for development which makes little impact at
this level will have a minimal influence on the quality of education
as a whole. Whenever possible, we have tried to use this vision of
the individual teacher in his particular classroom and school as the
touchstone for our selection of areas of priority and our specific
recommendations. We have also tried to envisage the conditions
under which each teacher can make the best use of his time and
abilitics for the good of his pupils—a process which T. Husén
sums up in a nutshell as “‘diagnosing the status of every pupil,
secing to it that the pupil is confronted with appropriate subject-
matter and experiences (since all knowledge need not be verbally
communicated), and checking on individual progress’.*

In the first chapter we have touched on certain historical factors
which have shaped the present system and have pointed out that the
building up of a national system in a relatively short time is,
historically speaking, a considerable achievement. In establishing

$Husén, 1. School for Life. London Educational Reviaw. Vol. 1, No. 3, 1972,
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this system certain requirements have of necessity taken priority, for
example: equality of distribution of resources, both human and
material; fairness and efficiency in the appointment of teachers;
uniformity and co-ordination of ssllabuses; the setting of minimal
standards for public recognition; protection for the schools from
arbitrary local interference and from regional differences in facilities.
But having met these requirements and having achieved a level of
stability and maturity, the system is now ready for the next step
forward; a step which will allow for diversity while safeguarding the
body of tested experience, and which will shift the balance of
responsibility from the administrative structures above the school and
towards the school itself as a professional unit,

This is a shift in the weighting of responsibility, not a tranfer of
ultimate responsibility. We believe that if schools are given greater
responsibility for their own functioning, it teachers arc prepared to
accept this responsibility with all its implications of professional
collaboration and commitment to the welfare of the school as a whole,
and if reasonable support is available, then this investment of trust
and support will yield a worth-while return. In our discussions we
have used a shorthand phrase to refer to this change of emphasis and
its many implications, and we use it in this report for the same

purposc: “the school as a professional unit”.

The word ““professional” reflects the fact that in the act of teaching
therc can be no automatic application of a sct of ready-made
routines, but rather a constant adaptation of knowledge and skill
in the light of general principles and for the purpose of mecting the
needs of individuals who differ. And we use the word *‘unit” to
emphasise the fact that teachers cannot work in isolation, that a
school is more than a collection of individual teachers, and that
skills of management and co-ordination are necessary if the individual
teacher, as well as the individual learner, is to gain the greatest
benefit from the full resources of the school. If we start from the
learner’s point of view it might be more appropriate to spe ak of
“the school as a learning community”, and this is certainly how we
visualise the school. But the two phrases are the two sides of the one
coin and it is for the sake of the learning community tnat we
emphasisc the responsibility of the school to function as a professional
unit.

The Guiding Concept

Our first priority, then, is auitudinal; wc have found that once
we accept the concept of “professional unit”’, then the imolications
for specific changes and developments as rccommcndcd in the
remainder of this repoct hang together, They are, in lact, the
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conditions under which the concept can be realised in practice, and
as we study the various conditions we have a guiding principle
which enables us to establish priorities. Of all the conditions which
we think to be necessary, there is one which stands out as providing
the major mechanism for the realisation of the concept—the
continuing education of teachers or, as it is normally tcrmed,
in-service training. Without this, the whole structure of our rccom-
mendations is weakened, if not destroyed, and we therefore place
it in the very centre of further educational development.

But the complementary aspect of the professional unit--the
fearning community-—also implies an attitudinal element. It implies
that the school as a community must be sensitive to the needs of all
its pupils whether they be gifted, handicapped, from educationally
supportive homes, or from educationally cramping and restrictive
environments. [t implies that pupils should be involved in the whole
range ol school activities to the limit of their experience and
maturity. And it implies above all that the principal, those around
him in positions of administrative responsibility, and the teachers,
should see themselves as part of a joint enterprise with a maximum
of sharcd responsibility and effective professional communication.
We are not suggesting that thesc conditions do not alrcady exist in
some schools; but we think it cssential that they should exist in all
schools.

The Practical Implications Within the School

Bearing in mind the succinct description of teaching quoted carlier
from T. Husén ith its key words: “diagnosing”, ‘“‘confronting”,
and “checking”-~it is casy to understand why the notion of flexibility
emerges as a major condition for progress, along with its twin notion
of innovation. We do not wish to be misunderstood in emphasising
innovation in several of the major chapters, and have been careful
to point out that we are using the word to refer to carefully planned
and evaluated changes designed to improve methods of learning and
teaching. I we thought that we had the definitive answers to
(uestions concerning the appropriate type of curriculum for cvery
level and every objective, or concerning the best methods of teaching
in every situation, then we would say so. But we do not have these
answers, nor do we believe that such answers can be found in general
terms. They can be found only for this teacher, in this situation, with
this objective, and with this pupil or class. To do this requires
flexibility of organisation and approach, and innovation in the use
of materials and techniques. both, of course, functioning in the light
of experience and with the support and guidance of others.
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We do not limit flexibility and innovation to the classroom, but
see it as extending to the deployment of staff in a school, the con-
struction of the curriculum, methods of school evaluation, the
development of versatile teaching spaces in school buildings, and
the organisation of the school system itself. This will result in
diversity, but this is just the quality which we feel to be lacking in
New Zealand education. The cynic may think that it will lead to
chaos, but we believe that the teaching profession is sufficiently
mature and responsible, within each professional unit, to know when
diversity is for the good of the pupil and when it should be restrained.

Another implication of our recommendations is the need to
reducc the number of formal class-contact hours to allow for the
joint planning, preparation, evaluation, and in-service training
which will be required to provide for the diversity of individual
needs in learners and to become acquainted with and learn to use
new methods and materials. Again, the cynic may point to 5 or so
daily hours of formal class time and to school holidays and argue
that there 1s already plenty of time available outside of class hours.
As to the former, examination of the totai workload of a con-
scientious teacher denies the idea of a short working day. And as
far as school holidays are concerned, these are increasingly being
used for professional courses; we envisage that they will certainly
be so used even more heavily. For those teachers who face a class
for 5 hours a day 5 days a week, a break each term from the con-
centrated and relentless pressure of coping with the needs, demands,
problems, and moods of between 20 io 40 vigorous young individuals
in a group is a necessary safeguard to mental health. What is needed
however, is a redistribution of time within the working day and
throughout the year; under such circumstances both could be used
more effectively and economically.

While this implies liberality in staffing (including ancillary
staffing) to allow for greater fiexibility in the deployment of teaching
functions within a school, it also implies the need for adequate
facilities and resources to allow for such activities as small group
work, individualised programmes, and independent study. In
brief, with a change in emphasis from teaching, in the traditional
sense, to the variety of modes and settings within which learning
takes place, the teacher becomes a much more sophisticated manager
of learning resources for the individual learner. He needs more
time to plan and execute this demanding function; but a reduction
in face-to-i.ice class hours, which would give him this time, requires
a greater range and availability of learning resources, a topic
which we develop at some length in a later chapter.

At this point, all that we need to say about resources is that we
sce the nced fory expansion of, and greater co-ordination between,
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all types of resource materials (including books, audio-visual aids,
equipment), the building up of resource centres in the school as well
as in the district, and the ready availability of resource advisers.
When attention focusses on the school as the unit, then the implica-
cation is that resources serve the school, and the mechanisms by
which these resources are made available must be carefully planned
and adequately provided for. Too often the teacher, and the school,
waste valuable time trying to locace resources, or fail to use re-
sources because of inadequate specialised assistance. This is false
cccnomy and reduces the value of the initial investment in staff
quite unnecessarily. It is something which can and should be
remedied.

Reference was made earlier to flexibility in providing versatile
teaching spaces: we should add ““learner” spaces as well. Buildings
often determine what is possible; they create an expectation of how
teaching should proceed; or they may wreck the best of educational
plans when space is inadequate. The redistribution of the teaching
day, for example, requires adequate work space for teachers, just as
ihe concept of the learning community requires “social spaces’ as
an integral part of the school’s tunctioning. We are aware that there
are many difficulties in the provision of buildings and know that
efforts are constantly being made to improve design. But when we
consider the implications of the school as a professional unit—with
its own particular needs and style—we see the need for maximum
flexibility in planuning, within the obvious limits of financing.
Hence our discussion at a later stage of school building.

One further implication of great importance. Freedom to experi-
ment implies responsibility for evaluation, and this must be part of
the total programme of assessment in the school. Husén’s third
teaching activity—‘“‘checking’—is easy to give assent to, but diffi-
cult to provide for in a systematic and effective way. We regard this
as an area of inadcquacy in schools and take it up for specific
comment and recommendation in later chapters on the primary
school (chapter 6), the curriculum (chapter 11), and assessment
(chapter 13). It is, in our thinking, a key factor in the successful
operation of the school as a professional unit.

The Size of the School

To speak of a “unit” implies some consideration of size, parti-
cularly in relation to the effect of size upon both learners and
teachers. This is not a matter we have been able to resolve satis-
factorily because of the necessity to balance a number of conflicting
factors. Quite apart from the educational considerations, it would be
unrealistic to ignore the financial implications of, for example, recom-
mending a large number of smaller units spread around an urban

39

10




Q

ERIC

Aruitoxt provided by Eic:

area. The major educational factor is the pupil’s sense of identity
within a community, but there is no evidence which suggests that
there is a clearcut answer to the question of optimum size of this
community at ail levels. What we can say with confidence is that
major factors in creating a seuse of community in a scheol —of
whatever size--are the social organisaiion of the school and the
extent to which the individual pupil is known and guided by
someonce who has a responsibility towards hin  vho is available to
give help and advice, and who has time to discharge this responsi-
hility. A pupil in a school of 500 whose only adult contact is a busy
classroom teacher with 35 pupils to teach is not necessarily better
off than another pupil in a school of 1,000 in which specific pro-
vision is made for certain stafl ncmbers to have pastoral responsi-
bilities for groups of pupils.

Our intuitive response to the problem of school size is to suggest
that pupils will gain more from an environment in which they can
literally sce their school community as a whole, experience it as a
whole, know all the teachers at least by sight, and be offered a
wide cnough range of courses, sports, clubs, and other cxtra-
curricular activitics to have some real freedom of choice to meet
individual needs. From the teacher’s point of view, the school is
clearly too large when the principal and his senior administrative
staft are remote from individual members ot staff. The concept of
the professional unit implies that the school should be large enough
1o allow for the sharing and professional collaboration necessary to
make maximum use of the various strengths and resources of staff
members, but not so large that stafl lose their sense of cohesiveness
as a group.

Although these rcactions are intuitive, there is nothing intuitive
about our strongly critical reaction to the situation which can arise
all too often when the school is expected to take increased numbers
of pupils but is not provided with adequate space or resources to
give them or their teachers the reasonable conditions they have a
right to expect. This is a current problem of some urgency; an
academic discussion of optimuin school size seems remote in such
circumstances. A\ final comment, in keeping with the tone of the
report: i we cannot resolve the problem of size, then we would
urge that “cxperiments” in new administrative arrangements in
large secondary schools (such as at Burnside High School in Christ-
church) be properly evaluated. Too often the word “experiment”
is used by administrators as a euphemism for “intended new policy”,
but at Burnside, and elsewhere, we believe that while innovations
in the organisation of large schools ought to be encouraged, the
outcomes should also be studied in some detail by those who have
the professional skills to do so.
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Implications Beyond the Schonl

A shift in the weighting of responsibility towards the school must
be paralleled by the provision of adequate supporting services. It is
doubtful whether the word “adequate” can be defined, and we
would expect teachers to have a somewhat more generous definition
than thosc who are responsible for the financial implications of
what is thought to be adequate. Exact numbers are matters for
negotiation, but the general principles which guide such negotiation
need to be clear. In many places in this report we stress the need
for further provision of advisers of various types, supporting services
in the field of guidance and for children with special needs, specialist
staffing for resourcc centres, and a substantial increase in ancillary
staff of various types. ‘These are not unreasonable requirements; in
fact they are essential if we are serious about the educational
objectives so often proclaimed and acclaimed in modern society.

We have already emphasised the need for in-service training and
the availability of resources, hence our recommendations on the
provision of resource centres and teachers’ centres to serve groups
of schools (sec chapter 8: The General and Professional Education
of Teachers and chapter 14: Learning Resources). We also envisage
that schools in an area will need to co-operate in sharing resources
where appropriate and that this co-operation will extend to neigh-
bouring schools of different educational levels as well as across
schools at the same level.

The Inspectorate

It may seem that we are ignoring the hard realities of self-interest
in most institutions, and that by emphasising the school as the pro-
fessional unit we may, i~ fact, reinforce the isolation which we
would like to reduce. Taei+ 1s obviously a need for very experienced,
perceptive, and forward-looking educationists who can assist in, or
cven initiate this type of professional communication. They would
act as advisers in a very general way—-indced, they would be pro-
fessional officers of the very highest standing in the educational
community. This is the role we sec for the inspectorate, and it is
obviously far removed from grading functions which at present take
up so much time.

Perhaps the time has come to get rid of the word “inspector”,
with all its unfortunate connotations. This is not meant to imply
that we wish to abolish evaluation functions altogether, but that
we envisage school evaluation (as distinct from teacher assessment)
as being the responsibility of a more broadly-based tcam than that
of the present school inspections (see chapter 13: Assessment),
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Having studied documents on the role of both primary and
secondary inspectors, we are impressed with the educational
aspirations expressed, but very much doubt whether the reality is,
or can even begin to approach, the level of aspiration. It may be,
however, that with the elimination or at least reduction of personal
grading, inspectors will, for the first time, be able to exercise these
professional leadership functions. We note that proposals to abolish
grading of serondary teachers have been accepted and that at
present primary teachers are studying a scheme which would reduce
the assessing role of inspectors.

There are two corollaries to the highly professional leadership
roles which inspectors should undertake: recruitment and training.
While we do nu:t suggest that all inspectors will have exactly the
same functions—thus there will be room for the subject specialist
who may have had little administrative experience (although
perhaps he should in this case be a curriculum adviser)—never-
theless, we are concerned that, in general, inspectors should be
recruited from the top level of experienced educationists; and that
their status and salary should reflect this level of experience and
responsibility. It could be that a substantial proportion of inspectors
may have fluid appointments, with secondment for specified
periods, as occurs already to some extent. It could also be that in
some cases this fluidity could allow for the appointment of somennc
from outside the formal school system (for example, a very exyri-
enced administrator) who could bring strength to particular areas
of professional leadership. This development would be strengthened
by what seems to us to be a logical and necessary step—the creation
of a single inspectorate.

Training for this level of leadership is essential-—not in the narrow
sense of the word, hut rather in the scnse of providing opportunitics
for study, observation, discussion, and overseas experience which
would ensure that the inspector was himself a learner, open to new
ideas, and in touch with the broader movements of educational
development. For example, it could be most valuable to allow an
inspector to spend up to a year in a university or teachers college,
drawing upon its resources, using it as a sounding board and as a
base from which to examine relevant parts of the school system, and,
in general, standing back from the schools for a period in order to
gain perspective. At one stage in our working party discussions we
canvassed the idea of a “staff college” for the training of adminis-
trators, inspectors, principals, and others in positions of heavy
responsibility, but decided that although the idea is worthy of
consideration we would prefer at this stage to use the various
in-service channcls which could be exparded and adapted as
necessary.
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We have made specific reccommendations concerning the in-
spectorate in other parts of the report (chapter 6: The Primary
School, and chapter 11: The Curriculum) but we have thought it
necessary to deal with this important topic in general terms at
this stage because of the crucial role of the *‘professional adviser”
in our concept of the school.

The Community

As schools cannot be isolated from one another if they are to
operate most effectively, so they cannot be isolated from the com-
munity. This is a central theme which appears in almost every
chapter in the report. We have already made the point that schools
cannot achieve what is expected of them without community
support, and have said that it will become increasingly necessary
for parents and the wider community to become more closely
involved in the school—as well as for the school itself to move
towards the community.

This is part of 2 much broader and deeper theme, and it is perhaps
appropriate to remind ourselves that although we have been
concentrating on the school-—as it has secmed realistic to do so—
the most exciting educational advances are likely to lie in the area
of “lifelong” or “continuing” education, One implication of this
will be that the school itself will become a focus for community
learning, and that many of the traditional functions of the school
may become joint community functions (especially in extra-
curricular activities). In terms of the theme of this chapter, one of
the “professional” functions of the school will be in the area of
continuing education, with staff appointed for this specific purpose.
We make specific recommendations about this “community school”
development in several chapters, but particularly in the chapter on
sscondary education (chapter 7).

From another point of view, the school-community relationship
will be expressed in a growing concern for vocational experience
and preparation. This is an arca which has been neglected, but we
believe that in ti.c prcsent climate of development, a new dialugue
can be opcned up between the traditional schools and the world of
work (sce chapter 9: Vocational Education).

Research

One important implication of many of our major recommendations
is the need to balance innovation by evaluation. Just as a school,
in planning a new programme, a new type of class organisation, or
a new teaching technique should be able to call on specialised ad-
visers, so it should be able to call upon the research skills which
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are a necessary part of the total “experiment”, It is easy to support
the idea of more professional responsibility for teachers and schools,
but we hold strongly to the view that it is absolutely essential to
build up adequate research resources and facilities at the same time.
We also believe that, as with supporting services, these resources
and facilities should be readily available where they are needed,
and in the chapter on rescarch (chapter 19) we make appropriate
recommendations.

The School as a Part of the National System

Just as the schools cannot stand apart from the local community
nor can they stand apart from the national system of education, They
are influenced by and responsible for the implementation of national
policies. In developing the concept of the school as a professional
unit we have not been unaware of this larger national responsibility,
and have therefore examined those aspects of its professional function-
ing which are rclated (or even tied) to the national scene. In par-
ticular, we have addressed ourselves to five major national con-
straints: the curriculum; national examinations; tcacher education;
the organisation of the school system; and buildings.

This is not the place to attempt to justify our views and recom-
mendations in these areas, but in so far as they are related to the
theme of this chapter we can foreshadow our conclusions by saying
that we favour a school-based curriculum within national guidelines;
the abolition of national examinations; more regional diversity in
the organisation of teacher cducation, and more teachers college
participation in local in-service training; the development of a
single teaching profession to service primary and secondary schools,
along with administrative co-ordination (including a single inspec-
torate’ ; and the substantial strengthening of the School Development
Group along with somne local flexibility of design for school buildings.
We believe that these changes would strengthen the education system
by enabling the schools to accept the responsibilitics which they must
bear if they are to vield their greatest returns in the improvement of
learning and teaching.



PART B THE TRADITIONAL SYSTEM IN A
NEW CONTEXT

While we may look forward to new and broader interpretations of
education for the future, we cannot ignore the tremendous investment
in present institutional structures. The new context is “lifelong
education” with its emphasis on the breadth and continuity of
cducational cxperiences. In chapter 4 we comment on the new
emphasis on continuing education and conclude with two chapters,
9 and 10, which take up specific aspects of the more general theme
asit applies to the New Zealand scene. The organisation of the middle
chapters reflects the traditional structure of the school system, but
thev should be regarded as conveying part only of all that we wish
to sav about the schnols and should be read within the context of
all the following chapters, especially those in part C. As explained in
the preface, we have not dealt with tertiary education as such, but
have something specific to say about the training of teachers in
tertiary institutions in the latter part of chapter 8.
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Chapter + CONTINUING EDUCATION

‘The International Commission on the Development of Education,
under the chairmanship of Edgar Faure, a former Prim: Minister
and Minister of Education in France, has recently published a
report which has attracted the attention and excited the imagi-
nations of educators all over the world. The title of the report s a
succinct statement of its “message”: Learning to Be: The World of
Education Today and Tomorrow*. A quotation will convey the essence
of the central emphasis:

It is out of the question for education to be confined, as in the past,
to training the leaders of tomorrow’s socicty in accordance with some
predetermined scteme of structures, needs and ideas or to preparing
the young, once and for all, for a given type of existence. Education is
no longer the privilege of an elite or the concomitant of a pariicular
age: to an increasing extent, it is reaching out to embrace the whole
of society and the entire life-span of the individual.

‘The learning society embraces much more than the school system;
indeed the word *‘system” is too limiting, for the emphasis moves
from the individual as an object for teaching to the individual as the
subject in his own act of learning. As a guiding concept for cduca-
tional policies the commission asserts as its first principle that:

Every individual must be in a position to keep learning throughout
his life. The idea of lifelong education is the keystone of the learning
societyt.

'This is followed by a recommendation that;:

We propose lifelong education as the master concept for educational
policics in the years to come for both developed and developing
countries}.

Ofthe 21 principles and recommendations, all of which are directly
relevant for New Zealand and most of which are actually embodied
in the rccommendations throughout the working party report, two
are worth quoting as particularly relevant in the context of *‘continu-
ing” education§.

Principle 2:

The dimensious of living experience must be restored to education
by redistributing teaching in space and time.
;l;;m!ional Commission on the Development of Education UNESC O, landon:
Harrap. 1972,
*1bid., p. 181.
¢Ibid., p. 182.
§1bid., pp. 183-b.
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Recommendation 2:

Educational institutions and means must be multiplied, made more
accessible, offer the individual a far more diversified choice. Education
must assume the proportions of a true mass movement.

Principle 3:

Education should be dispensed and acquired through a multiplicity
of means. The important thing is not the path an individual has followed
but what he has learned or acquired.

Recommendation 3:

Each person should be able to choose his path more freely, in a
more flexible framework, without being compelled to give up using
educational services for life if he leaves the system.

These principles and recommendations provide a general context
for the points taken up in this chapter, although the particular
“springboard” for our recommendations is the New Zealand
UNESCO report on lifelong education. We have used the term
continuing cducation rather than the more traditional ‘‘adult
education”, and as synonymous with ‘‘lifelong” education. But
before we examine the New Zealand report, a brief comment on
provisions for adult education will set the scene.

No detailed public investigation of this sector of education has
been made since the report of the Consultative Committee on
Further Education of Adults and the passing of the Adult Education
Act in 1947. Between then and 1963 the university colleges and
their regional councils of adult education carried on a wide range
of continuing education activities. The Adult Education Act of 1963
relicved the emerging universities of the obligation to maintain the
regional councils of adult education, and the universities since then
have tended to concentrate on a narrower range of continuing
education programmes of a more academic and professional nature
for which there has been a growing demand. The major programmes
of non-vocational continuing education of a more general nature
have been organised by the secondary schools under the sponsorship
of the Department of Education or by such voluntary organisations
as the Workers' Educational Association (W.E.A.).

The National Council of Adult Education has remained the
central advisory and fact-finding body charged with the duty of
taking overall cognisance of the development of continuing educa-
tion. Since 1969 the general oversight of the ficld of vocational
continuing education has been mainly the responsibility of the
Vocational Training Council which has encouraged industry both
to establish its own training organisations and to utilise to the full
the resources of the technical institutes and other educational
agencies,
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Lifelong Education Committee Report

In October 1972 the Committee on Lifelong Education set up
by the New Zealand National Commission for UNESCO presented
its report®. ‘This report examined the state of lifelong education in
New Zealand and took stock of the range of opportmities for
continuing education now otlered. In a careful analysis the com-
mittee pinpointed special areas of concern in continuing education
which included:

® ‘L'he lack of resources available for communicating to those who
can benefit most from continuing education the opportunitics
offered them and the need for them to take advantage of those
opportunities;

® ‘I'he absence of a comprehensive scheme for edicational entitle-
ment extending over the life span on the same principle as sucial
security entitlement;

® The need for developing a diversity of appropriate learning and
teaching techniques in continuing education and for training
adult educators;

® The special needs of such groups as women, Maoris and Poly-
nesians, young people, and the residents of rural arcas.

The whole report is worthy of very close study by all who are
interested in the broader aspects of educational development in the
future. The working party fully endorses the nine major recom-
mendations of the committee which are as follows:

(1) That a Committee of Inquiry bhe set up by Government to

investigate fully the complete field of continuing educittiou.

"The working party recommends that action be taken in advance
of the report of a committee of inquiry in respect of some ol the
recommendations of the committec and of this working party.

(2) That the Department of Education appoint an “officer tor
continuing education’ at a senior level in the department to
provide cohesion and leadership for the very wide range of
contiing education activities undertaken by the depart-
meads.

T'he working party notes with satistaction that this reccommenda-
tion has been implemented.

(3) That pilot projects be sct up immediately in several selected
secondary schools by appointing an equivalent full-time
coniinuing education officer to the staff’ of the school with
responsibility for developing a broadly based programme of
continuing education in consultation with the principal.

*Lifelong Education. Wellinmton: Report of a Committer of the New Zealusd Natonal
Commussion for UNESCO. 1972,
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‘The working party applauds the projects now being initiated
or planned in such schools as the proposcd new secondary school
at Mangere, Ruthertord High School, Aorere College, and Welling-
ton High School.

(4) That the Manual and Technical Regulations ot 1937,
which are no longer appropriate tor the purposes for which
they are used, be replaced by a new sct of clear regulitions,
based on current nceds and realities.

‘The working party belicves that the delay in implementing the
recommendation of the Commissien of Education - 1962) on this
matter is inexcusable,

.3, That the new regulations rccommended by this committee
provide for access by secondary pupils to the field of con-
tinuing education and for the attendance of adults at
secondary school classes.

e

(6) :ia) That the Department of Education be asked to convenc
meetings with the National Council of Adult Education
and the Vocational Training Council to foster further
experimental programmes for adult teachers and trainers
in co-operation with other training institutions.

(b) That university extension departments and teacuers
colleges be asked to consider specialist appointments in the
principles and practice of adult education.

New Zcaland lags behind many countries in the study ot adult
education and in the provision of programmes for training adult
educators. This hinders not only the advancement of continuing
cducation in general but also the improvement ol vocational
training of adults, as is pointed out in the chapter of our report
dealing w.th vocational education (chapter 9). Of all the recommenda-
tions tn the UNESCO report, we would place highest priority on the training
of adult educators. Devclopment of an administrative network and
provision of material resources cannot achieve their intend.u
outcomes unless trained personnel are available to implemert
programmes. Tno little attention has been paid to this aspect in
the past and we believe that it should now become a major priority.

(7; That the Department of Education be urged to provide
appropriate facilities and teaching accommodation for
adults attending continuing education classes at sccondary
schools and that appropriate provisions be made in sccondary
school planning in future.
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(8) That thc Advisory Council on Educational Planning be
asked to examine the inequalities of opportunities for voca-
tional training between regions of New Zealand in relation
to employment opportunitics.

\9) That the statutory duties of the New Zealand Broadcasting
Corporation be amended to give the corporation a respon-
sibility for educational broadcasting and that the Broad-
casting Authority be empowered where appropriate to
place a similar responsibility on other broadcasters.

The working party notes with satisfaction that the Select Com-
mittee on the new Broadcasting Bill (1972) has introduced pro-
vision of this kind. Not only should broadcasting agencies provide
programmes of a generally educative nature (for ~xample, docu-
mentaries, art reviews) for mass audiences but they should also
co-operate with educational institutions in offering broadcast
programmes that involve identified listeners and viewers on syste-
matic study with the help of correspondence tuition, texts, and
other learning aids. Experience in Britain and elsewhere has shown
that such piogrammes are best produced by specialised education
officers of the broadcasting agencies working in conjunction with
professional adult educators.

The effective and widespread audio-visual communication
provided by broadcast television makes it an important vehicle
for continuing education. The Committee of Inquiry into the
Uses of Television in Education recognised this fact, and
recommended that priority be given, in the field of continuing
education, to programmes to assist farmers and those who needed
vocational guidance and social welfare help. While accepting the
importance of these areas, we believe that a wider view of con-
tinuing education shoula be served: that which sees continuing
cducation as “‘the education, both vocational and non-vocational,
of those whose main role is no longer that of a student”. (Lifelong
Education, UNESCO, 1972.) It is our view that the primary use of
television for educational purposes, in the first instance at least,
will be in the field of continuing education.

The role of television in early-childhood education needs no
emphasis. If it is accepted that the home is the basic educational
unit, then radio and television, with their mass audiences, are the
quickest and most efficient way to educate parents so that the carly
childhood development of children is encouraged. Family life, too,
is an a“ca where substantial benefit can result if the agenci~< con-
cerned with broadcasting try to meet the needs of members of
families by providing programmes on, for example, the care of
children, marriage guidance, and social welfare.
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‘I'he areas described in the preceding paragraphs are by no
means exclusive—the important point is that needs should be
identified, appropriate programmes obtainced or produced, and
evaluation of their effectiveness undertaken. (We take up ‘ne matter
of educational television in more detail in chapter 14: Learning
Resources.)

The Problem of the Educationally Disadvantaged and of
Outlying Communities

Apart from its specified recommendations, the Lifelong Fducation
Committee report brings out two salient facts about continuing
education in New Zealand.

{a) ‘The participants tend to be educationally privileged. R. Boshicr
in his study® of some 2,400 participants in 3 continuing educa-
tion programmes in Wellington showed that nearly 60 percent
of participants, as contrasted with 10.85 percent of the New
Zealand population had passed University Entrance or some
higher secondary school qualification. Such facts highlight the
problems of making continuing education congenial and easily
accessible to persons whose educational attainments arc limited
but whose needs may be great. It is argued below that such
problems can best be overcome by more flexibility in organisa-
tion and the provision of special facilities and specialised staff,
especially in secondary schools with close community links.

(b) Outlying communities are indifferently served. Some of the
ways in which this form of deprivation could be mitigated
include: greater flexibility in permitting adult classes to be held
in premises outside secondary schools; educational broadcasting
l'cﬁ' adults; cxtension of correspondence school services for
adults.

Extension of Correspondence School Services for Adults

The Committce on Lifelong Education did not make any specific
recommendation regarding correspondence school services for
adults. The fact that some 3,500 adults already use the services of
this institution suggests that this form of continuing education is
attractive to adults. Study by correspondence has the advantage of
allowing the diffiient student to work at home in privacy. It is
notable that if onc excludes prisoners and military personnel, a
substantial majority of adult correspondence school students are
women, including a steadily increasing number of married women.
This service is important for married women who are preparing
themselves to return to the work force.

At present an adult student may not er.ol with the Correspon-
dence School if he lives within a certain distance of a school offering

-‘R. Boshier. The Partic :}nms: A Clientele Analysis of three New Zealand Adult Educa-
tion Institutions. dustralian Journal of Adult Education, Vol. 11, No. 1.
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an evening class in the subject he wishes to study, unless he can
prove that he is unable to ..*tend an evening class. A refusal to
allow a student to enrol . ..c Correspondence School in these
circumstances may well »¢ him to abandon his plans for con-
tinuing education.

The Correspondence School is not at present authorised to prepare
courses specifically designed for adult part-time students who must
now take courses written for full-time school pupils. This is a serious
obstacle to the expansion of the Correspondence School’s work with
adlults. The possibilities of the combination of correspondence study
with face-to-face tuition under local instructors have not been
scriously explored in continuing education in New Zealand.

‘The working party reccommends:

l. That, subject to stipulations regarding payment of reasonable fees
Jor these additional services, adult students be allowed to enrol with the
Correspondence School, whether or not they live near an institution where
a class in the subject required is held and whether or not they are
enrolled in such a class.

2. That the Correspondence School be authorised to prepare a number of
courses specifically designed to meet the needs of adults.

3. That, as a pilot project in addition to those proposed in recommendation
3 of the UNESCO Lifelong Education report, the Correspondence
School be authorised to enter into a co-operative arrangement with a
selected secondary school or schools for the purpose of making experi-
ments tn the combination of correspondence study with face-to-face
tuttion.

The Special Needs of Women

Women were singled out as constituting a group with special
needs by the UNESCO committee. It noted that women have al-
ways made rather better use than men of continuing education
tacilities, but suggested that an important social change of the past
decade, the increasing acceptance of married women in employ-
ment, has intensified the special needs of adult women for continuing
education and vocational training.

The need is far more complex than the provision of pre-cmploy-
ment courses and on the job training at the point of re-entry to
the labour force, though these are badly needed. Many New
Zealand women now in their thirties and forties did not complete
a sccondary education, or took a sex-typed range of courses which
now limit their vocational opportunities. Their initial need may be
for better general education opportunities, provided, for example,
through the Correspondence School, educational broadcasting, or
the secondary schools. YWhere the community school approach is
adopted, and a school creche established, such courses could be
offered during the day.
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A rather different type of course of wide potential interest to
women, both as home-makers and workers, is the home economics
course promoted by the University of Auckland Centre for Con-
tinuing Education in co-operation with the Home Science Alumnae
Association. This course was designed primarily to help women
in their role as mothers and housewives, but was also planned
in the knowledge that the working married woman must be an
efficient organiser at home as well as at work. It could thus fill
the need met in some overseas countries such as France and Sweden
by special courses in home management for the working woman.
It could also be useful in accustoming women who have not under-
taken formal study for many years to the ideca of continuing
education.

One problem which received special comment in the UNESCO
report, and which is mentioned in all studies of the education of
older women, is their lack of confidence. The Wellington Poly-
technic has for some years run “orientation” courses for women
which aim to build up their confidence as well as acquainting them
with local cmployment and training opportunities. Where training
and employment opportunitics for women can be identified in a
district. the working party supports the introduction of similar
orientation courses in other technical institutes.

The working party recommends:

4. “That all institutions responsible for courses in continuing education be
asked to review the adequacy of their programmes for wemen, and the
conditions under which they are offered.

Maori Adult Education

A report on Maori Adult Education prepared by a working
party sci up by the National Council of Adult Education was
published in 1972*. This report provides a comprehensive view of
recent developments in continuing edncation among the Maori
people und is warmly commended by this working party for careful
study by all who are concerned with the welfare of the Maori
people.

This working party endorses all the recommendations contained
in the above report subject to a reservation in regard to recom-
mendation No. 27 where it is proposed that organisers in Maori
adult education be attached to university extension departments.
While we endorse recommendation No. 26 which asks for the
appointment of additional university cxtension lecturers in the
Maori adult education field, we consider that organisers would be

;.W;;;;i-.‘i;u!-t Education. Wellington: Working Party Report, National Council of Adult
Educations. 1972,
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more appropriately attached to suitable agencies of the Department
of Education or to the Maori Education Foundation. Under these
auspices the organisers could dev~lop a special Maori style in their
work and adopt flexible patterns of operation without being in-
hibited by the academic restrictions that necessarily hedge uni-
versity work.

‘This working party considers that the four most important
‘recommendations contained in the Maori Adult Education report
arc:

(12) That basic and remedial education, adjusted to the necds and
interests of adults, should have an important place in the
education system and should be provided through the adult
education programme of secondary schools. . . .

(29) That secondary schools hold more adult education classes
in Maori situations such as maraes, wherever that is likely to
increase Maori participation.

(31) That secondary schools establish more courses related to the
needs of the Maori and other Polynesian peoples, such as
English language, house financing, insurance, budgeting, and
other fields mentioned in this report,

(32) (a) That in areas with a concentration of Maori or uther
Polynesian population secondary schools appoint staff on a
part-time basis to maintain consultation with community
and voluntary organisations and to organise adult education
to meet their nceds, through adult classes under sccondary
schools or through other adult education agencies as may be
appropriate in particular cases.

To provide basic and remedial adult education for the edu-
cationally-disadvantaged members of the Maori community New
Zealand must be prepared to provide such education flexibly at
community level and in situations meaningful to the Maori pcople.

The working party specially commends the wide-ranging pro-
posals for continuing education for Maoris and for the extension of
Maori studies that are contained in the feasibility study for a
Hawke’s Bay Community College*.

Community Schools

The Hawke’s Bay feasibility study referred to above, along with
many other studies and discussions, is the harbinger of the
development of community colleges in several centres in New
Zealand. These new institutions will make a welcome con-
tribution to continuing education but their development in all
regions of New Zealand will take many years. At this juncture it is
imperative that continuing education programmes be expanded
expeditiously and flexibly to meet the needs disclosed in the Lifelong

*A Hawoke's Bay Community College. Wellington: A Feasibility Study, Department of
Education. 1973,
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Education and Maori Adult Education reports, It is significant that
both these reports advocate that the secondary schools be the agencics
for the expansion of continuing education, becausc these schools are
becoming more and more closely associated with local communities.
The secondary schools, moreover, through their interaction with
their communities and their adult programmes, have many oppor-
tunities for parent education. They can become, or help in the
development of, community centres, the importance of which for
parent education is amply demonstrated by the chapter of our
report that deals with carly-childhood education (chapter 5).

We strongly commend the increasing readiness of local authoritics
to appoint community adviscis who may be able to assist in the
identification of educational needs in the communities they serve,
especially among the disadvantaged, but we consider that it will be
possible to develop programmes of continuing education that are
suitably flexible and 1esponsive to the multifarious needs of adults
only if sufficient pumbers of educators can be persuaded to specialize
in the continuing education field.

The working party recommends:

5. That a rapid expansion of continuing education be based upon the
secondary schools in close association with local communities.

6. That the pilot project proposed for selected secondary schools by the
Lifelong Education Committee and foreshadowed by the developments at
Mangere and elsewhere be set up without delay and that substantial
encouragement be given to serving teachers and education officers to
specialise in the field of continuing education.

7. That regulations be drawn up under section 201 of the Education Act
with a view to encouraging the establishment of community centres at
secondary and other schools with suitable facilities.

8. That belter integration between secondary schools and community life
be encouraged by the setting up of experimental work experience
schemes for pupils  nd by the institution of procedures facilitating the
return of early school leavers for further education.

National Council of Adult Education

Although the future of this national body may well be a question
to be considered by the proposed Committee of Inquiry, the working
party’s general views on the future role of the council are recorded
as a contribution to the discussion of this question.

If the healthy growth of such a loosely linked network of institu-
tions and services as makes up the complex of continuing education
is to be assured, it is essential that the total field of activity be
supervised by a co-ordinating and advisory body that is seen to have
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the support and co-uperation of the key social and cultural institu-
tions of the country, both public and private. The National Council
of’ Adult Education, as a statutory body, clearly has public support,
but it lacks evident links with private and voluntary organisations
engaged in various forms of continuing education, The strengthening
«f the present National Council by the establishment of formal links
between it and groups of voluntary organisations would help it to
assume in the non-vocational sphere a role not unlike that played by
the Vor ‘onal Training Council in the vocational or industrial
sphere. The Vocational Training Council is linked with federations
of industrial organisations. An enlarged National Council formally
linked with groups of voluntary organisations interested in continuing
education in the broad sense could encourage the development of
continuing ecducation programmes sponsored by responsible and
active voluntary bodies such as thc WEA and the YWCA. Such
a National Council could pioneer or support schemes for training
leaders and instructors in voluntary bodies that are engaged in
continuing education.

The working party recommends:

9. That the membership of the National Council be increased by the
addition of the following members :
(a) One person nominated by each of such national bodies as the:

(i) Vocational Training Council (to provide a formal link with the
vocational training sector);
(i) National Council of Women;
(iti) New Jealand Maori Council;
(iv) Jvational Youth Council.
(b) Tuwo persons professionally engaged in continuing education.
10, That the professional staff of the National Council be increased for the
purpose of investigating:
(a) National needs in continuing education with special reference to
disadvantaged and ethnic groups;
(b)  Tke basis of applications for assistance by voluntary and other
bodies,
fe) The success of pilot and other projects sponsored by the council
or other public bodies.



Chapter 5 EARLY-CHILDHOOD EDUCATION

A committee of inquiry conducted a thorough review of pre-
school cducation before reporting to the Government in November
1971, .\ number of recommendations made by that committec have
been implemented while others are still under consideration: The
working party decided that there would be little value in traversing
again the ground so recently covered by the committee of inquiry
and we have quite deliberately focussed our attention on areas
which we believe are particularly worthy of further consideration.

We have faced a dilemma in deciding upon the recommendations
which we should make. On the one hand we wish to urge a rapid
expansion of facilities to ensure that many more children are able
to take advantage of the benefits of attendance at a well-staffed and
capably-organised kindergarten, playcentre, or other facility. On
the other hand, we are aware that “both in New Zealand and over-
seas there has been an inexorable but often haphazard expansion
of the range and availability of pre-school serviees” *

Haphazard expansion is to be avoided, yet it would be equally
unacceptable to attempt to force a uniformity of provision merely
for the suke of administrative tidiness, Expansion should build upon
the undoubted strengths of the present system, but there is a need
bothh for improvements in the various training schemes and for
turther co-ordination, especially in the field of parent education.
Expansion must be paralleled by continual improvement in the
quality of the services offered, and this quality will require increased
expenditure, particularly for training programmes and buildings.
We believe that in past years insufficient expenditure has been
allocated 1o the education of children before the primary school
years.,

An increasing awareness of the need for a substantial expansion
in carly-childhood education is apparent in many countries, parti-
culariy in Britain, In New Zealand, the Government has declared
that this is a priority area for development and we agree that the
time has come for a substantial increase in carly-childhood educa-
tion. But we are concerned that in whatever advances are made,
rapid development should not be at the expense of careful long-
term planning and should not be undertaken without the necessary
financial commitment being made. In the past, this arca of our

® Report of the Commitice nf Inguiry into Pre-schonl Education. Wellington: Department of
Education, 1471,
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education systemn has been regarded by many as somewhat of a
luxury item. The people working in the ficld, though enthusiastic
and well-inteniioned, have sometimes had only minimal training
and have been isolated from the main body of the teaching profession.
Communities have been expected to play a large part in providing
and maintaining buiidings; and antagonism has at times arisen
between the various groups involved in pre-school education.

The working party holds strongly to the view that the term “early-
childhood education” should be adopted instead of the present
“‘pre-school education”. The term “pre-school education” implies
that the experiences which the child has in kindergarten, playcentre,
or other facility are important mainly in so far as they prepare for
school learning. This is a narrow conception and does not do justice
to the firmly-established principle that the first years of life are of
crucial importance. In these years the quality of carc given by
parents and community lays a foundation which influences every
aspect of the child’s later development, Yet there is very little
educational support available in New Zealand to cover this vital
period during which children are being strongly influenced by
parents. A wide vision is needed, one in which the child is seen as a
member of the community and, ultimately, the responsibility of that
community.

Early-childhood education encompasses the child’s life from
birth and through the years during which his personality is being
shaped. It involves children wherever they are—in the family, child-
care centres, playcentres, and kindergartens. It also extends into
the junior part of the primary school. We envisage carly-childhood
education becoming a vital part of every community promoted by
competently-trained staff well versed in techniques of community
involvement, and conducted in buildings designed to mect the
wider needs of the community,

Our concept of early-childhood cducation involves many groups
and organisations and should allow new groups to be supported as
conditions change and new needs arise. Support by the Department
of Education should allow for varicty and flexibility in future
provisions.

Parent Education

The working party strongly endorses recommendation 1.1 of
the Report of the Committee of Inquiry into Pre-school Education:
That, in whatever is done to improve and extend pre-school scrvices,
adequate recognition be given to the importance of having parents
closely associated with the education of their children.
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As parents are the first and most influential educators of their
children, we agree that parent involvement should be a prime
concern, but we also believe that there is an urgent need in New
Zealand for a massive parent education programme. This pro-
gramme should begin with infancy and should emphasise the needs
of children, facts and principles of child development, the role #nd
influence of parents and family life, and the significance of the
child’s environment in his development.

Programmes of this nature require expert knowledge and, in the
meantime, the Curriculum Development Unit would seem to be an
appropriate body to assist in planning appropriate programmes. The
staff of the unit would need to be expanded accordingly and could
concentrate, in the initial phase, upon building up a file of case
studies of successful parent education in this country and overseas,
and information on the value of using television and other mass
media. Implementation of the programmes should initially be
undertaken by the National Council of Adult Education, but may
also fall within the scope of the duties of the Department of Educa-
tion’s officer for continuing education.

We have noted with interest the useful co-ordination and pub-
lishing functions of the National Children’s Bureau in Britain.
While we recognise that the national bureau has developed in
response to specific needs in Britain, we think that the concept of
such a co-ordinating body is worth investigating in New Zealand®.
One of the unfortunate features of our contemporary pre-school
scene is the tendency for a number of separate bodies to work in
the same area of parent education and child care with little sig-
nificant co-ordination and communication.

The working party therefore recommends:

1. That programmes in parent education be substantially expanded and
ctrengthened, with the resources of all bodies concerned with early-
childhaod educaiion and parent education being mobilised and co-
ordinated in support of such programmes.

9. That consideration be given to the establishment of a co-ordinating
body similar to the British National Children’s Bureau.

Community Centres

It is a strange situation that at present pre-school education is
available mainly in those communities which are able to raise a
considerable sum of money. Young families, particularly those with

*The functions of the National Children's Bureau are: to promote communication and
co-operation between the different disciplines concerned with children; to dimeminatc
existing knowledge; w0 evaluate existing services and encourage new developments;
and to contribute new knowlerdge about children's development and growth. It is an
independent organisation, supported by Government, local authorities, essional
and voluntary associations, educational institutions, hospital authorities, a individual
meinbers,
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low incomes, oiten find it impossible to donate monev and con-
sequently no facility is provided. Even when the necessary finance
has been raised, further difficulties may arise, and often another
period of waiting is involved. We belicve this to be an unacceptable
situation and one which calls for urgent action by Government,

We envisage the development of community centres which cater
not only for continuing education but also for ecarly-childhood
cducation and which act as a focal point for the varied activities
of the community, including parent education. This appears to us
to be a natural setting in which to provide for young children and
their parents, even though we realise that not all carly-childhood
cducation could be linked to such centres.

Elsewhere in this report (chapters on continumng education,
secondary education, and Maori education) we have recommended
the provision of community centres, but our concern in this chapter
is to emphasisc the nced for a comprehensive centre which would
serve the needs of parents as well as provide an excellent setting for
early-childhood education. In addition to carly-childhood educa-
tion facilities, the centre should include parent-centre rooms,
Plunket rooms, rooms available for use by various other agencies
(doctors, psychological service, family guidance), committee rooms,
creche, and, ideally, a library or cafeteria. Where the community
has a high percentage of Maori population, the situation of the
community centre on an urban marae would be justified. The centre
should befunctional rather than luxurious and the use of “relocatable”
buildings is worthy of consideration.

The working party recognises that several Government depart-
ments would be involved in a development of this nature and at this
stage we are not clear as to the machinery which could be set up
to develop the community centres and co-ordinate departmental
interests. These are matters which could be properly considered by
an inter-drpartmental committee or a select committee, drawing
upon the experience of those community organisations which are
already involved in family-life education; as a first step the Depart-
ment of Education could sponsor a preliminary conference of

dividuals who have special interests and knowledge in this field.

The working party recommends:

3. That, in any planning for the development of community centres,
special atlention be given to the incorporation of early-childhood
education and parent education facilities as an integral part of the
cenlre.

+. That, in the allocation of funds for early-childhood education or for
community centres with early-ciildhood education facilities, the Govern-
ment give prionily lo new nousing areas and areas of spectal need.
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Training Schemes

As facilities for early~childhood education expand, there must be
A concurrent expansion in the training schemes for those who will
work in this field. At present there are many problems. Prolifera-
tion of training agencies results in inadequate resources being
used in an unplanned manner which is wasteful of finance, manpower,
and buildings. ‘The lack of career opportunities and the unrealistic
salarics make recruitment, particularly of graduates and of men,
very difficult if not impossible.

We teel there is a need for a detailed investigation into the various
training schemes and the intcr-relationships between these schemes,
‘The most appropriate body to initiate such a review would be the
National Advisory Council on Pre-school Education. As a possible
structure for the future we favour a three-level scheme of the type
outlined below and believe that such a scheme would overcome
many of the present difficultics while allowing for individual
differences between different organisations.

Level 1: This would be the initial training level in which the
various organisations would make use of cxisting training schemes:
kindergarten teachers in kindergarten teachers colleges or primary
teachers colleges; parents centre personnel in their own local
training schemes; playcentre supervisors in courses run by university
extension departments or evening classes at sccondary schools; day
care staff’ at technical institutes or secondary schools. The bond
for kindergarten teachers should be servable in day care centres,
playcentres or other types of carly-childhood facility.

Level 2: For those wishing to take up positions of responsibility a
training should be provided with common elements from the
wvarious organisations. Agencies which could be involved would be
the teachers colleges and correspondence courses with some resi-
dential requirements. Cross-crediting before entry for such quali-
fication would be decided by district pre-school committees (alrcady
established under the National Advisory Council on Pre-school
Education) and would be available for playcentre supervisors,
heads of day care centres, kindergarten head teachers, and primary
teachers wishing to work in the early-childhood area.

Lecel 3: Yor advisers, community organisers, and lecturers,
higher-level courses could be provided within universitics and
teachers colleges. Ideally, we would like to sce the development of
institutes of child development within universities, but failing this
we believe that university departments or schools of education
could play an important role in offering specialised courses in carly-
childhood education. The ectahlichment of early-childhood cdu-
cation departments within teachers colleges is a positive move and
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will assist in brcaking down the discontinuity which is an un-
fortunate feature of our education system. It is also consistent with
the working party’s desire to see teachers colleges develop into
multi-purpose institutions.

One of the most urgent training needs at present is the provision
of “pressure-cooker” courses to update people who hold super-
visory positions. These could be most appropriately provided, in
the present circumstances, through university extension depart-
ments and we strongly support any moves in this direction.

‘The working party recommends:

2. That the National Advisory Council on Pre-school Education initiate
a review of present training schemes, with a view to providing some
integration at the higher levels of training while allowing for diversity
in initial training.

National Advisory Council on Pre-school Education

The National Advisory Council on Pre-school Education has an
important role to play in future developments and should be fully
supported. The strength of the council and its district committees
will lie in its ability to represent the views of those providing the
services and will, it is hoped, also represent the point of view of
parents. This council has a chance to ensure that the Department
of Education is kept informed of desirable future developments,
but must be adequately staffed if it is to expand its activities into
such ficlds as the evaluation of training programmes and the
promotion of research. It would be desirable for the title to be
changed to a council responsible for early-childhood education.

We recommend:

b. That the Department of Education provide the National Advisory
Council with a secretariat which is strong enough to enable it to carry
out its .arious functions.

Department of Education

The considerable expansion in provisions for carly-childhood
cducation envisaged by the working party will require an expansion
also in the staff of the Department of Education responsible for this
arca. We are reluctant to make a definite recommendation in view
of the apparent likelihood of a reorganisation of the department’s
structure. We make the point, however, that early-childhood
education will almost certainlv become an increasingly important
sector of our education system and, if future developments are to be
well organised and of a co-ordinated nature, there is a ueid to
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appoint professional and administrative staff at a high level within
the department. A senior officer in this ficld would need to work
closely with the National Advisory Council on Pre-school Education,
and we think that this officer would need tv give early attention
to rationalising the organisational problems wkich periodically
occur with the overlap between the Department of Education and
the Departments of Social Welfare, Maori and Island Affairs, and
Health.

We recommend:

7. That the Department of Education promote and support fulure
developments in the field of early-childhood education by appointing,
at an early date, an officer of senior status to have overall responsibility
Jor the field, and that this officer be supported by professional and
administrative staff.

Child-care Services

There has been a rapid expansion in the provision of child-care
services, and it is apparent that many New Zealand mothers are
now leaving the home situation and secking employment. It is vital
that the welfare of children whose mothers are working be safe-
guarded by the provision of good child-care services.

We were impressed by a submission from the National Advisory
Council on the Employment of Women, and we endorse the following
point which was made in that submission:

The importance of the parent/child relationships in promoting
healthy child development has always been emphasised by the New
Zcaland pre-school movements. The council believes that child care
for the children of working mothers must similarly aim to complement
and strengthen family relationships, and that this approach can best
be achieved by associating child care services with the existing pre-
school movements under the guidance of the Department of Education.
Such an approach should also ensure that all childrz:n in pre-school
centres receive the kind of enriching educational experience, along
with the nceded care and protection, which is essential for sound
development in the formative years of early childhood.

We are concerned that the demand which has arisen for child-care
centres has led, in some instances, to the establishment of facilities
which are substandard. We realise that this is a complex :ield with
many ramifications and we are also aware that the Govesnment has
already indicated its intention of bringing down new -cgulations.
The one principle which the working party would wish to reiterate
is that all child care should be developmental, not merely custodial,
in nature. This should be the guiding principle for a new child-care
policy and should be made explicit in future regulations.
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Accordingly, we recomimend:

8Os That urgent attention be given to the establishment of a policy for the
provision of child-care services, and that this policy clearly state that all
childecare services should make adequate provision, in staffing and
fuclition, for a decelopmental and not merely custodial encironment.
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Chapter 6 'THE PRIMARY SCHOOL

New Zealand's primary schools* are taken for granted. This view
was put rather forcibly in a submission received by the working
partv, and after studying the whole range of submissions and seeking
furtivr comment we have concluded that the statement is largely
true. Certainly, much less public criticism is directed towards this
area of our education system when compared with others, notahly
the secondary area,

Historical reasons may be advanced for this attitude. Primary
school education became compulsory in 1877, and the colony
undertook the task of providing a basic education. With limited
finance the Government, through the education boards, set up a
national network ot'schools, always limited by a shortage of properly-
trained teachers, tew books, and the simplest of buildings. The
obvious solution was a formal system of teaching, with the “standard
pass” requiring the individual examination of pupils by inspectors,
culminating in the Proficiency Examinatien in the sixth standard.
Only those pupils likely to pass the examination progressed past
stundard 4. The remainder left school at the age of 14, Secondery
education was reserved for the privileged and for a limited number
of able pupils who passed the Proficiency Examination and won some
form of bursary or free place for further education, Despite diffi-
culties, the primary schools managed to produce generations of New
Zealunders who were literate, and who had some understanding of
arithmetic and of elementary science.

Lu the early years of this century a strong reform movemene began
among primary school teachers. Educational philosophers began to
mfluence the teachers and administrators, culminating in the New
Lducation Fellowship Conference in the 1930s. The Proficiency
Examination was abolished and schools were encouraged to plan
programmes to develop the abilities of children in wavs best suited
to them, using their interests and a wide range of resources from
both the school and the community. During the last 30 years
primary schools have been transformed from the “sit-stilleries”
described by carly critics to places of lively activity, While the formal
lesson still has a place in the programme, other patterns of learning
have been explored and developed.

Sln this chapter we use “pritiary” o mean prinaey contributing, full primary, and
intermediate schoaols,
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Despite the great changes made over these last 30 years, the impres-
sion gained by the working party is that in many ways the system
has become static, perhaps even saug. There are, of course, criticisms
of the primary schools; for example, a major criticism appears to be
that primary schools are not very adventurons cither in curriculum
content or in teaching method and that they are rather conservative
and hidebound, perhaps even dull. Teachers sometimes become
utterly frustrated by the inability of the system to meet their everyday
needs or to keep up with changing conditions and requirements;
and there are always concerned parents with strong views about
vducation who are highly eritical of primary provisions and practices.
They consider that the primary system is too inflexible and too
centralised to allow innovation and experimentation. These parents
ask not for “more of what we have™ but for a significant change in
dueciion to allow individual schools to develop in different ways.
They see the curriculum causing uniformity despite official state-
ments that syllabuses are to be seen only as guidelines,

It is this contrast of *“taking the school for granted™ at the same
titne as the constant voicing of “low-key™ criticisms which has made
us uneasy about the primary situation. Criticisms of sccondary
education /in other countries as well as in New Zealand) have tended
to be sharp, loud, and dramatic. By contrast, the criticisins of
primary education are more diffused and everyday: it is perhaps
the ditference between protesting and complaining,

But we do not wish to give the impression that the primary schools
are merely marking time educationally or that their weaknesses
cutweigh their strengths, On the contrary, we think that primary
schools have developed an educational environment waich has
served its pupils well, and that the basic philosophy of the schools is
sound. The recognition of individual differences, the provision of a
stimulating and friendly environment, the concern for varicty in
teaching methods, the emphasis on inquiry, the attempts to help
children to experience the personal satisfaction of creative work in
language, music, art, and crafts --all of these are part of a good
primary programme, along with the basic studies in communication,
nutthematical concepts and skills, clementary science, and social
studics,

Because we are concerned  with “improvement”  in this report,
we naturally tend to ivcus on weaknesses, but at the outset we
should acknowledge that many of the “growing pains” of secondary
education, as it attempts to adapt to the demands of a relevant and
stimulating general education for the complete cross=section of voung
people, were faced by primary schools nearly 40 years ago. This is
probably one of the reasons why so much is taken for granted in
primary schools--they have made a genuine attempt to provide a
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broad cducation adapted to the nceds of individuals, and this is
their greatest strength, Another strength is their encouragement of
parental interest in the school and their provision for contact with
parents. In view of our emphasis in this report on school-community
relationships, we would expect the primary schools to build upon
the strength and experience which they already have in this area,
On the other hand, as we point out in several places in the report,’
there is a growing danger that the community may be expecting
too much of its schools. Primary teachers have a legal responsibility
tor supervision of pupils while thev are at school, but many teachers
have noted that there is a growing tendency for some parents to
expect the school to accept responsibility for some of the social
development of children which is more properly the responsibility
of the home and other agencies. Teachers in general have accepted
this responsibility in the belief that the school should try to provide
for the total development of children. Some teachers are now
wondering whether these increasing demands are reducing the
effectivencess of the schools in the carrying out of their more specific
tasks.

Teachers in Primary Schools

The high proportion of inexperienced teachers in schools has
alrcady been commentcd upon (chapter 2: Learners and Teachers).
Over one-quarter of primary teachers have less than 4 years’
service; and, added to this, the placing of teachers in their first 3
vears of teaching can result in constant changes in school staffing.
While the national system of appointment and promotion of
teachers has done much to stimulate competent teaching, and has
provided a mechanism for teachers to work through a career
structure, the demands of the mechanism may sometimes override
the needs of pupils. It is difficult to generalise, but at least we must
show concern for a system which can result in a child having three,
or cven more changes of teacher in 1 year. From the point of view
of the teacher, flexibility in being able to apply for new positions is
important, but from the point of view of the pupil (and his concerned
parents, such teacher changes during a year can be disastrous—and
are educationally indefensible.

We do not underestimate the difficulty of constructing a system of
appuintment and promotion which is fair to both teachers and
pupils. We realise, also, that there have been recent changes
(abolition of grading for division A positions) and that the New
Zealand Educational Institute has suggested a further modification
to the system, but from ihe point of view of more effective learning
and teaching we cannot be satisfied with the present system.
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Teachers themsclves sometimes claim that the national system of
appointment and promotion tends to support conformity and
discouragz real innovation. But an even more serious objection
arises from the necessity to use a grading system which requires
inspectors to make assessments of individual teachers. In the light
of the known difficulties of reliable evaluation of teaching effective-
ness, eiths» these assessments should be much more thorough than
is possibi in present circumstances, or they should be abandoned;
the present system leaves itself open to the change of superficiality
of both 17+ inspector’s judgment and the teacher’s preparation for
inspecticn.

During the period of the New Education Fellowship Conference,
Professor I. L. Kandel, who was one of the distinguished overseas
cducators invited to New Zcaland for the occasion, made the
following comments:

I have no desire to sav anything about the grading system except
this--that a country which has men and women with sufficient ability
and genius to produce as intricate a method as is the grading system
to inhibit the full flowering of education has geniv- and ability enough
to substitute something in its place that will be just to the teacher, that
will take recent advances in education into consideration, and that
will measure the efficiency of education, if objective measures are
needed or are possible.

We recognise that the system has changed significantly since
1937, but feel that the comment still has some point to it.

The quality of those attracted into the primary service is clearly
a matter of constant concern. But allied to this is the opportunity
offered for study up to graduate and post-graduate levels. While
the number of graduates completing primary training is increasing,
it still represents an insignificant proportion of the total (14 men and
43 women graduates were certificated from divisions A and S in
1972). Awards of primary (*S”) studentships are slowly increasing
(210 in 1967 and 266 in 1972) but strenuous eftorts need to be made
to increase the number of studentships and to broaden the oppor-
tunities for experienced teachers to undertake full-time university
study. We recommend, accordingly:

1. That there be a substantiol increase in the number of primary student-
ships (division S), and that more opportunities be made arailable for
experienced leachers lo complete university degrees through full-time
unicersity study.

Innovation in Schools

For reasons which we have discussed clsewhere in the report,
carcfully planned innovation is a necessary feature of modern school
systems. Primary schools, and the *eachers working in them, should
be encouraged to experiment and should be provided with the
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necessary support to do so. We are aware that the Department of
Education is itself anxious to promote innovation in primary schools,
and has published booklets giving examples of what has been done
in various schools. But we believe that, as yet, teachers do not have
enough rcal freedom to pursue their own ideas and their own
initiative. In a foreword to the 1971 edition of Innovations, Experi-
ments, and Projects in Primary and Intermediate Schools, the department
states:
it is hoped that the publication of these reports will stimulate in-
spectors, teachers, teachers college staff members, and others to submit,
to the district senior inspector, proposals for experiments, research,
and innovations of all kinds which are worthy of official recognition
and, where appropriate, financial grants through the education boards’
special purposes fund.

The working party appreciates the spirit of this statement, but
bearing in mind that innovation results from the imagination and
enthusiasm of the individual teacher and that such innovation needs
to be secen and supported as part of the school programme as a
whole believes ihat the official sanction required is unnecessarily
restrictive. If the principal of a school is not in his own right able
to give sanction to onc of his teachers, then his professional judg-
ment is being seriously compromised. Where substantial finance is
involved, then we concede the need for consultatiun with officers of
the Department of Education, but we would hope that eventually
schools would themselves be able to administer a direct grant to
cover minor costs of innovative programmes,

We recommend therefore:

2, That greater freedom be given to primary schools to implement

programmes which are irnovative in nature.

3. That principals be given authority to approve, and accept overall

responsibility for innovative programmes in their schools.

Frecdom of this kind brings with it incumbent responsibilities for
both the school and the teacher, the most obvious being the res-
ponsibility which the school will have to explain its aims and pro-
grammes to the community. If a school is to introduce innovative
programmes it must have the support of the community and it must
therefore take positive steps to obtain that support. The working
party envisages that cach school would be evaluating its aims and
how its programmes are matching up to those aims, although the
system of evaluation would be much more cffective than that
currently in use (see chapter 11: The Curriculum, and chapter 13:
Assessment). Accordingly, we recommend:

4. That schools be required lo accept responsibility for explaining their

aims and programmes to parents and for taking all possible measures
to ensure that this responsibility is met.
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5. That the Department of Education, through its Curriculum Develop-
ment Unit or through the inspeciorate acting in an advisory capacity,
collate and make availu’iz, on request, examples of cffective techniques
which have been empleyved by schools in communicating with their
local community conceining the objectives and programmes of the
school.

Attitudes to the Primary School

We have said that the primary school is taken for granted; there is
another factor which is harder to define although its historical
origins are clear, In the public mind, primary schools are scen as
somechow inferior to secondary schools, and the tasks of the primary
teachier tend to be regarded as less demanding and of lower status
than those of the secondary teacher. It is obvious that the skills
required of the sixth-form teacher and the infant teacher are quite
differcut and that training for each of the tasks will have a different
orientation. But if experience and qualifications are equivalent,
there 15 no reason to differentiate between the two, in terms of
salary, on other grounds. The sophistication of content of sixth-
form teaching may be impressive; but there is nothing tuore im-
pressive in the teaching profession as a whole than the skilful teach-
ing and management of the experienced infant teacher.

These are extremes, but they illustrate the point that we wish to
muke: that the quality of primary education will ultimately reflect
the quality of those vecruited as its teachers, Although we cannot
change attitudes by administrative procedures, at least we can
change the conditions which reinforce these attitudes. It will always
be ditbeult to recruit and retain teachers of high quality for the
primary scrvice if experience, qualifications, and level of responsibil-
ity arc overridden by the primary-secondary dichotomy, The results
of diftferential recruitment may not be so evident in the everyday
work of the classroom, but in the long run they have a strong
influence upon the availability and quality of professional leadership,
as well us upon the morale and professional standing of primary
teacherss We do not wish to elaborate this theme further ar this
point -it is taken up again in the chapur on continuity—but it is
perhaps relevant to illustrate the general attitude of “‘second best”
by referring to the lower standard in primary schools of classrooms,
staffroom amenities, principal’s offices, equipment, ancillary staffing,
aud general grants, As a working party we are concerned with the
improvement of learning and teaching in all our schools, and if the
found-tion vears of learning are thought to be so important in the
long-term development of intellectual and social maturity (and our
various submissions leave no doubt about this) then it is time that
we accepted the implications for schooling,
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Leadership

Earlier in this report (chapter 3) we have emphasised the need
to regard the school as a protessional unit within which collabora-
tion, in-service training, and supporting services are welded together
under the leadership of the principal and his senior staft. The person
on whom the heaviest responsibility must lie is the principal of the
school, and we believe that he will need training and support if he
is to be fully effective as the professional leader of his school. We
do not question the present leadership role and competence of
principals, but we envisage new roles for them. In fact we think that
it will be impuossible to give greater responsibility to the classroom
teacher without giving cven greater responsibility to the principal:
responsibility for the innovative and collaborative activities of staff
members; for the particular policy of the school (even although he
will consult others in deciding this policy); and for obtaining and
maintaining the vitally important community support referred to
carlier.

It is of particular concern to the working party that there is at
present no adequate training scheme for primary  principals.
Selected for appointment mainly on their ability as teachers,
principals receive no systematic training in management, ad-
ministration, or public relations. They are given little opportunity
to see other schouls at work or to attend regular and sustained study
sessions with other principals; nor do they have opportunities to
mecet with experts in relevant ficlds to discuss with them what they
are doing, to be brought up to date with the latest develepments in
cducational thought and practice, and to explore new ideas and
alternative procedures. If continuing in-service training is accepted
as a basic need for all teachers, then there is an even stronger case
for the establishment of intial training and retraining courses for
primary school principals. Accordingly, we recommend:

6. That provision be made for newlv-appointed principals to receive
systematic training in school administration, and that all principals
be given opportunities, through substantial in-service courses and
seminars, to study school administration and other matters relevant to
their leadership role in the school.

We appreciate that there will be differences in the depth and
extent of such courses depending upon the degree of responsibility
carried by the principal, and would suggest that, as a first, and
immediate, step, ‘“‘non-teaching” principals be provided witn
suitable in-service courses.
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Ancillary Staffing

‘T'he principal needs the assistance of ancillary staff to do his job
effectively: the importance of people such as secretaries, and even
caretakers, in the efficient management of w school is often
underestimated, ‘T'he teacher in the classroom should also have much
of the unnecessary work which he is currently expected to perform
taken over by administrative staff. Tasks stuch as form filling, roll
marking, money collecting, and a myriad other small dutics occupy
too much of a teacher’s time. The hours of the clerical assistants
and teacher aides are regulated by the grade of cchool and may
have no relationship to the particular needs of individual schools,
We do not feel that it is necessary at this point to go into details
but sugaest that an increase in the number of hours of clerical and
teacher-aide assistance, together with greater flexibility of usage to
meet situations in individual schools, would be of great benefit to
teachers. There are many occasions when even a small increase in
hourly allowance or tlexibility would enable a school to function
more cfteetively, For instance, the need arises from time to time for
additional typing and duplicating following on from curriculum
planning in an area of the school. A pool of clerical assistants
and/or teacher aides, paid on an hourly basis, would meet this
situation. While acknowledging the considerable growth in the
provision ot ancillary stafling over the last decade {from 30 in the
carly 19608 to over 900+, we nevertheless wish to emphasise that
this type of assistance is vital if teachers are to play full professional
roles in their schools, and recommend:

7 That steps be taken to increase the availahility of ancillary staff to

hoth principals and teachers,

Advisory Services and Supporting Staff

Advisers to schools have supplied one of the most valued sup-
porting services to teachers, and have had a significant eftect in
keeping teachers aware of new developments in education and their
dircct applivation to work in the classroom, We are concerned at the
relative reduction in the numbers of advisers and consider that
immediate steps shonld be taken to introduce a stafling establish-
ment based on an acceptable ratio related to the number of teachers
in the primary service,

In particular, we would draw attention to the fact that in 1972
there were 46 physical education advisers and 42 art and craft
advisers working in the field, compared with only 11 reading
advisers and 16 mathematics advisers, To the working party these
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figures illustrate the serious inadequacy of advisory services in some
areas, We believe that it is important for teachers to be supported
by competent advisers, and accordingly we recommend :

8.(a) That the adrisory services be substantially strengthened and that
their estahlishment be recast on the basis of a ratio related to the
number of teachers in the primary service.

(b) That there be an early and substantial increase in the number of
advisers in the fields of reading and mathematics.

The work of advisers would be further strengthened if they
received periods of training and retraining, The work of an adviser
requires special skills and again calls for new techniques to be used.
We recommend:

9. That newly-appointed advisers be given a period of basic training
related o their new position, and that provision be made for advisers
in the ficld to keep abreast of their special fields through further perinds
of in-seriice training or study.

The effective use of the advisers in schools depends upon the
skills and in<ight of the principal, and should be included
in the basic training of principals referred to carlier. We note that
the positions of national adviser in some services {for example,
physical education, arts and crafts, music) have recently been
absorbed into the Curriculum  Development Unit. While this
appears to be a rational development, the working party considers
that this new pattern should be carcfully studied to ensure that the
work of the advisory services continues to be closely related to the
practical work of schools,

With respect to supporting stath, we are aware that additional
assivtants have been provided for schools with special teaching
problems /particularly in such subjects as language and reading)
or with specific needs relating to socio-cconomic conditions (for
example, inner city schools in Auckland, Otara, Mangere, Porirua)
and we strongly support such provision, But we wish to draw atten-
tion to another arca concerning the welfare of children: the neces-
sity for greater assistance to the teacher in dealing with the needs
of gitted, retarded, and emotionally disturbed children. One of the
major problems is that of early identification; but cven so, identifi-
cation without the resources to meet the need is of little help, We
take up the problem and make recommendations in a separate
chapter 717} on children with special needs, but emphasise here the
need to have resources within the school as well as special provisions
clewlhiere, Ttis all too casy for a child with a serions behaviour
disturbance to be passed on from ¢l s to class and school to school,
antil he is thoroughly confirmed, in his own mind as well as in
that of his teachers, as anti-social. Despite the useful suggestions
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of agencies such as the psychological service, practical results in
terms of improved attitudes and conduct arc very often limited.
"This is a serious problem and we suspect that it is more wide-
spread than would appear on the surface.

It is difficult with a class of even 35 pupils tor teachers to give
adequate time and attention to all thesc children who need special
help. Staffing does not allow for the flexibility needed to permit
individual or small group remedial work. In general, the supportive
services cagerly sought by teachers are insufficiently staffed to
give help where and when they are nceded. We have pointed out in
an carlier discussion of staffing (chapter 2) that there is a high
propation of younger teachers in the primary service, a pro-
portion which has been growing in recent years, yet the expansion
of supporting services has not kept pace with this growth. The
picture is one of high aspirations and hard work hut inadequate
staffing and facilitics to cope with the tasks.

The Work of the Teacher

In the classroom, the teacher’s work is shaped by the curriculum,
expressed  through  the teaching techniques available to him,
constrained by the nature and extent of the resources upon which
he can draw, and influenced by the pressures and expectations
which create the educational “atmosphere” within which he must
work. \s far as the curriculum is concerned, we note the con-
siderable amount of freedom which already exists in the primary
«hool, and draw attention to our emphasis upon school-based
curricula ‘see chapter 11: The Curriculum) and the implications
for staff planning, consultation, and co-ordination. But even with
the flexibility of board curriculum guidelines, there must always
be co-ordination between new curriculum developments, teacher
training and supply, and teaching resources. At present, for example,
there seems to be no clear policy on the introduction of the teaching
of a second language in primary schools or the supply of teachers
to do the work.

Methods of teaching have always been a matier of concern to
primary teachers, and there is no doubt that the varicty and imag-
atis eness of teaching techniques has been one of the great strengths
of the primary school. As the curriculum changes, to take account
of the much broader concept of cducational objectives which is
bheing accepted by most ¢ - ntries today (and is embodied in the
report of the Working Paity on Aims and Objectives), so teaching
techniques will need to become more flexible. But where changes
in technique and organisation are initiated there should be ade-
quate preparation of teachers, cither through initial or in-scrvice
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training, We are concerned, for example, that open-plan teaching
may, in some cases, be adopted as a policy (for example, in pro-
viding ncw classrooms) without the concurrent provision of in-
service training for the teachers who must operate it.

Another example cones from the arca of evaluation which we have
discussed more fully elsewhere (in the chapters on curriculum and
assessment). Although primary schools have for many decades
been freed from the constraint of an external examination, their
response to this freedom, as far as assessment is concerned, has been
disappointing. This is mainly a matter of training, and a realisation
that there is a wide range of assessment techniques and materials
available to the teacher—but techniques which can be mislcading,
or even damaging, it used by the cnthusiastic “amateur” who has
had no training in their use and interpretation. Although we make
general recommendations in the chapter on assessment, we think
it importarg to highlight this aspect in the present context and
therefore recommend:

10. That there be a substantial strengthening of initial and in-service
training in methods of assessment, and that primary teachers studying
Jor degrees be encouraged to include advanced courses in educational
assessment and e-aluation in their university work.

11, That, as a long-term objective, all primary schools of medium size
or above hate at least one teacher with a position of responsibility who
has an adequate qualification in the area of educational assessment,
and who can act as a resource person and adviser for the school as a
whole. ,

The subject of resources is taken up in more detail in the appro-
priate chapter {14, but it is one of those arcas which has given rise
to the “complaints” mentioned at the beginning of this chapter.
We have already referred to the lower standard (compared with the
secondary service) of amenities and equipment, and merely wish
to reiterate here that while we recognise that basic equipment
codes are improving we believe that in the long run it is false cconomy
to improve stafling—whether in quality or quantity--without
ensuring that this major expense is parallelled by the relatively
smaller expense of adequate and readily available resources.

Educational “atmosphere” is all important, and we have already
emphasised the need to change conditions which contribute to the
public attitude towards primary schools. It should also be evident
thatin our concept of the school as a professional unit we are vitally
concerned with the atmosphere of the school and the merale of
stafl. There is a turther factor which we have discussed carlier and
which we also tke up again in other chapters (chapters 3, 7, 11, 13)
but which should be mentioned again in this context, namely, the

75

[2a )l &

A




O

ERIC

Aruitoxt provided by Eic:

role of the inspectorate. We do not believe that the roles of “grader”
and “adviser” in relation to the individual teacher are compatible,
and therefore recommend:
12. ‘That changes in the role of the inspectorate which are aimed at elimi-
nating the individual grading function and increasing the advisory
Sunction be regarded as a matter of urgency.

13. That there be a thorough examination of the inspectorial system
which would include: the selection and training of inspectors; definition
of their roles in relation to individual teachers and the work of the
school ay a whole; consultative procedures through which they may be
more cffectice in helping teachers to develop individual school pro-
grammes: the nature and resolution of any “‘communication gap”
heticeen inspectors and teachers.

A Final Comment

Al that we have been saying about the work of the wacher
implies a great increase in insservice education, not just as presently
organised, but, in addition, as wholesstafl in=service training within
a school. Without this, little will be achieved, and we give this
aspect of educational development priority in our discussion on
teacher education fehapter 8- We have also suggested considerable
increases in supporting stafl and a steady reduction in the teacher-
pupil vatio. These are all recommendations which call for increases
in manpower, but we think that this is a strategic time tor such
increases,

For 25 years the primary serviee has had o face an annual roll
increase averaging 11,500 pupils, equivalent to opening 23 large
new schools cach vear. The situation has changed dramatically.
The peak 1ol was veached in 19720 From 1972 to 1977 the primary
rolls will fall by over 17000 children, equivalent to closing 29
large primary schools in 5 years. Live births for the 12 months
ending 30 June 1973 were 3,008 fewer than the previons 12 months
indicating that the expecied upturn in the birth rate has not yet
started. For the first time in 25 years the primary service has sufhi-
cient teachiers to meet present stafling schedules, the retention rate
has immroved sienificantly, and there are more good applicants for
tainins then are requircd. Yor at least the nest 5 years, teachers
will be available to nuhe poosible the improvements recommended
by the sworking party,

‘L his is an opportunity we cannot aftord to negicet in our attempt
o improve the quality of education for primary school children.

b
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Chapter 7 SECONDARY EDUCATION

Sccondary schools have been the target for persistent discussion
and criticism during recent years, to the extent chat they have
recently been described as beleaguered institutions, A series of
publications concerning this arca have included titles such as
Education in Change, New Tasks for Secondary Education, and An FEnd
and a Bezinning. "These titles clearly reflect a desire for change, The
Curriculum Development Unit has puhlmhcd no fewer than seven
booklets on the secondary school curriculum during the last 2 years;
numerous articles have appeared in the papers; increasing student
and teacker agitation has become apparent; and many submissions
to the working party have requested change.,

What are some of the factors giving rise to these pressures for
change? When first established, secondary schools provided an
academically oriented education for those continning to university
cdireation and /or professional employment, while primary schools
were concerned with universal education, This universal education
now extends to Form 35, but a substantial element of the earlier
academic orientation persists. Too many students now leave school
classified as failures with respect to an academically oriented ¢xam-
ination. The knowledge explosion has produced pressures on schools
to teach more, vet on the other hand, knowledge is perishable, and
schools are also expected to prepare students to adapt and respond
to rapid change. Society and technology, and consequently, voca-
tions, are continually changing, If the principles of litelong educa-
tion are to hecome reality, the secondary school will need to provide
an enviconment i which every child is motivated towards learning,

Fectors such as the following continue to place secondary schools
in the centre of controversy, For many students, the secondary
sehicaols Bs the Tast tormal educational institution they will attend.
Unlike primary and intermediate school students who will transter
to secomdary education, secondary school students will move to a
variety of futures, ‘Thus preparation for membership in society, for
family lite, tor the world of work, and for continuing education are
seen as the responsibilities of secondary schools, and  criticisms
concerning inadeqguate preparations are directed at these, even
thoush maost children may be set in their habits and attitudes by
the time they enter the secondary school, There is an increasing
tendeney for some parents to delegate disciplinary and guiding
functions to the schools and to blame them tor the “lack of dis-
cipline”™ of modern youth, The attitudes and values of the present
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generation of 17- and 18-year-olds are producing a widening gulf
between the senior and junior members of the school, who are
nonetheless expected to coexist within the same framework of rules
and facilities. ‘The size of secondary schools, many of rolls exceeding
1,000, gives rise to feelings of insecurity and anonymity, Questioning
of authority, of motives, and of objectives, is increasingly apparent
in the voung and increases the mounting pressures on the secondary
schools, The cumulative effect of staffing shortages over the last
25 years, the resultant mobility of teachers, and the youth and in-
experience of a large proportion of the secondary teaching force
have all made a contribution.

Schools find themselves within a straitjacket, On the one hand,
society (including the students themselves) expects provision of a
liberal, general education which will prepare students to live
effectively in the world of today and tomorrow and gain satisfaction
in the process. On the other, they are confronted with fixed examina-
tion prescriptions, conservative and often rigid attitudes from the
community at large (especially when change is suggested), and
teaching situations constrained by standardised teaching spaces,
resources, timetables, and excessive class-contact time.

Principals and others reporting their observations of schools
and school systems overseas often comment on the fact that in many
of their functions our schools compare more than favourably with
those of other countries. But this is no cause for complacency, for
sccondary  education is coming under close scrutiny in many
countries at the present time. Nor should it be thought that our own
schools are complacent: ~teachers throughout the country are
involved in activities whose widespread implementation would
diminish many of the problems presently faced by secondary schools.

Thus, changes in society and technology, in the objectives of
education, in the roles delegated to the schoois, and in the expec-
tations of students and the community demand changes in sccondary
education,

The Direction of Change
People who consider our schools to be too rigid voice concerns
such as the following:

(a; That the curriculum is too preoccupied with academic
knowledge and skills and does not concern itself enough with
the arts of living, family-life education for all, inter-cultural
expericnce, moral values, and the meaning of life in a
changing world. It does not, in other words, provide equality
of opportunity for all for growth and development to the
limit of their abilitics. We have made strenuous eftorts in the
past, but it appears that we have fallen short.



by That the secondary school with its relatively narrow age
range over the adolescent years, tends to prolong adolescent
tutelage and immaturity. Parents and younger children
could well form part of the secondary scene by way of adult
classes, creches, or presschuol centres so that family life could
be seen as a concern for all,

.« That schools should become more like learning centres and
teachers be seen as resource personnel., This would allow for
scope for work outside the school walls. It would also pro-
vide opportunity for using the resources of the community
by community participation in schools through the assis-
tance of parents and of experts in various social and in-
dustrial fields.

s pointed out earlier, there is a great deal of activity in the field
of secondary education. ‘T'eachers, schools, the teacher organisations,
and the central body are involved in continuing attempts to improve
the sitnation. As noted in chapter 11 (The Curriculum), a high rate
of curriculum revision has been maintained since 1965, The function
and mechanism of pupil assessment is under scrutiny as pointed out
in chapter 13 (Assessment). Approval has been given for trial of
varicas forms of community education at Rutherford High School
anc \orere College, while the second high school at Mangere is
being deliberately built as a community school. Industry is moving
in a way which will allow an improved <ontribution to education.
But the momentum of this activity is restrained by a series of factors,
including ineflfective communication and conservatism and nervous
reaction on the part of teachers and com.unity-factors which
considerably reduce visible change within the schools.

‘The working party believes that increased flexibility is essential if
schools are to cope with the demands and situations which confront
thein, This, in turn, will provide the freedom to innovate which will
enable schools to reshape their curricula to serve the needs of their
own set of circumstances, Such innovation will be successful only if
cducation and support is provided for the teachers who will plan,
manage, and evaluate 1.

These, the central themes of this chapter, will be developed in the
following areas:

o Climate for change.

o Guidance.

o School-oriented curricula,
o Community involvement.
e Student attitudes.

@ Schodl organisation.
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Climate for Change

The rapid advances and changes in many fields indicate a need
for continuing innovation, which may involve changes in aims,
content and methods of learning, organisation, and evaluation,
Further to this, we recognise that some disenchantment with secon-
dary education has occurred because of failure to provide for the
diversity which exists among communities, schools, students, and
teachers. .\ strong education system must have the ability to sustain
individuality and diversity; innovation is an essential element in
providing this. To achieve this, there will need to be removal of
restraints and inhibitions on personal and team responsibility within
schools, such as external examinations and uniform curricula over
the whole country, At the same time, it is recognised that New
Zealand's population is mobile geographically and socio-economi-
cally so that there must be some overall restraints.

If favourable conditions for innovation are to be provided, an
encouraging, supporting, and facilitative climate needs to be created.
The key factor in producing this climate concerns attitudes and
values: of teachers, administrators, students, their parents, and the
comniunity at large, Acceptance (and even expectation) by these
groups of change as desirable is essertial. Failure to achieve this
acceptance will at best hinder, and at worst prevent, the spread of
desirable chianges.

We believe that there is considerable goodwill and motivation
towards innovation amongst secondary teachers at present, but if
they are to meet its demands, a close examination will be needed of
teacher working conditions, of the structure of staffing, and of the
roles of various key personnel in secondary schools (not only teaching
and administrative, but also ancillary staft). Consideration should
be given to such matters as provision of bursar help to enable
principals to be effective in their professional leadership voles;
redefinition of the role of senior staft such as deputy-principals and
the provision of master-teachers; the provision of support staft’ to
undertahe o variety of roles; facilitating exchange of principals,
inspectors, curriculum development and teachers college personnel;
study leave; class-contact time; and the organisation of the teacher’s
working day and working vear,

Senior statt in secondary schools are selected on the basis of ability
and experience, Their professional expertise should equip them to
play an initiating and guiding role in curricutum imnovation, but all
too often their energies are absorbed by the clerical duties associated
with the administrative task of running the school, Effective imple-
mentation of change also requires considerable  administrative
sxpertise from the school leaders to ensure co-operation, motivation,
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and involvement on the part of teachers, yet this skill is largely left
to develop on the job. We believe that lack of time and training of
professional leaders is a significant barrier to innovation, particularly
with regard to co-ordination and evaluation (sce chapter 11: The
Curriculun},

Teacher education is an essential prerequisite to innovation. We
have drawn attention to the need for changed attitudes on the part
of teachers: the shaping of attitudes begins in pre-service teacher
education but this is usually based on a short 1-year training period
and needs to be continued as teachers gain experience. Attitudes
alone are fnsuflicient and it will be necessary to develop and
continually update subject knowledge, teaching  skills, and the
management and organisation of programmes and resources. Hence
our strong cmphasis on both pre-service and in-service tiaining.

‘T'eacher attitudes and ability, together with effective professional
leadership, will produce  conditions for innovation; but unless
classroom conditions change, little will be achieved. Secondary
schools are still organised in the main on a tight 35-36 period per
week basis. In other words, the amount of class-contact time for
teachers is not only excessive, it is made worse by the fact that the
time is compressed into 6 hours in a school day. One of the biggest
barriers then is the present organisation of the school day. We see
the need for a variety of organisational experiments which would use
teachers more effectively over a longer school day but which would
also provide for less contact time.

‘The result of providing periods of non-contact time interspersed
throuzhout the teaching day would include: time to plan pro-
srammes, to prepare appropriate materials, to adjust from the
demands of one class o another (such as from an unstreamed third
form to an academically able sixth formj, to consult and share
experiences with other teachers, to undergo in-school training, and
to seeh out and absorb new information. Opportunity for such
activities is at present limited, and where it does become available,
it is often at the wrong time of day,

Ancther barrier is obviowsly a financial one. I contact time is to
be reduced. this will cost money, but not as much as may appear at
fivst sight it more efficient ways of deploving stafl are used. We have
in mind here a great increase in the namber of study periods and the
allocation of more unstructured time; one corollary of which will be
the necessity to provide a wide range of individual learning resources.
There will need to be both supevvision (at least. of junior classes and
also education of pupils in the use of unstructured time. The
provision of such unstructured time and the possible reorganisation
of the school day will require an examination ot aid perliaps an
alteration in the present regulations governing attendaunce at school,
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Simitarly, reorganisation to make more effective and professional use
of teachers may well give rise to situations which would require an
examination of the legal position of schools in respect of their role
in loco parentis. It would be wise to look at the two concepts together—
that is, reducing contact time for teachers and reducing *formal”
situations for pupils.

Looked at in this way, reducing contant time does not mecan a
massive increase in teaching staff. What is required is a substantial
increase of support staff, trained to varying levels for a range of
responsibilities and paid accordingly. Such staff would assist
teachers to make more effective use of their non-contact time in
preparing work, mounting displays, and sorting out resources, and
would take away from classroom teachers many of the jobs and dutics
which cut into their proper work as professional people.

‘To provide the climate, opportunity, and support needed to
provide for innovation, the working party recommends:

L. ‘) That priority be given to improved and increased teacher education,
both pre-service and in-service, as recommended in chapter 8 on teacher
education.

(b) That such teacher education take accourt of the leadership role
of semor staff as well as the need to develop innovative skills and
attitudes.

2. That in view of the increasing responsibilities of senior staff for ini-
tiating and co-ordinating school programmes, their teaching and routine
administratice load be adjusted to enable this leadership function to be
carricd out,

3. That to promote efficient professional activities as defined in this
chap.er:

faj The amount of lass-contact time in proportion to tolal working
time be reduced substantially for all teaching staff;

(b) The structure of the teaching day be reorganised to reduce the
arwurt of continuous class-contact time for teachers and pupils.

b. That adequate resources, and, in particular, a greatly increased
procision of support staff, be provided to facilitate professional teacher
acticity.

Guidance

Realisation of potenual requires indentification of student
strengihs and an environ:nent in which the student gains satisfaction
and a sense of achicvement from his activitics, The working party
belivves that the school has a particular responsibility for stimulating
and guiding the intellectual development of its students and that
appropriate educational guidance is necessary if every student is to
have the opportunity to develop his capacities to their fullest extent.

82

Y73



O

ERIC

Aruitoxt provided by Eic:

Emotional, physical, and culiural problems inhibit the eflectiveness
of learning, and teacher, school, parents, or community expecti-
tions may emphasise directions which are not in the best interests
of the pupil and which may induce tensions which are counter-
productive to learning.

Home and community are the source of many of the student
problems schools must cope with, hence problems must be treated
in these arcas as well as in the schools. A number of children who
arc problems at school fit in quickly to work situations in which
they are able to use their strengths, Work experience and pre-
vocatiomi] orientation  programmes (see chapter 93 Vocational
Fducation) will ensure that such children have opportunity to
discover their strengths and aptitudes and gain satisfuaction in their
use.

There is general re agnition that a guidance system should be @
kev part of every sece dary school. Chapetr 17 discusses the provi-
sion of guidance and other services, and attention is drawn to the
significanve for sccondary schools of recommendations 1, 3, 5, 0,
and 11, and the narrative + ceceding them. Of particular importance
to secondary schools is ..o gnition of the place of the home, the
community, and other agencies outside the school in treating
problems; early identification of children with special needs;
and carly support from qualified staff in dealing with maladjusted
or disadvantaged children,

In addition to the relevant recommendations in chapter 17, the
working party urges that the following recommendation be im-
plemented as @ matter of urgencey:

5. That procision of suitable guidance netcorks as envisaged in the 1971

Department of Education: report Guidance in Secondary Schools
‘and now accepled as policy,, be regarded as an integral part of the
staffing estehlishment of exery secondary school.

One aspect of secondary schooling which has been repeatedly
examined over the past 5 vears is the education of girls. Among
others. the Advisory Council on Educational Planning and the
National Advisory Council on the Employment of Women have
studied thi. topic. They have tound that girls suffer not from lack
of educational opportunities. but from a failure to utilise these
opportunitics because of social attitudes towards women common
to the school, the home, and the community in general.

Sex-stercotyping begins carly in childhood, making it essential for
teachers w0 all levels to be trained to recognise and counteract this
restricting influence. but it appears that secondary schools can make
an especially important contribution to forming adolescents’ per-
ceptions of the role of women,

|



O

ERIC

Aruitoxt provided by Eic:

The working party considers that every co-educational secondary
school should include among its aims a planned effort to raise the
educational aspirations of girls and inform them of the multiplicity
of roles which they may wish to choose in the society of the future,
They should also offer @ programme of family life education for all
boys and girls.

Secondary teachers could do a great deal to change traditional
sex-based atitudes towards the study of mathematics and science,
manual subjects such as typing, woodwork, and metalwork, and the
home science area, but their efforts need to be seen as part of a
deliberate school policy, Much of the responsibility for shaping and
implementing this policy will depend upon the school’s ewn curri-
culum development programme, but, as with moral education,
little will be achieved if the school as a whole is not seen to be
committed to open-minded attitudes on the role of women.

OFf necessity, single-sex schools will need to adopt different
strategies from the one suggested for co-educational institutions. But
these schools, including bovs' schools, should still aceept a come
mitment to the aim of promoting a more liberal attitude towards
the role of women and indeed of men  in our society, One im-
portant part of this task is breaking down the distinction between
men’s and women's work, and this is relevant to bovs as well as
girls when they make their career choices,

The working party recommends:

6. That in the planning of the secondary curriculum —for example, in the
chowce of subjects offered boys and girls, the content of social studies and
{rheral studies programmes, and the preparalion of resou:ce malerials -~
the Department of Fducation and all secondary scheols be asked to
take acount of changing altitudes tocards the roles of women and men.

School-oriented Curricula

Substantive discussion of the curriculum iu schools 1s conti.ined
in chapter 11, In this seetion, we will draw attention to matters of
particular importance to secondary schools,

While nadonal syllabuses  permit  considerable freedom for
teachiers to - devise courses suited to their individual situations,
examination prescriptions tend to dominate much of the secondary
school - curriculum.  Replacement of externa! examinations by
alternative methods of assessment related to the objectives of euch
school see chapter 131 Assessment; will produce  significantly
greater freedom “and, it should be noted, significantly  greater
responsihility - for schools,



Q

ERIC

Aruitoxt provided by Eic:

As the curriculum becomes increasingly learner-centred so the
responsibility of each school to consider the needs of its particular
students and to structurc its curriculum accordingly, becomes
greater. At present the “extra-curricular activities” (for example,
games, drama, choirs which many consider to be as valuable as
the formal curriculum) and the so-called *“hidden curriculum”
(the attitudes a child picks up from his peers, his teachers, and all
that goes in at the school) are largely determined by the nature of
each individual school. It scems logical to believe that cach school
should have considerable control over the formal part. In doing so
it can remedy deficiencies or repair effects of the “hidden” curri-
culum in so far as it knows them. Such control will enable a school to
experience the activities of its community, accept a greater responsi-
bility towards the community, and usc the natural and human
resources of its environment for work and leisure. Introduction to
these resources through the school curriculum will result in more
meaningtul and effective nse of them after students leave school.

-

Community service programmes can provide on: opportunity
{or student invelvement in local activities, The basic aim is to develop
the student’s social growth by harnessing their energies to community
needs. .\ community service programme is a logical extersion to
the pustoral work of the school, and it adds a further dimension to
the methods by which the school pursues its goals. It provides
opportunities for students to participate in the life of the community,
to develop personal and social skills, and to further their sense of
social responsibility. Through taking part in cvery stage o1 such
programmes, students will not only be suitably committed to them,
but will also hive opportunities to experience the setting of objectives,
and the planning and practice of their implementation. Every
aspect of such exercises should be conducted under close supervision,
the outcomes evaluated by school, students, and community, and
the resulting learning experiences linked to other school work.

‘To implement school-orientated curricula, teachers will require
time, training, guidelines, advisory services, facilities tor the pre-
paration of resource materials, and opportunitics to share their
experience - both their successes and their failures, for failure is as
important to know about in this field as success. ‘Discussion of
such implementation occurs throughout chapter 11: The Curri-
culum., Community  participation will be required to  clarify
curriculum objectives, to inform and reassure parents, and to
provide liaison leading to use of community resources. Within the
school, co-ordination and leadership will need to be provided to
achieve effective, integrated, and sequential programmes. The
importance and magniiude of this task suggests that it should be
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the primary responsibility of @ senior person, and that statling
entitlement must be increased to take account of this responsibility.
Teacher education will also need to be related to individual school
objectives and the team whose tash it will be to implement them.
‘Thus school-based courses will oiten be mare appropriate than
national ones. ‘These courses should make use of resources within the
school and neighbourhood by involving the expertise existing within
its own stafl, within that of adjucent schools, and within the sur-
rounding community. Where appropriate, the services of inspectors,
advisers, and educational psvehologists should be used.

Regarding particular aspects of the curriculum, schools “Lould

take account of the following in deciding their objectives:

~a; Motivation towards learning should be an important consi-
deration in curriculum development.

(b, The develepment of attitudes and values should be seen as an
inescapible result of the learning process and be specitically
recognised in curriculum development.

(¢, Democratic procedures should be an integral part of school
organisation, involving all students and statl. ‘The extent of
student participation shonld depend on their level of maturity.,

(d: A wider range of pre-vocational orientation should be
experienced by all students in their carly secondary vears,
but vocational direction should not occur hefore Form 5 at
the carliest.

¢ For comtinning education to be etfective, positive attitudes
and eftective learning skills need to be developed during
tormal education. Exposure to a variety of subjects and
experiences will provide a basis tor later education extension.

To provide for development of school-orientated curricula along

the lines discussed above and eiaborated in chapters 11 (The
Curriculum  and 13 “Assessment), the working party recommends:
7. 4y That schools be encourased to devise curricula appropriate to the
indiciliu tl and collective needs of their students —within broad guide-

lines and subject to procedures of accountability.

(h) Thet v flexibility sought in curriculum organisation and teaching
methods he matched by flexibility in school organisation to allow for
activities which do not fit the normal timetabling patiern.

") That schooly be staffed to allowe for one or more of the staff of cach
school to be desiznated curriculum dovelopment leaders to work in
conjunction :ith heads of departments and to asvist in construction of
corricnle releant to indicidual and eollective needy.

8. That the emphasis tin continuns education courses for teachers move

tozeards whole=staff traiming on a schovl-jy-school basis to ensure staff
effectivensss fur their chosen objectives.
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9. That greater uve he made of community resources. including work
experience for those students who would gain substuntial bemjzt Srom
it: and conversely, that through their school programmes students be
viven realistic opportunities lv appreciate their responsibilities towards
the commiunity.

Community Involvement

The student is a member of society, financed by society to be
cducated for adult participation in society. Schools are, theretor.,
accountable to society for the outcome of their activities.

An educational approach which places increasing emphasis on
learning about living and the quality of life implies detinition of
what constitutes quality-—a definition inescapably linked with the
community of which the student is part. The community should
participate in defining qualities which the school should reflect.

We are aware that many parents are diffident about discussing
student programmes, problems, and progress. A number of schools
have been trving various ways of overcoming this communication
barrier, and widespread implementation of their example could
result in a public much better informed on the objectives, problems,
and successes of schools. "The working party regards this informing
activity as important and suggests that, among other methods, a
new approach to reporting to parents should be made. We believe
that it ix incumbent upon schools to initiate reporting to parents,
and discussion and participation involving the community.

Apart from  the community participation in school affairs
mentioned above, the secondary school appears to be well-placed to
provide continuing and second-chance education. (This aspect is
also referred to in chapter 4: Continuing Education., The logical
extension of community participation to proviue for sharing rather
than duplication of facilities necded by both school and community
-as envisaved for the second high school at Mangere) operates to the
advantage of both by allowing provision of more units of higher
standard. Further discussion of this topic is contained in the report
of the Working Party on Organisation and Administration.

To provide opportunity for effective community use of school
facilities, the working party recommends:

10, L hat community use of schools increase substantially, and tha! all
schools which recosnise the need, are prepared to work for it, and are
actively supported by their local authority, he designated community
schools for the imtiation of community programmes; that additional
tacilities be provided following assessment of requirements for these
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programmes; that evaluation he made of the effectiveness of the

programmes provided; and that finance for the extra commitment be

provided.

(a) That community programmes be controlled by a senior staff member,

such as an appointee at deputy principal level to undertake this function,
(b) That staff appointed to run community programmes be attached

to the school.

That local authorities be encouraged lo place community facilities

in or adjacent to selected schools.

That planning of new schools take account of possible community

usage— for example, in parking fuctlities, increased library provision,

and increased grounds and sports facilities—bearing in mind that

conrenience of access is a key factor in achieving usage of facilities.

Student Involvement and Attitudes

Student attitides will be affected by changes in curriculum,
the provsion of guidance systems, community involven ent—in
fact by the sum of all the changes proposed. However, after
considering the sccondary school from the point of view of its
students, the working party ccasiders three aspects deserve
particular mention:
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Schools should move towards democracy in their practices
nd organisation by demonstrating the operation of demo-
cratic principles through student and staff involveraent at all
levels. However, involvement in discussion and decision is
‘not sufticient: respounsibility for implementation of decisions
and their consequences must be experienced, the limitations
imposed by external factors recognised, and respect for and
acceptance of a majority decision, of the place of authority,
and of the rights of others developed. Discussion and decision
alose will not give a picture of the operation of democracy
in our society,

With complete democracy goes the power of decision and
policy-making and the responsibility for such decisions and
policies, This is vested under the Education Act in boards of
governors and principals as their agents. At the moment,
schools can be little more than guided democracies, so that
such gronps as student councils, statl’ committees, guidance
committees, and curriculum committees can be of an advisory
mature only, although they can wield real influence. Ad hoc
student committees such as environmer, sports, and social
committees can, however, carry through much of the
democratic process, not only in making decisions but in
bearing responsibility for them. An extension of democratic
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procedures in sccondary schools would include, of course,
parent participation in the formulation of school policies,
again of an advisory nature under the present Act.

The point of debate is not whether the schools should
move towards democracy but how fur it is practicable for
them to do so; different schools would move at different
speeds with different limitations on the process.

b} Schools should attempt to make students secure and
confident in their own worth as individuals by an acceptance
of their individual strengths and weaknesses and with this as a
necessary basis, challenge them to effort and achievement.
Such challenges can be intellectual, physical, and emotional.

¢ Schools should seek to provide adventure and fun within the
rotttines of institutional life. The secondary school has power-
ful competitors for the allegiance of the voung and desirable
learning does not need to be dull. Community service, use of
community and natural resources, work experience, school
camps and excursions, problem-solving situations—all  of
these involve a breakdown of the rigidity of the 40-minute
period continuum and more engagement of all the senses in
a variety of activities. They would all lead to an enrichment
of the lives of the students.

‘The working party recommends:
U Lhat staff and students be accorded the right of actize, responsible, and
democratic participation in the affairs of the school.

Organisational Changes

Both the size of the school administrative unit and primary/
intermediate, secondary discontinuity affect the efficiency of learning
and teaching, We take the view that there must be a greater effort
to ensure that the education of the child is seen as a whole process
from pre-school to at least the end of the secondary phase and, in
due course, to continuing education, ‘The historical division between
primary and secondary as different kinds of education is no longer
valid. The strength of our views on this matter are such as to warrant
discussion in a separate chapter. However, a separate area of con-
cern exists within che secondary sysiem itself; the increasing number
of students continuing their formal education beyond form 5. Less
than half of these students ever enrol at a university; thus, a wider
range of subjects than the present academic, pre-university group
presently emphasised is justified. To ensure sufficient students to
provide this wider range of course, aggregation of students from
more than one school would be necessary.
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Students at the young adult level enrolled in forms 6 and 7 have
different objectives and characteristics from those in lower forms.
They require diflering facilities in their educational environment
and need greater freedom to develop, They need at least separate
facilities such as adequate libraries, common rooms and study
places, and perhaps even separate institutions. Freedom from a
9 a.m.-3.30 p.m. day would allow students to work or undertake
community responsibilities consistent with their objectives while
continuing some form of education during hours outside the formal
school day. Flexible provision of courses, perhaps in a community
college or school, would allow students to select the arrangement
most suitable tor them, cither immediately following the com-
pletion of form 3, or at some later stage. More detailed discussion
of this topic is contained within the report of the Working Party
on Organisation and Administration. We believe that it is unlikely
that any single, superior organisational form will be found. Experi-
mentation should be undertaken to enable evaluation of various
structures, and selection of the form most appropriate to the con-
tributing community,

The working Party recommends:

13. That variations in the school system such as urban area and form 1-7
schools, form 1-3, form 6-7, and form 6-8 colleges be estublished as
properly eralunted experiments.

16, That irrespective of any organisational changes, teaching and learning
in forms 6 and 7 be improved by the provision of facilities and con-
ditions iwhich take account of the age and maturity of the stidents in
those forms.

There have been suggestions that our secondary school units are
too large—that the administrative unit should not exceed 430
students. We believe that it is difficult to set a precise number.
Large schools are able to provide facilities and staff specialisation
which would not be economically possible in smaller units, but the
main concern is that the student {and teacher) should not be over-
whelmed by impersonal size in an institution.

A large number of schools already have organisational arrange-
ments to try to achieve this. The working party is aware of this
ey *erimentation, and believes that it is a matter which should be
pursued with increased vigour and carefully evaluated.

The working party recommends:

17. That schools be so staffed that they can employ managerial techniques
and administrative arv ingements which wii! ensure that students Fave a
sense of belonging to a wunit with whicl they can readily identify and
satisfactorily relate, but that the unit size should not be so small as to
impede learning and teaching through lack of special resources or in-
ability to offer specialisation where appropriate.
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Chapter 8 THE GENERAL AND PROFESSIONAL
EDUCATION OF TEACHERS

Of all the ideas for improving learning and teaching which
we received, one has occurred fur more often than any other.
Although it is stated in a variety of forms its intention is very clear.
It urges better provisions for the preparation of teachers. This
demand for a strengthening of teacher education has come from all
levels of the system and from  wide variety of sources. It is based
on the belief that educational aims and plans can be made to work
well only if the teachers are appropriately prepared for the task.

From our study of the situation, we have become strongly con-
vinced that teacher education is a key factor in any attempt at
improving both learning and teaching. We therefore urge that a
hich priority be given to strengthening the general and professional
cducation of teachers at all levels of the system. In making this
recommendation we have taken account of the similar advice
given by the 1962 Commission on Education in New Zealana and
the substantial improvements which resulted from its acceptance,
However, we consider that the growing rate of change in our socicty
since 1962 makes a further strengthening of teacher education even
more urgent now if learning and teaching are to be significantly
improved.

A system of education ultimately depends for its success on the
ability, understanding, and skill of its teachers. For it is through
teaching that educational plans and programmnes actually come to
exert their inflience upon human attitudes, ideas, and behaviour,
Planners, administrators, advisers, and specialists of many kinds
provide the organisation, resources, and supporting services that
determine the conditions within which the schools must function.
But 1he task of turning educational programmes into influential
cducative expreriences finally depends upon individual teachers
working directly with their students of whatever age. Thus the
work of teachers is scen as very important, and their preparation
for it becomes a matter of prime importance.

Within the total ficld of teacher education we consider there are
several aspects in particular need of improvement,

The Continuing Education ¢f Teachers

The most urgent need is to establish immediately a compre-
hensive scheme of continuing educaticn for teachers. It has been
repeatedly said that education ought to be a continuing process
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and yet we have, through our organisation of the system, often
made this difficult to achieve. If education is to become a more
continuous process, then our administrators, specialists, and teachers
must regard it and organise it appropriately. In particular, it will
be important to ensure that the education of teachers is organised
on the assumption that it must be a continuous, co-ordinated
process.

Ever since our education system was established we have tended
to rely too heavily on pre-service preparation to serve the needs of
teachers. But at least by 1949 the Consultative Committee on
Teacher Training was pointing out that:

No training college courses can be expected to turn out young

teachers fully prepared to cope with all the difficulties that will arise
in their first years of service.

Despite this earlier recognition of the particular need for further
professional support for young teachers in their carly vears there
has to date been no substantial provision for meeting it. Nor has
there been an adequate provision for continuing the professional
and genceral education of teachers beyond the first few vears of
service. Today, the extent of up-to-date knowledge teachers nced
and the increasing professional skill they must develop, make it
~ssential for them to continue their own education and training if
they are to meet children’s needs effectively.

Up to the present the term “in-service training” has been used
to describe the courses provided by the Department of Education
for teachers after their initial training. These periods of in-service
training ‘are generally brief; often of half or 1 whole day’s duration,
less frequently lasting over several aays or a week, and more rarewy
up to 6 weeks. The brevity of many of these courses has preverted
the development of any real depth of understanding or competence
and a considerable number of teachers have had no opportunity
to attend them*.

‘The need for a policy of continuing education for teachers has
been well recognised in the United States for many years. In
England a similar policy as set out in a white papert has recently
been adopted. The case for continuing education for Australian
teachers has been advanced this year in a report of the Australian
Schools Commission?. Ilere, in New Zealand, there have been

*1In a study of in-service education in the Canterbury district P. E, Courtney  Jn-Service
Fiducntion, Fducation Department, University of Canterlary, 19723 noted thay the
Plowden survey of 196+ showed that two-thirds of prinu.ey teachers in Britain spent
an average of 13 days at courses in a 3-year period. His own survey shows the average
attendance by the same proportion of teachers to be only 4 diys in 2 years.

tEducation: A Framework for Expansion. [ondon: Department of Education and Science.
1972,

$Schaols in Audralia, Canbera: Report of the Interim Committee for the Australiun
Schools Commission, 1973,
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continuing requests for such a provision at least since the report of
the Consultative Committee in 1949. The increasing need for a
policy of continuing education for teachers in New Zealand is
clearly shown by the publication of at least four major reports on
the subject in the last 3 years,

Instead of “'in-service training™, it is now more appropriate to use
the term *‘continuing education” to cover all those forms of teacher
cducation beyond the pre-service stage. This usage fits all types of
further education of teachers into the more general context of
continuing education for adults. As itis applied to teachers, the term
continuing education has been usefully defined in the James Report*
as:

The whole range of activities, by which teachers can extend their

personal education, develop their professional competence, and improve
their understanding of educational principles and techniques.

It would include provision for further academic study, becoming
acquainted with new developments in general teaching, planning
new programmes and approaches, and preparation for new levels of
responsibility in general teaching, special education, or administra-
tion. Coourses for those yeturning to teaching after several years are
also needed. Teachers, like other professionals, also need regular
refreshment: a constant contact with children can prove demanding
and enervating, with consequent stress, loss of drive, and the danger
of teaching losing its impact. Henee a part of the beneficial efteet
from the introduction of a policy of regular periods of release from
the classroom would stem from the personal refreshment resulting
from it.

What is now needed is provision for all teachers {including those
i1 tertiary institutions) to receive an entitlement to regular periods
of release trom teaching during which they engage upon some form
of personal and professional stitnulation and refreshment. These
regular periods of release from teaching shouid be planned and
organised so that they {ollow naturally from the basic pre-service
preparation upon which they must build.

Because there is @ pressing need to strengthen the capacities of
teachers to meet the demands of modern teacking approaches, a
vartety of means must be developed for helping them to accomplisic
this. One important wayv is through encouraging and enabling
teachers to work at this within their own schools, but they would
need time for this purpose which is not now available. For some
members of stafl, teaching Inads mayv need to be reduced for limited
periods and used ecither on a weekly or blocked basis. "This time would
be used for the purpose of further developing their own professional

* Jeacher Educatom and Training, London: Department of Education aad Science, 1972,
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understanding and competence through helping to develop school
programmes of study. Principals and senior teachers who should lead
and guide such programme development would themselves need
training for developing the new skills required in professional
leadership of this kind. If teachers are to be enabled to help children
achieve the objectives of new syllabuses, they will undoubtedly need
support in coming to understand curricular objectives and the
methods appropriate for their achievement. A greater number of
arva-based curriculum advisers than are now available would be
needed to assist school staffs in assuming fuller responsibiliiy for the
educational programmes in their own schools. Su~h professional
support might well form a considerably greater parc of the work
of inspectors, now that their assessment role has been reduced.
Some members of the Curriculum Development Unit and of teachers
college stafls might also assist where appropriate. It is very important
that schools should assume increasing responsibility for developing
cducational programmes suited to local needs, and that professional
support should be available to them,

In addition to this “in-schools’ type of continuing education there
is a range of other provisions necessary to enable teachers to improve
their teaching. ‘The rapid increase in the growth of knowledge implies
a need for weachers to up-date their own understanding of recent
developments in general and professional subject fields. Courses for
this purpose could appropriately be provided by universities,
teachers colleges, and technical institutes and teachers could be
cnabled to attend them through an expansion of the existing
schemes for teachers’ study bursaries. In the case of those technical
institute tutors concerned with industrial training the most appro-
priate use of such periods of release may, on occasions, be through a
return to industry.

There are a number of specialist areas of teaching for which there
is at present little or no specific preparation. Teachers working with
children affected by such difficultics us intellectual and many physical
handicaps, ¢motional maladjustment, and educational retardation
have littde in the way of training programmes available to them.
Since work of this kind calls for specialised knowledge and skills we
consider that there should be specialist qualifications required for
this work with consequent provision of appropriate courses to be
taken preferably ztter pre-service preparation and some general
teaching experience (see chapter 17). Again, these courses could be
based on universities or teachers colleges, though some may need to
be located where medical teaching is available.

The working party is strongly of the opinion that one of the
maost effective measures for improving learning and teaching would
be a considerable strengthening of provisions for the continuing
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education of teachers. ‘Lhis strengthening is required at all levels
of the system from early-childhood education to the tertiary level.
There is a need for frequent reviews of continuing education for
teachers to ensure that appropriate preparation is available to meet
crerging needs.

We therefore recommend:

1. That the education of teachers he reorganised to make it a continuous,
co-ordinated process wnich begins with pre-sercice preparation and
continues throughout the teachers’ careers.

Aceeptance of this recommendation would involve the adoption
of a policy for regular paid periods of release for teachers during
which they engage upon some appropriate form of personal and
professional stimulation, We strongly recommend adoption of the
proposals for continuing education of teachers offered in the Ad-
visory Council on Educational Planning (ACEP) report, The
Continuing Education of” Teachers, which should be read along with this
report. In essence, the ACEDP report recommends that teachers be
released for one term after every 7 years of continuous teaching
service, [t is an entitlement not in the sense of an absolute right. but
one dependent on adequate justification before it can be granted.
Appiications to take up the entitlement would be made to arca
committees established for the co-ordination of continuing education
for teachers. Where & committee was satisfied that the proposals
for using the leave were appropriate, it would recommend that
leave be granted. To provide for flexibility within this scheme, it
is proposed that it may be taken either in one block or in several
smaller periods of not less than | month in duration. The ACEP
report states there is an urgent need to provide continuing education
programmes for 3 groups of teachers, namely, young teachers
during their first 3 years, retraining for those returning to teaching
and for senior teachers, and an expansion of courses for secondary
teachers. We strongly support this view and consider that the costs
invoived would be likely to produce a very effective return in
improved educational results. Wherever possible, work done during
these periods of release should lead to credit towards an improved
qualification related to teaching,

Development ~nd Co-ordination of Teacher Education

To ensure the cvo-ordination of teacher education, we see a need
for considerable reorganisation. While this is properly the province
of the Working Party on Organisation and Administration we deal
with it in this context because we see it as an extension of our concept
of the school {in this case the teachers college) as a fully professional
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unit. As a tertiary institution, the teachers college has particular
clainis o greater autonomy aud we therefore feel that it is
appropriate to stray into the ficld of administration.

Up to the present the presservice and in-service teacher educa-
tion for primary teachers has been the responsibility of the director
of primary cducation. Similarly, that for sccondary teachers haa
been controlled by the director of secondary education. ‘The prepara-
tion of pre-school teachers was an attached responsibility of the
director of primary education, but is currently attached to the super-
intendent of special services. The recent embryo teacher-training
sel e for wehnical institute tutors is the responsibility of the
director of technical education, To the extent that it occurs at all,
teacher training for university staff' is the responsibility of individual
universities, some of which are giving it increasing attention,

In recognition of the need for greater co-ordination, the post of
superintendent of teacher training has just been established in the
Departnent of Educotion. This officer will be responsible foi the
department's administrative responsibility i the training of primary
andd secondary teachers, the in-service training of teachers, and the
recruitment o teachers, as well as the co-ordination of pre-school
teacher training and advice on the training of technical institute
ttors,

Development and co-ordination of teacher education is required
at two main leveli-—national and local. At the national level the
Department of Education has several particular responsibilities.
First it is responsible to Government for the cffectiveness of the
education system with a consequent responsibility for the provisions
tor teacher education, Scecond it is, at least for the present, respon-
sible for registering teachers as suitable for employment in State
educational institutions. ‘Third, it has the responsibility for alloca-
ting resources to this sector of the education system as for all other
seetors. In discharging these responsibilities it consults with a wide
ranee of controlling authorities, vocational organisations, voluntary
groups, and various professional teacher organisations.

In recent vears the control of teachers colleges has passed from
education boards to independent college councils with wide repre-
sentation from universities, education boards, city councils, second-
arv schools boards, primary and sccondary teachers associations,
ministerial nominees, and the Department of  Education. The
academie committees of these councils are composed of representa-
tives from universities, teacher organisations, Department of Educa-
tion, and college stafls.

Clearly, the Depar:ment of Education will continue to have the
three main areas of rosponsibility for teacher education previously
mentioned. However, it could with advantage make greater use of
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local help in handling them. The establishment of college councils
with their academic committees has resulted in a very considerable
strengthening of the professional and administrative experience and
skill available at local levels. To us it seems desirable that more
responsibility for the development and co-ordination of teacher
education programmes and for the use of resources be vested in
these local crancils. We recognise that in a country where teachers
and children often move from one locality to another there is a need
to ensure some degree of simil rity in the nature of teacher education.
However, we consider that this need can be adequately met through
the department’s representatives on cach council. Should the need
arise, periodic conferences of those interests involved in teacher
education could be held to ensure exchange of views and a basis of
agreement on future policies. Through retaining a substantial
influence over the conditions required for teacher registration, the
department could ensure that teacher education programmes met
essential requirements. It is to be hoped that in time the
registration of teachers may becume the responsibility of a
teachers registration board including representatives of teacher
organisations and the department. The superintendent of teacher
training inight then become its executive officer for the purpose.

In the field of continuing education for teachers there could be
distinct advantage in encouraging considerably greater use of local
interest und resources. To a very large extent present ‘““in-service”
courses tor tcachers are under the direct and almost exclusive
control of the Department of Education. As already explained, we
consider that there is an urgent need to expand these provisions to
include all teachers, to increase the length and level of the courses,
and to involve tertiary institutions much more in contributing to
them. This increase in the number of contributing agencies would
naturallv involve co-ordination of their efforts to minimise
duplication and ensure effective coverage of needs. Local arca
committees appear best suited to assess local needs, arrange pro-
grammes, and aliocate or at least recommend the allocation of
resources. Representatives of the Department of Education and
teachers would form the nucleus of these committees together with
those trom universities, teachers colleges, and technical institutes,
all of which could be expected to offer such courses as their
particular strengths best fitted them to provide. Wherever possible
such courses shonld qualify for credit towards aaditional qualifi-
cations for teachers,

At the level of presservice preparation for teichers there is a
similar need tor a degree of co-ordination. Again it appears to us
that this could be adequately achieved through the work of the
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academic committee of the colleges complemented when necessary
by residential confererces of the Lopdell House type. It at these
fatter conferences there was o suitable representation from the
colleges, universities, Department of” Education, teacher organisa-
tions, and community interests, it should be possible to ensure that
all necessary viewpoints were considered. General agreement
could be reached regarding such matters as tvpes of courses pro-
vided, their lengths and forms of organisation, the amount and kind
of practice teaching provisions, and variations of pattern to suit
local or special needs. 1t, as later suggested, a teachers college is to
provide presservice courses for teachers desiring to work at various
levels of the system, then it s important to ensure a degree of
flexibility in pre-service teacher education courses to enable a
student-teacher to change from one type of prepar:tion to another.
Particularly during the first vear of pre-service preparation, it would
be desirable for courses to serve the needs of students aiming to
teach at various levels, thus delaving the need to s-lect pre-school,
primary, or post-primary levels from the beginning.

I our view we have now reached the stage where it would be
henetictal for the Department of” Education to exercise its pro-
fessional and administrative responsibilities for teacher educaron
throuch a greater delegation to local azencies of the kinds suggested.
The work of the department would still involve ensuring an
adequate supply of teachers, participazion in developing and co-
ordinating appropriate pre=service and  continuing  teacher  ed-
ucation programmes, ensuring effective arrangements for teacher
registration, and the provision ef necessary resources within a frame-
work of national poliev. It seems, highly peobable that the effect
of a «reater degree of involvement and vesponsibility by local
agencies would be to stimulate and encourage greater vitality and
locul initative, We appreciate the faet that the whole matter of the
powers and constitntion of teachers college councils 1s under review,
but stress the need for maximum delegation of responsibilities.

We theretore recommend:

2. Lhat the Depurtment of Fducation delegate a greater degree of respons-
ility o suitably representetive: bcal agencies i deceloping and co-
ordinating provisions foi teacker education,

The Role of Teachers Colleges

The part plaved by teachers colleges in the preparation of teachers
is another area in need of close attention. Certain aspeets of the
oreanisation of teachers colleges in New Zealand appear likely to
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hinder the development of greater continuity in education, First,
the colleges have generaily been contined to preparing teachers for
only one level of the edocation svstem, namely, primary or second-
arv. Necend, they have had no svstenuitic or extensive opportimity
to participate i the continning education of teachers bevond the
pre-service stage, Phird, they have been unable wo otler teachers
courses leading to advanced cualifications, "Their restriction to
catering for the presservice needs of teachers for only one level of
the svstem conld well be o cawe of some of the discontinuity in
cducational conceptions and app-oa hes at present existing between
the levels, The Lack of continuiny, working contact with practising
teachers tends to deprive colleges of an essentiat means of evaluating
te suitability of their presservice progr: mmes, thus making ctlective
revision of these programmes more dicicult. At the same time, the
considerable specialist experience of teachers college stafls has not
been readily available to practising teac ers. In consequence o very
vale aide degree of muwal stimulation and support is being lost to
hotiy the teachers and the collegess Finally, restriction to workiog
at o pressenvice level onfy has niade it ditlicalt for the eolleges to
establish o clear and aceeptable place within tertiars education,
A aresudt the colleges are now at o stage where they need a clearer
delineation ot their arcas of responsibility in 1eacher education as
basis for futnre planning, such as that presided in England by the
cevont white paper.

The working narty has considered recommendations contained
in two recent reports by the ACER Standing Commiittee on Teacher
Trainine** . bhoth of which favour an extension of the functions of
teachers eolleges, We Fave also received a nnmber of submissions
imaking simitar recommendations. From onr own assessment of
current needs in teacher education, we are convineed thit the time
has arrived o inereasing the rimge of functions of teachers colleges.
We cee the we extensions of func:ion as being of two main kinds,

The Grst iy pe of change needed is the invevenient of each college
in cateritg for the presservice needs of weachers preparing to work
U varieny of levels in the education svstem. Thas, presschool,
prionary, secondaryy amd even some tertiarv-level teachers mighit
Al stady within the one college, This does not necessarily imply
that all eolleces must cater tor the whole range, but rather that a
college ~hould not be confined to only one level, There would thus be
areater prospect of improving continiity of educational approaches
and practices it the nngority of wachers received their teacher
cducation in mult-purpose teachers colleges.

Clue Loy pbgniom o2 JooCee s Wellinetow: Ndvity Coranad on Bl
Pl 1970,

Slhe bacae B}y p dviers Clhe, Wellingionn: Ndvisary Connald one Badise ational
Plannae, 19074,
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We therefore s commend:

3. That the junctions af teackers eolleges he extended to provide for the
pre-service needs of teachers preparing v weo.x at various lecels in the
system.

‘The second extension of function would involve he colleges
to a much greater degree in catering for the continuing education
of teachers beyond the pre-service stage, Adoption of the recom-
mended policy for perindic release for teachers would make it
possible for numbers of them to return to the colleges to take courses
of a substantial nature leading to credit for further qualifications.
Although these courses could be expected to be: predominantly . o
professional nature, there should also be others aimed at vp-
dating subject knowledge, advancing general education, and pre-
viding specialist training. To enable teachers to attend courses
longer than one term, a much more liberal application of the present
teachers’ bursary scheme would be neede,

Both teachers and the colleges seem likely to benefit from such a
change. Teachers would benefit from having better integrated
and co-ordinated programmes of continuing education if these were
planned tc build upon pre-service foundation:, At present the links
between pre-service and continuing programmes are very tenuous
with resulting discontinuity, Through basing substantial continuing
educatun courses for teachers on the colleges, there would also be a
greater prospect of co-ordinating the specialist contributions wvail-
able through universities or t=chnical insitutes with wham they have
developed working relationships. For their part, the colleges would
benefit from much better app.reciation of the effectiveness of their
programimes through contiruing contact with their graduates and
experienced teachers. At present the colleges find this zind of essen-
tial feed-back information hird to acauire. Again, the college
stafls would gaiv considerably from the chance to develop and
refine tueic own educational ideas and practices through con-
tinuing contact with pracrising teachers, They would also gain
added stimulation from these opportunities to work with mature
teachers studving at maoce advanced levels,

We recommend:

Y. That the functions and resources of teachers colleges ve extended to
enable them to coutribute substantially towcards the further edication
of teachers.

The foregoine sugeestions are intended to indicate lines of
development rather than highly speafic proposals because we
beliew e strongely that teechers themselves should be involved i
planning courses for ther continuing education, We suppore the
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recommendation of the James Repert that any scheme should be
fiexible besides being as svstematic and comprehensive as possible,
Thus existing types of provisiens undertaken by inspectors, advisers,
and the Curriculum Development Unit should be continued and
expanded as a complement to the longer courses proposed. An
extremely useful set of proposals regarding the development of
continuing education for teachers is conteined in the ACEP report,
The Continuing FEducation of Teackers and it should be read in con-
Tunction with our recommendations,

Proposed extensions of the tunctions of teachers colleges along the
line s sugzested makes it desirable to consider the nature and status
of the qualitications they award, Before the introduction of 3-vear
courses the colleges awarded no qualifications at all. After 1 year
ol successtul teaching their ex-students received from the Department
of Education a Trained Teachers Certificate which combined the
tunctions of a teaching qualification and a registration certificate.
Since 1968 the colleges have awarded a Teachers College Diploma
to students who successfully complete the 3-vear course, and the
Tratned Teachers Certiticate, issued by the Department of Educa-
ton atter a satistuctory first vear of teaching, remains as the current
form of registration document, For uvniversiiy graduates or those
with the equivalent of two-thirds of a degree, a Diploma in Teaching
s 1ssued in place of the Trained Feachers Certificate as a registration
decument, It is indicative of the still somewhat indeterminate
place of teachers colleges within the field of tertiary education that
after 5 vears there are still remarkably few iostances where their
diplonts count for cross-crediting towards other qualifications, Ner
can the col eges teach towards any higher gualification which they
can award m their own right. Tt seems to the working party that
develonment of o satistactory svstem of cross-crediting for gaining
hicher qualifications is & necessary condition belore teachers would
wisit to undertake substantial additional study courses. One method
of dealing with this problem s suzgested in the ACEP report on
The Cortinnny Education o "I ackers, Lo recommends that the Teacl vrs
College Diploma be redesiquated Diploma tu Teaching and than
through varyine types of continuing edncation it should Le possible
tr cain sutticient credits to convert the diploma o a degree or
advanced diploma, Some such arrangement is clearly neeessary
as o means of enabling teachers o improve their qualiticatons, And
reachers eolleges are to contribute in the manner suggested, then
their cotrses must be accepted for tall-eredic tor this purpose,

A sinvlar need for cioseecrediting of their teacher education
courss for oredit towards a recognised teaching Gualitication is
sacert by the technical institute trainines not.,
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The working party therefore recommends:
5. That wcans be decddiped to crable tachers -+ zan eredit loicards
Fraer qualiications throwsh a cariely of contimeag education courses,

It i not our intention to discuss the recrnitment ot teachers in
any detail. Wesare pleased o note that the quality and gqualifications
of applicarts for tearhing appear to be steadily rising, However,
one particelar aspect of recraituieut kas been represented teus
from several sources, This concerns the frequently unsettled hiame
of mind of @ propovtin ot schoolleaver entrants, some of whom
fail to complete their preparation for teaching, Some of the reasons
aavanced tor this unsettled state fnchide a desive for experience of
the world bevoud the scheol, changing social condiuons, and a
desive o eseape from the supervision of' sel.ool Tifie and make inde-
pendent tests of their capacities. From a different standpoint, some
maintain that lack of experience of the work-n-day world is a
distinet handicap wirchers in dealing with parents and advising
children, copecialiv recarding vocational choices. Although we do
not wish to over-emphasise this factor, we consider that 1t merits
caretul consideration. Tt rdses questions about whethar it would
not he desivable for as many teachers as possible to have at least a
vear's break between leaving school wnd commencing teacher
preparation,  preferably spent in working at some  alternative
oceupation,

[n ditcussing the contributions of teachers coneges to the improves
ment of fearnming and teaching it is necessary to consider the resources
available to them, Nodern teach ng approaches aim to help peenle
deselop their capacities for undeestnding, independent think ng,
snl\ix.t_: [)n,hh-m\"‘ and t;u'n]iug 1'('.\'[)()(1\'”)1(‘ attitudes. Thus the
preparation of teachers must be ot a0 Kind that enables them to
deveion these capacities tor themselves while studying how their
developient nray best be enconraged in those they will teach, These
resubts cannot be achieved through au apprenticestvpe copyving of
skiths cnd techniques. To achieve thent in the collegrs it is essential
to have sitheient statt to permit them o work with students in
gronps sinadl cnongh to give cach student ¢ chanee to discuss and
evaluate Yis own developing ideas abont educational aims, organi-
sation, end practives, Because we are peesaded that this work of
helping teachers gatn veal competene - in the use of modern methods
is complex and demanding, we consider that ineasnres should be
tiken to ensure that the statling o the colleees s sullicient for s
achievenn nt, Itis siendticant that the 1962 Cormmission on Educa-
ton recommerded an mmmediate improvement ot the statling
ratio to 1 lecturer to 15 students, and as soon s teacher supply
permitted, a turther improvement of 1:120 The teachers college
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principals ave recentle recommended that a ratio of 1:12 is
essential to at least meet present requirements and it is apparent that
the present ratio of 1:16.5 is inadequate to meet present demands.
There is also a serious lack of aucillary statl who could enable
irctarers to spend more time working with students by relieving
them of much of their routine work,

The working party recommens:

O. Lhat the stafjing anid resources of teachers colleges be strengthened to
enahlc them to effectiely moct the demandy of modern tea her education
wl otk presseriice aad continuing education: lezels,

The need for deceloping teachers centres or resource centres has
been raised in several reports on the continving education of teachers
and s nentioned in our report in chapters 11 and 14. dealing with
the curriculun and learuing resources, It the intention is 1o provide
samples of up-to-date waching materials, books. methods, and
resources, then the working party agree that teachers colleges
could well b encouragad o serve as resouree centres of this i pee,
The colleges have expressed o clear desive 1o serve as centres f
professiomal support and stimalation for all teachers in their regions.
However in larger cities and in areas where there ave o teachers
colleges: other thrms of teacher resouree centres wonld be required,
Theseshould ser. e as the main toces of professional activity for their
recion by prociding ity O meetings and courses, as weli as

SEFSERY s FOSOUTCe Contres tor teachoers.

There are increasing desinds e ition in the principles and
techniegies of teachines tor people who, thoush not qualificd teachers,
findd that thelr work, or form of social service involves them in
ttaining, instructine, o leading otherse These people may be
croupsd e nmumber of cancgoriess One eroup indcludes such people
s dented naeses) Grarict health nueses, tratlic and posice officers,
andd evening chiss tntors, Arother v ap corsists of privite teachers
of msies dancine, speechi, and W variety of coaches and sports
trainers, A rhird eroup comes from o wide ranee of profiessional,
bitaness, and industrial Lelds, The contribution to education in its
wiekest sense e Beoall these and many other people is of peal
siepeticance, N tuihor teatment of the teacher edncation nesds of
peopls with these pesponsihilitie . has been developed in o recent
ANCED veport, Lhe Future Role of “Uvashers Coflege, which should be
read an comjunctt o with this « hapicr. Tt seems a logical extension
of their present junetions tor teachers collegss o beeome more
involved i contibuting owards meeting this need, b they would
need to be proviced wim the necessary resourees, Teaching teachers
how 1o teach is a0 prime function of the colleges and whonever
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possible it is desirable that they be encouraged and enabled to oiler
courses for those members of the community who need some degree
of training to teach others.

‘I'he working party therefore recommends:

7. That wherceer appropriate, teachers colleges be encouraged and serviced
to provid. courses in teaching techniques for people with part-time
teacning responsibilitres,

The preparation of pre-school teachers has been fully covered
in the 1971 Report of the Committee of Inquiry into Pre-school Education.
In general terms the report of the committee of inquiry recommends
that these teachers be trained in primary teachers colleges under the
same conditions as for primary school teachers. We agree in general
with the recommendations of this repott but explore the matter of
training for early-clLildhood education in more detail in chapter 5.

The need for teachers colleges to have adequate resources for
research was stressed in a number of submissions. The working party
strongly supports this proposal for several reasons. First, it is parti-
culirly important that teacher education institutions should be able
to develop effective means for evaluating the degree to which their
programmes of teacher preparation meet the needs of the schools
and the teachers. Second, it is important that teachers coilege staffs
should have che professional and material resources to try out and
evaluate a varicty of teaching approaches. Third, there are many
aspects of teaching 1 need of careful investigation as a basis for its
improvement that college staffs are well equipped to identify and
rescarch. Fourth, there appears to be some evidence that teachers
actively engaged in rescarch tend to be more stimulating and vital
in their teaching, The colleges have welcomed the recent intro-
duction by thc Department of Education of a small-scale provision
for rescarch.

The working pasty comimends this move and recommends:

8. That teachers colleges be provided with sufficient resources for research
to enable them to evaluate their programmes effectively and explore new
lecrmng and teaching approaches.

Relations of Teachers Colleges VWith Other Tertiary Insti-
tutions

‘There s & growing recognition of the need to raise teachers’
qualifications to the cquivalent of graduate level because the
increasing complesity of teaching requires it. As previously ex-
plained, it is necessary to enable teachers to build upon their bavic
qualifications through continuing cducation courses to become
arduates. Since 1903 New Zealand teachers have been able to take
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university courses concurrently with teachers college courses. Within
that general framework of arrangements it is appropriate to ackrow-
ledge the very significant contributions *5 teacher education made
particularly by university departments of education, but also by
many other university subject departments. In recent years closer
relationships between local universities and colleges in sume areas
have led to some degree of cross-crediting of teachers college courses
towards credit for degrees. If the more extensive range of cross-
crediting provision now needed is to be achieved, then the working
partv agrees with the ACEP report, The Future Role of Teachers
Colleges, that this will requir.: even closer relations between univer-
sities and teachers colleges ir future. We also agree with the recom-
mendation in the report that both types of institution be encouraged
to develop forms of cross-crediting arrangements best suited to local
conditions. Where technical institutes offer the most suitable types of
course for a particular purpose, then they should be invited to
negotiate cross-crediting arrangements. The main objective is to
ensure the provision of means by which teachers may up-grade their
qualifications. The working party fully realises the nced for a variety
of cross-crediting and co-operative teaching arrangements to promote
the achievement of this result. Local conditions will influence the
kinds of relationships that can be developed between the teachers
colleges, universities, and technical institutes in particular areas.
We are particularly concerned that local initiatives be encouraged
to develop a variety of arrangements. We support the ideas outlined
in the recent ACEP report, Teacher Education in the Universities, and
urge the grestest possible degree ot co-operation in the interests of
better preparing of teachers for their work.

The working party 1 ‘commends:

9. That as a means of further improving teacher education, teachers
colleges and other tertiary institutions be strongly encouraged to develop
such forms of - -operation as are appropriate for local conditions.

Tertiary Level Teacher Education ?

Traditionally teacher education has meant, in New Zealand as
elsewhere, primary and secondary teacher training. The needs of our
primary and secondary schools have dominated every committec
which has examined teacher training from the establiskment of the
first primary training programme in Qtago in 1875 to the recent
reports of the Advisory Council on Educatisnal Planning.

With the rapid grcwth of tertiary educaiion this approach is no
longer adequate, The need to improve the quality of learning and
teaching at the tertiary level is being increasingly recognised by
students’ and teachers’ organisations, and the working party belicves
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that the coneept of teacher education as a continuous, co-ordinated
process should be applied in institutes, universities, and teachers
colleees as well as in the schools,

The establishment of o tutor training unit at the Central Institute
of Techitlogy and of higher-cducation reseinch and advisory units
in several of the universities is only a first step. No programme has
been introduced in any teachers college; the tator training unit has
to date only provided presservice training: and the statling of the
university advisory units is minimal, All tertiary institutions should
be enconraged o undertake the kind of internal stafl-training
prourammes which the working party proposes for schools, The kind
ol progranmie needod would range from orientation-tvpe courses for
newiv-appointed stall to assistance for senior teaching and adminis-
trative statl, For example, help in the identitication and considera-
tivit of the institution’s overall aims and the specitic objectives of
individual departments and courses; development of assessment
shillss And e use of teaching aids,

Valaards intornmation on the development of siely insttution-based
prozianunes iy available as aresalt of the expeciences of a number of
Austealian universities over the past decade, The experience of the
six Australian Centres for Higher Edecation Research and Develop-
ment suceeats that such internal untts have vadue as “change agents™,
It whso segoests that becanse statl resources in this new ficld are
extremely Bnited there is s clear need for national level co-operation
whernver posibles and for crossefertiiisaiion ot ideas and experiences
Petween istitetions at e local level, We note, for example, the
Mona:h Diploma of Hicher Ednceation which has heen ottered, as a
pnatter of defiberats policy, to a mixwre ot teacl o from colleges of
advincod educaiior, teachers colleges, and universities,

With respect to technical institntes in New Zealand the eviteria
wsed tor appoimment o teaching posivous are significautly: bhin
vader ndobb difbrent from those ol ether sections ol the educa-
tion syt Pesencial reguirements jor alimost every position are
relevont vocatienal esperionce and an appropriate vocational
Guabitc  tieas NS consequence Uie average soe of (utors when
st appented probebly exceeds S0 vears: gualitications held by
trers vover the whole speetrien from nothing  bhut experience:,
Geronzh tade and weehnieian ceruticates, o membership of pro-
fessional dastitutiones, and undversity eonalificauons: and very few
urors held o veccanised teachers” cevtiieate, Tt is apparent thereiore
thot special piovision st be made tor the professional education
ol teavkoers i tchmiea] Tosttates,

The recent establishment of a central tntor training unit is an
inporiant dovelopment, but it cannot meec adl the trainivg needs
of technical institute stal --ncluding Teclmical Correspondence
Listtate tators and part-time tetors, We theretore cecommend:
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10. o That 2l untrained teachers appointed to a technical inslitule for
the first time undertake a common training programme ;
by That coluntury study programmes be introduced which prozide an
opportunits for full-time tutors to undertake studies leading to an
appropriate teackers' qualification, and for part-time tutors to under-
take studies which will enable them to perform their duies as teackers
with greater confidence and efectiveness.

We are aware that staft-training seminars have been oreanised
over the vears in some New Zealand universities, and that there are
a number of substantial stali“training schemes in the United King-
dom. But we would like to draw attention to some recent develop-
ments in Britain which could well be studied in New Zealand. We
note, for example, that the British Universitv Grants Committee
has set up an educational development subcommittee which will be
responsible tor the allocation of a substantial sum to applicants
putting torward proposals for curvicelum experimentation and the
development of tew teaching methods ~narticeluly in the arca off
educational technolosv, We note, also, the recent aprointment of a
co-crdinator o the Committee of Vice-Chancellors and Principals
established to promote the training of university teackers. Thic is a
joint commities which includes representatives of the University
Grants Committee, the Association of University Teachers, and the
Nuational Union of Students. While we wre not, of course, sugeesting
that New Zealind smiversities should follow exactly th s same pattern,
it does seem to vs that the tme is ripe for 2 more concentrated eftort
om the part ot the univenitiocs and the University Grarts Committee
to encourage  with the necessary financial backing  the develop-
ment of more widespread trairing schemes. and innovation and
experiment i teaching methods inclading the previsien and use
of appioaprate educationad technolosy,

Overall we believe Uit the aim of terdarv-level teacher-
educution pregriunmes is not onlv to improve the techiniques of the
individual teacher, but to identity the teaching objectives of the
particular institution and its specialist arcas, then it will be essential
to produce many more teachers with a training in higher education
than is possible with the present limited resources of the alrcady
established or preposed teaching and research units.

We therctore recommend:

V1. That adejuatr programm-s of continui: ; teacher training be developed

Jor staff inall trtiery institations.

120 That wwiversities. techeicel institutes, and teackers colleges explore
the fussihilities of cc-operation both at rations! and local levels in
settinr uf lraining procrammes.

I13. That the Uriversity Grant: Commitice consider the sciting up of a
Joint commuttre similar in function to the educational development
comn.ittee establisted by the Uricersity Grants Commiltee in Britain.
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Chapter 9 VOCATIONAL EDUCATION

Vocational education is a major part of the total pattern of
lifelong education. The traditional distinctions between vocational
and non-vocational education are no longer appropriate in a
modern society where the educational needs of an individual give
rise to the development of an increasing area of overlap. The time
is opportune for all forms of education to be accepted as integral
parts of the education system—a system which should be open and
flexible, without rigid distinctions between the various forms of
education. The report of the UNESCO Committee on Lifelong
Education, which was discussed in chapter 4, stressed the necessity
for vocational and non-vocational education to receive equal
emphasis within the total pattern of lifelong education and high-
lighied several major arcas of concern in vocational education. It
also stressed the need for people w0 receive continual training
throughout their working lives. Changes in society and industry
cause knowledge ard skills to become obsolescent. Professional
people, administrators, technicians, tradesmen, and workers alike
must now accept the notion of training and more training through-
out their working lives so that they are cquipped to deal with
changes in their rele in the workplace.

A development of particular significance in the broader field of
vocational education was the passing of the Vocational Training
Act in 1968 which provided for the establishment of the Vocational
‘Training Council to advise Government, State departinents, in-
dustry, commerce, agriculture, social welfare, and other interested
organisations on all aspects of vocational training. The council
has stressed the need for cach industry to identify its own training
needs and has encouraged the establishment of voluntary industrial
and commercial training boards to develop and co-ordinate
systematised training for all levels of personnel within their
industries, “There are now 23 industry training boards (at the time of
writing;.

A related development has been in the ficld of manpower
planning. The Department of Labour has established a manpower
planning unit and the New Zealand Council for Educational
Rescarch is expanding its research activities into this area; both are
aware of the difficulties in forecasting the supply and demand for
professional and other manpower—difficulties which were high-
lighted by the Education, Training, and Research Committee of
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the National Development Conference. The working party welcomes
these developments and stresses the need for adequate research
into manpower trends taking {full account, where possible, of
probable major changes in wehnology and national policies, in
order to ensure the effective utilisation of human resources and to
allow for the planning of educational programmes accordingly,

It schools are to equip their students to adapt to and cope with
the workmg environment and life of society, greater co-ordination
between what s learnt in the classroom and what takes place
outside 1s necessary. The suceess of vocational education and
traizing is clearly influenced by an individual’s previous educational,
family, ¢ nd community experience. While all students should receive
;o broad general education which gives them a reasonable standard of
competency in the basic skills, they should also be given a realistic
understanding of all aspects of life which they may reasonably be
expected to encounter; develop such attitudes and values as allow
th-m to approach their adult life secking satisfuction in work and
letsure; and be able to accept and meet changing conditions in the
workplace and outside.

Secondary school curricula, particularly social studies, Eunglish,
mathematics, and science have been substantially broadened;
liberal studies is @ welcome addition, but there is still a need for
studies which are clearly relevant to contemporary industry and
socicty. Every New Zealander comes into contact with, and should
have a reasonable knowledge of: the business world, Government,
State departments and local authorities, the trade union movement,
and more recently the consumer movement. These and other very
real and essential aspects affecting community and family lite should
not be overshadowed by the more dramatic themes of the day.

Training of Vocational Training Personnel

As emphasised in chapter 4+ (Continuing Education), we are
seriously concerned about the absence of any widespread training
tor persons working in the field of” continuing cducation, both
vocational and neon-vocational. The Vocational Training Council,
the Central Institute of Technology, and the Industrial Training
Service of the Deparunent of Labour are now developing training
programmes  for vocational training personnel; but for manv
currently working in this field, training is still essentially a process
of selt-cducation,

The education of adult learners is a specialised task; continuing
vocational education is rapidly expanding but the lack of systematic
comprehensive training  programmes  hinders  improvement  of
vocational training. »revents professional standards being achicved,
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and fails to utilise the cross-ferlisation which co-ordination would
permit. Adeqgriate provision of” saitable widespread  wraining for
vooatio i traing personnel and other adult edncators is now a
matter of vrzenes, and while weleoming cnrrent developments, we
recommend
Lo Lhat there be fmpzedinte onflementation of recommendation 5 {a) of the
report on Lipclons  Education, namely: That the Department of
Frlucalion Feowsked to cmizene meetivz: awith the National Council
of Ladult Education avd the Voeational “Uraining Gouncil to foster
Surtivy experiontal procrampies for adult tcachers and trainers in
Comifia Feitialr o0 alher radiing nditutions.

Work Oricntation

Happiness and success inadul lite depend to o significant extent
on o welliniorned e of o career or the broad field i which
one wisbes towork,

Orieatar o prognaniies, within te contest ol general education,
whtch e destosed ey Belp cach individial o discover his talent,
to caoese L oot banon, U oretiine Botaient and ise thenn sticeess-
tul'v <hoald e intodoced e all feve s off secondary educatiom,
particuler iy o it is estiinated that 8990 pereent of our working
pop:laticn witl reiaain s reebensbascd weee and salary carners
thrcus oet telr werking Gves The progsravunes shonld oim to
i:z"-\';(h- stedents with o vcaiiot nndortanding of whisd may veason-
Abdy he eanecicd e the woskpiaes and choudd consclously avoid
Partherine doe traditheae] tendeney o cdegorie dehs into “those

Pt enen” vaed e e tor corn e L At en tion minst Le docised on the
1

protetial ek il.t‘.i- idnall eoardbe el sen e way et et
v Rt et oand vrelcionoe,

Pine vorhineg ety e cetc e s coesideration o the convept of
Gk oNDGR a0 e et e el peneomines, Presvocationd
Dracteal oriertationg rosnr tan actices as exempiited mothe
Saed
STRTRNENE
dhe bavoa sors ot o of Ues Letor whiech inbianit tee developren
of such prograsnmes, Filoctive work experionee fwelps puptis to
credare theor abilie. s interest seninat e regquirements ol
nsnally el oo n')purmvaili.- cand o develop o rumber of
petonsd et s ral kil Their careens edueation is thus improved,
Cois Ut Ve ted Berowho s o clearer understandine ot their
peapils aml of e standards aud requirements of the cconomice
sector, The mrodacien of individual pupili to partcular lorms of
emples ment is pot an obiective of the peoeramme, butin some cases
sabegrent cters of emplovinent could be traced to contacts made
theongh wo rh experiener,
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One example of the effective use of work experience s provided
by programmes tor selected pupils from classes for backward
chiidren, "These chitdren have participated ina work-experience
scheme as part of theiv scheol progranume. The scheme s an ex-
tenston of the clasroom progvaimme which provides socational
experiences for many pupils and assists them to gain satislving and
sainful permanent emplovment when they leave school. It pro-
vides wosetting in which the papils can experience social demands,
acquire necesary work habits, determine their interests and apti-
tdes and receive practical trainming in the world of work, Tt must,
o coarses be caretully iutegrated mto the tudl teaching programme,

Endustry shonld and does seek clanges in the edueation svstem,
hut cquadly edacation has e right to expect changes in industry.
Empiovers and trade unions must be prepared to make a major
contribution to the deselopment of the future working population
throveh the prosision of apportunities for work experience, and in
Ciapsiny traditional attGoudes about men’s and woemen’s roies in
the work torce,

o enabie the potentind o work orientaiion progranimes to bhe
vl wd v provide tor thea plomentation inapprepriate
SO, the s orRing party recoimends:
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Vorational Guidance
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first hand and current knowledge of the working environment. The
function and success of vocational guidance depends largels on
emplovers’ co-operation and assistance. Industry training Loards,
company training and personnel departments, and all other in-
terested organsations have a responsibility to ensare that the
guidance network is adequately supplied with current factual in-
formation about existing job opportunities—designed to facilitate
informed choice rather than to attract by glossv advertising; and
must develop closer working velationships with the various State
guidance and employment agencies.

There is concern that the importance of vocational guidance
counselling in the secondary schools is being submerged. Guidance
counsellors and teachers within the new guidance network should
ensure that sufficient attention is given to vocational guidance,
along the lines suggested in the report Guidance in Secondasy Schools
which recommended:

That all guidance teachers be trained in and have an overall res-
ponsibility for all aspects of guidance——edacational, vocational, and
personal social.

The working party therefore recommends:

3. ‘a) That improved pre-service and in-service training, together with
provision for “‘time-out” expericnce in indusiry, commerce, and other
Jields, ke provided for all vocational guidance personnel.

‘b That increased emphasis be placed on strengthening the voca-
tional cutdance element of all guidarce counsellors’ work in order to
ensure that carrent and future 1ocational guidance needs are adequately
mel.

Basic Skills

‘There is no firm evidence to suggest that standards of literacy,
numeracy. and oracy have tallen o recent vears. However, we are
ware that emplovers are very concerned about the lack of basic
shills among many emplovees, particularly in occupations which
once attracted well-qualitied appitcants, but are now forced to
accept entrants with lower educational qualifications because of
society’s rising aspirations, coupled to an ever increasing range of
new job opportunities. The tertiary system should not be expected
to undertake substantial remedial progiammes for students who, by
apprenticeship or otherwise, are alreavy committed to a given
wocational course. Provision ot a level of basie skills appropriate for
the increasing demands of the world of today and tomorrow s
propedy the funetion ol the schools, where adequate provision
shonld be made both at primary and secondary levels to detect
aned Gvetcome preblems,
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The working party considers that the current widespread concern
about standards of basic shills warrants investigation, and recom-
mends:

. a That the Curricwlum De:clopmert Unit be avhed to conduct an
iminediate and full investigation into the prohlem of students lacking
the basic skiils and the means by which these problems may be remedied.

bi That, following this investigation, appropriate programmes lo
overcome any problems in the basic skills be dervloped and implemented
throuzhout primary and secondary schools.

Liaison between Industry and Education

For lifelong education to become a reality, much closer communi-
cation and cu-operation between industry and educational agencices
at all levels is necessary. We are aware that the Vocational Training
Council has played a major role in the development of increased
linison between industry and the tertiary institutions. However, all
educational expericnce plays a major role in the development of the
individual. Industry and educational agencies at all levels should
theretore develop a much broader system of continuing communi-
cation through:

2. Regular seminars and conferences on aspects of education
which are of major interest to both industry and education,
tor example, teaching methods, curriculum development,
learning problems, the education of women and of ethnic
minorities. Edncational specialists in such fields as teaching
methods and curriculnm development could make a vers
valuable contribution to industrial training while industry’s
expertise in the human relations and personnel management
ficld could assist leadership, statl; teachers, and guidance
personnel in schools,

b Regular dissemination of information and ideas on such
Mattens 48 new training techniques, teaching methods, lears-
ing problems, and other aspects of education between
industry and education.

The working party sees the Vocational Training Coundil, which
Las been established with very bread terms of reference, as the
appropriate body to - stimulate and co-urdinate this increased
liaison between industry and education, and recommends:

5. 4 That the Vocatwmal Training Council appoint a liatson offieer
responsthle for deceloping and maintaining (iatson between indurty: uind
educattonal azencies et all levels.

Q .
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Research
Priceies should be given to jointresearcl into on-ecing edue ational
problems aticcueg bode indestry and education, The New Zealand
Connibor Ldueational Researdh is currentdy undertaking work in
tia ated, and the Vocational Training Counctl is respousible for
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throngh the technical institutes must continue to be accorded a
high priontv, Tt has developed under o social value system whicn:
has cend U asee it as i Usecond-best’ choice for the stuaent who
fails 1o o dev to universities md teachers e leges, The assump-
tion that hrizht™ student siould be discouraged trom choosing
4 non-univerity environment for his turther education iy still too
prevalent, In conseguence, i oversupply of graduates is already
leading to situations where the socio=cconomic expertations of the
sradiates do not coincide with b opportunities. Technical insti-
tetes now oder a wide range of courses, both professioral aed non-
protessional, and indications are chat anincreasing wemb roof
professionad courses will be offered in the futire, “Toe anidanee
services have o responsibiling to make students e parents aware
ob the sy cones available thronsh technical tstitutes, and of
the job opportimities availeble tollowing such training.

With the exception of the waterfront industey, there s e
dentt e redandanes i New Zealand ar precent, Bt the rapid
Cecne ezl e e tihine place mas e aovery deaisive
ctheot o vocate ool ediestion e the rear e Owr tertiaey
wotem et bave the treedom v deveiop vy broad range off
veeational education not only for new workers, but o workers
wiitne bt are i need of updating o whio Laee the problems
deenctred warh doh ceomee, Teernien ]l institares will hee ealiedd
apos 1 prosdde the puorite of these prosvaames, and the vorking
parts theretere ceconmme pds:
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rade and Technician Training

Poobe el ek b tering were wovioweed b e 105

~

Cornre e b Doy anto Nos el Baoeetien, B tins
Comrntees o ceetnenth d e cabl b nent ob e Vool
Proeine Coreon aned the intteGacon of new ters-bation dealing
witho the conditiens Cemplovient of rechimionm trasrees, {(Mbor -
portat recosmnendadions made by the commision have beea over-
durdewed By e two, Saome o those swhich desorve bather cone
doderaton aie dizeussed hieee,

Asprones-fonognd Trade Travnin:

tat Nt g Appres ey Mary emplovers have dithiculty aesess-
ine the educational attaiient « “school Teavers, Sone attempt to
solve e problem by arbitrarily adopting School Certificate as a
convenri it entry requirement Aninereasing number e asking
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techmcal institutes to wart by testing each candidate’s attainment
in Fnclish and mathematts These practices are “adicative of a
need tor more apoarepriate and meaningtul information regarding
his educational wchievement to he available o a school leaver
woeling to enter mto an appreaticeship contract,. Nve chapter 133
Nessment,

\

L, Superceston of “Training —here is a need foc better definition
of the complementary roles plaved by employers and  technical
institutes with regard to the eduecation and traming of an apprentice,
dechuical institutes are quided by detailed  syllabuses. but an
emplover’s obligation is based on a rudimentary list of skills speci-
fied i thie relevant apprentreeship order, It is suggested that in-
dustry traming boards, in ussociation with technical institutes,
conld assist emplovers by developing ont-the-job training manuals,
It approved by the approoriate New Zealand apprenticeship
committee, such nanvals would tacilitate the keeping of adequate
training records and would also provide a more satistactory basis
for rae supervision et apprenticeship contracts by district apprentice-
shipr committees,

¢, Full-time Pre-apprenticeship Treaining --NMany  Europeans coun-
tries provide year-ong full-time courses in a family of rades;
these courses are followed by work experience and more specialised
vocational  education. The  closest analogy  in New  Zealand
woitld be the pre-apprenticeship scheme for rural Maoris, but the
ditferenves are significant. The comments made in the commission's
report regarding basic training and wade training S adults lead
to a scheme based on:
W Happropriate, training to be provided in a family of srades.
D, Trainees to receive a technical institute-tvne bursary,
¢ Trainees to have access to NJZ, Trades Certification Board
Csaminations,
d  Trainees o recetve a credit of tme when entering into an
apprenticehip contre et after completion of the course.
¢ Course entry standard to be the entry requirement tor the
trade or trades concerned.
{ Course to be of T-vear duration,
“Cf, technical institute secretarial courses,)

[t s appreciated that adoption ot such 4 scheme on anvthing
trore than an experimental basis requires amajor shitt in Govern-
went polices Newertheless, the proposal iy considered to have
sathicient werit to be justihied s an experiment - vocational
cducation and o be particularly appropnate it provided for one
of the smaller aades.
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he working party welcomes the vevicw ot apprenticeship ae |
trade trabaing corrently being underiaken by a commutee set g
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the Vocatonal ramng Coracil and ashs that this come
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Ihe veed tior better definition of the enuy requirements tor
cach trade,

The need for closer Baisan between the Departmene ot
Labour and the New Zealand "Frades Certification Board
in order that local apprenticeship cotamittees can readily vee
view any apprentice’s progre s o the board's examinations,
The desivability ot assessing all apprentices in the practicad
skills of their trade, “Assessments ot shill made during attend-
ance at courses are suggested as o partial or even complete
alternative to written examinations which are of doubtful
vialidite tor many trades.

The desitability of extending block course training in licu
of correspondence tuition fer trades which are obliged to
acerpt apprentices having a low standard ot literacy and or
HUICTAey,

The advantage ot trade registration boards formally recog-
nising appropriate technician waining and experience as wn
alternative path to registration,

The necessity tor courses undertaken inan apprentice’s
own time to be compulsory,

The fact that the present system of “ordering™ apprentices
o attead block courses is based on time served and not on
ednecational achiesement and, turther, that any attempt by
an institute to group students of similar attainment tends to
be othet by defermenis over which the institute has o
control,

The justitication for an extension of the peovisior of techuical
mstitute bursinies on a pro rata basis to appreatices who
attend volunrary block courses st the level of Trade Certitie
cate or Advanced Trade Certiticatr,

The stegestion that both technical instinutes and examining
bhoards could with advantage nuke greater use of the re-
sources and  professional expertise ot the New Zealand
Councl tor Educational Research,

Hootelo tor Lehmnad D titdey

In 1905 the Commission of Tnquiry into Vocational FEducation
nrzed most stronaly that the priorities relating to the provision of
techinical institute bestels be reviewed in order that all studerts be
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aiveitequal priozitv, We note with regret that 8 vears lazer planning
for . osted to aceonnme date apprentices has vet to commenee, and
trat L Kk ef seitable qecommodation inhibits any extension of the
sreaaprentiee-htpschere tor taral Maoris, Vo reniedy this situaion
te we thing ;u.ul\ teconnends;

b hat Vo Sealding wf hostds por technicians and apprentices he gicen
el /'.'.":r.'l.; E f/z Luistels por other Hpes o students,

Education for Management Responsibilities

Voo tndividu, ll who is r-'\pnn\ihl-' for the work ol others, regard-
fess ot his [ o nthe oreanisation, or the nature of the orgaiisa-
Loy nqn s itz i managerial Gl o that he may dlv(lm fv
ctilt - hednan resoarees and meet the demands of his role in the
woerhpiaces Tt priceipte anplies equally i education and induosry,
wthe schocd vaincrpal’s office, and o the tactory oo,

e ot of neamezentent has chuanged and will continue to
clhoanzes Lo tsecning oo grearr role o manacement and while
ahered b s p.-ni:'il;.x'i-)'n Mo nakagement are stlonot
will el ing New Zeabaned, afl indicauans point to their inereasing
accen e o ndkstrys Maneeement and Labore alike need o
v vecater aeedertaadine ot eaclootic"s roles and o the probable
cilicet s ab chanes Leely oo take place o the futere, A simibar
st onescis 1 e anterstelationships etween wchools and teiy
arelencs parents and connunitees, Today, managoment skills
are e eedea e an nere sty wide sariety o tieldsy i the
T i‘n'; Sy, .:'!‘ BsLaee,  manae el nt i~ becon, i"" all
RN RHHNE , wrtubdoile acnivitios, New Zoaland's corrent nanage-
toat e eads 1o be tracmented, and often Bear lite
seiatenr U e o ch resaare e, anad Conraings o oir sStiation,
Lo e e crvent v wtices are esential e tie wellsbeing of
sk ke e tation aned the predactivity and cticienes o the
crere s e hales Boady e [n.l.m dind prvate sectors mnet
pee e e ceend e cdneate e ceis and rade unionins to

drel o v s ot e ived of the,

Education of Women

The readitonal vndeney o categorine Jobs i termis o sex s
deerca ins bacis it a major facior inhibitine the opportunities and
the o oo contrioation of women in the libouar toree, The
pet i ol the Bgnal Pay et 1972 and carreat moves to introduce
l( aishicon o prevent diserimination aginst women are  major
oo tovsard, bt leanbaive peavision alone cannot establish trae
cqrniaty o opportinaty, Lacreased provision tor training, better
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giidance facilities, changes in emplovers’ attitudes and policies, and
increased parent and commrenity awareness of the need to change
the expeetations of men @na women - particelarly schoolboys and
girls. about the vole of working wornen ave all turther iuncamental
requivernents, While the number of ginls who andertake taming on
kaving school compares tavourably with the nunber of bovs, girls
tend o prepare for a very limited range ot occupations, Discussion
ol the role of the secondary school in influencing vocational choice
is contained i chapter 7,

Many marvied women with family vesponsibilities wish to retain
their Kl or train tor new occupations during their period out ot
work torce, inanticipation of ve-eatey, The veport Women in Manu-
Jucturicr Duduin® suggested that apart from provision of” part-time
work, women could keep in touch with development through
provision of “out-work”™ where feasible, ivitation w regular “open
s eblications and the greater nse of tadio and welevision as
meants of instraction atd mtormation, The working party supports
this statement but would also highlicht the need o industey
traininy boards tecimicol mstitutes, the Technicnms Cortification
Avthorinand the rades Certitication Board to seek furtier positive
e ob rovidines texible training for weren inihis category, The
concrrent work eapericnee requirements tor weehtician and oade
tihing proztammes often mean that women are unable o ander-
take Gaining in these ocespations, awind while the beacheral aspecets
of corcirsont sorh expertence are well reeoamsad, e reeulation.
docininhin the cth ctive employient of wonen in thiese nuajor areas,
Povder aenues doadd alos be sicen to develbping short courses
of o terrnal satire aned making provisien for croesecredite between
e et Deveut cotitses and cthier presramanies,

Totactitare the resentry ol women to the work torce, thie workine
ety revaonne s

oL s e b de aad ol bty ooy ot

e b amme Y a e b feoidii posater dlexcbilinn and
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Crrentdy te ve are wo hinancial provisionss and i sy cases oo

sl st b empiosiend feltowing raime, for wornen who
nedertane oncntation or presciplovment traicing . progrennnes.
Woon undettaking co-te-job trating are paid, but many women,
rori Lok ol conidence, are rolictant o seck cmploviment without
attendine: orierteton and presemplovinentoourses, Teshould abo be
nered o cunrent otfestation and presemplovment taining Qs
lsed ro uaditional wenien™ s oconpations: The Nustralian Departs
ment of Lo bos recenthy stitsted a0 imancially assisted
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employment training schieme for women restricted from employment
by domestic responsibilities; and the recent British report of a Labour
Party Study Group in Britain on Discrimination Against Women
recommended that special grants be made to firms training women
tor jubs outside the traditional range of women's work, and to firms
providing vefresher and retraining opportunities for women returning
to the work force after marriage.

The working party considers that the question of financial
assistance for married women wishing to undertake training, particu-
Larly in new occupations, should be closely examined and recom-
mends:

10. That the Vocational Training Council and the National Advisory
Council on the Employment of 1Women examine the need for such
provisions in New Jealand and make appropriate recommendations to
the Government.

Maori, other Polynesian, and other Ethnic Groups

Chapter 16 NMaori Education), highlights vocational ecucation
for the Maori people, however, New Zealand now has a large
Island population ‘the recent publication Polyuesian and Pakeha in
NS Fducation* estimates that the 1971 Census figures for the
Island population will be approximately 47,000), and a number of
other major cthnic groups.

The Vocational Training Council has recently established a
National Advisory Committee on Polynesian Employment an.i
appointed a Polynesian advisory officer. These developments have
lud the toundations for a proper overall study of vocational needs
in this area, but the working party considers that the problems of a//
cthnic minorities in the labour force require examination to provide
a sound basis for the establishing of comprehensive edueational
programmes designed to prumote better working relationships and
understanding hetween all races, Attention to Polynesian peoples
alone 1s not enough,

Tep management, personnel and training specialists, supervisors,
trede union ofticers, and statt in industry and educational institutions
sutler, to varying extents, from a lack of knowledge about the needs
of the different races. Educational programmes which ave specifically
designed to promote greater understanding—and which should
preterably be conducted in the workplace by trained people from all
races concerned -are now needed in New Zealand. The working
rirty therefore recommends:

UL That the Vocational “Lraining Council be asked to carry out an incestiga-

tioninto the problems and needs of all ethnic minorities in the labour force
with a viee to implementing appropriate educational programmes,

s ) H..l sl HOLCOGUND Belitrs L B v and Parela e New Jecland Eoluestion,
oo [, ey g ) CQulures, Auckland: Hooremann, 1973,
120
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Chapter 10 CONTINUITY

Gne persistent theme that has been central to the discussions of
the working party, whatever area of concern, has been the import-
ance of provision for a continuous, integrated pattern of education.
Continuity has received emphasis, whether in consideration of
early-childhood education, primary-sccondary transition, teacher
education, school and vocational relationships, or school to tertiary
education. It is part of the overall emphasis on continuing education,
a concept which has implicit within it the notion that organised
schooling should itself possess sequence and continuity.

‘The problems which urise from organisational and professional
discontinuity were highlighted for us when we began to discuss the
role of the intermediate school. We soon ran into difficulties which
arose, not from considerations of curriculum or methods of teaching,
but from conflicting claims about the appropriate “professional™
placement of the intermediate school-—as cssentially primary or
secondary in its orientation. As we studied this “‘grev”’ area between
the two services it became increasingly evident that the existence and
future development of the intermediate school raises fundamental
questions concerning the validity of the primary-secondary dicho-
tomy, and exposes the educational vulnerability of the distinction.
But before examining the implications of this dichotomy more
closely, we need to make a brief historical excursion to remind
ourselves that the problem of continuity in the system is not new, and
that its resolution hus resisted the suggestions and recommendations
of many committees and studies much more formidable than our
own.

Discussion and debate on ways of achieving more continuity and
co-ordination within the New Zcaland pattern of schooling may be
documented for at least a century. If anything, there is probably less
controversy at present on certain aspects of this issue than at earlier
times. Problems of co-ordination and untfication have indced figured
prominently in the terms of reference for a steady succession of
commissions of inquiry. These begin with the first commission set
up within a vear of the 1877 Act, a Royal Commission on University
Fducation 1879, and proceed on w the Cohen Commission {1912 :
the Svllabus Revision Committee '1928:; the Recess Educution
Committee 1930 : and finally the Currie Commission 1962},
The Curric Commission viewed the question of continuity and
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co-ordination as a matter of wrgent importance and its report deals
at length with questions of administrative unification, structural
change, and curriculum co-ordination.

Filorts to improve administrative co-ordination have, however,
met with little success. In passing, we might note that the Depart-
ment of Education organised its first Conference as long ago as 1910
to consider “the broad questions . . . bearing upon the co-ordination
of the several parts of the system”. Beginning with Stout (1886),
Hanan (1916, Atmore (1930), Fraser (1939), a variety of reports
of proposals have also been placed before Parliament with the
objeet of achieving greater co-ordination at the local or national
levels, So far no Government has been bold enough to pass legisla-
tion to restructure the administrative system.

But it would be untair 1o judge progress purely in terms of ad-
ministrative advance; as a working party we are concerned with
professional liatson among teachers, and especially with voluniary
personal co-operation within the profession. While there will be
general acreement that there is still scope for much improvement
in the collaboraton of teachers both between ditferent levels of the
swstem, and also within particular schools or institutions, we also
acknowledge that a progressive movement towards better liaison
las been taking place, especially in certain areas of curriculum
plinting and the preparation of teaching materials. We need to
consicier the nature and extent of this liaison as well as the “pro-
fessional™  problems which arise from  the  primary-secondary
distinetion,

Lison, co-crdination, and continuity are very much a matter
of relationships which exist in a local community between groups of
neichbouring schools, Tvis important to recognise, then, that the
realities of the situation vary widely and that the opportunities for
voluntary professional or social activity among  the teachers of
small towns are very different from those available to teachers in
the sorawlhing cuburbs of the larger cities. Similarly, there arc many
dithrences between sehools in tradition, status, and clientele, even
though certain patterns are commonly recurrent. Such ditterences
show up very elearty, for exarnple, when one examines the variety of
geographical and social environments within which contributing,
intermediate, and secondary schools exist. In brief, quite straight-
torward facts such as enrolment patterns will often determine what
is feasible in terms of colluboration over such things as curriculum
plannimg, exchange of informaton about pupils, the sharing of
texthooks, joint sports activity, or communications to  parents.
Discussions on improving co-ordination between schools frequently
rest on generalisations and ignore the actual contexts of the schools
concerned. More than a decade ago, J. . Watson, in a national
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inquiry which attempted to examine these facts critically, concluded
that in a third of the situations {where intermediate schools existed)
co-operation was already about as close as one might reasonably
expect, and i another third it was friendly and cordial it not so
very active®, Any concerted etfort, therefore, to improve laison and
collaboration in these distriets, or in those other plices where the
atmospherse is apathetie, inditterent, or mildly hostile will require
skilful leadership and administrative sensitivity.

The liaison we have been discussing is @ liaison within the present
administrative and professional structure, but we need to turn to
the educational implications of the discontinuity which we have
criticised. At the outset we should re-emphasise that it is not just a
matter of primary-intermediate-secondary relationships: for example
primary teachers need to take positive steps to learn more about
carly ~childhood  education so that children coming into primary
schools will move into an environment which is closely related to
that which they have experienced in their carlier vears, There is
at present little active laison between primary teachers and those
whe work in the carlv-chitdhood area. These two groups have in the
past traned in different institutions; methods of parental involve-
meat have varied widelys and curricula have been largely unce
ordinated, We realise that this s a complex and difficult question
but with an increasing number of children receiving some form of
carly-childhood education it will be important to ensure that a
further mujor discontinuity is not allowed to develop within our
svstem, Secondary schools and tertiary institutions also need to
improve the flow of information among themselves, and to accept
some of the responsibility for secing that the student’s transitional
expericnces are understood and reasonably provided for.,

But, undoubtedly, the major problem remains that of the division
between primary and secondary schools. We know that there is no
simple administrative solution as far as the control of schools is
coneerned, but bedeve that the problem is mainly professional and
largely the product of particular historical circumstances which we
cammot ignore but which should not continue to dominate us. We
have made reference in the discussion on primary education to the
second-best™ attitude towards primary schools which has heen
prevaldent. We need also to recognice that secondary education
developed, not as a response to the elementary educational needs
of the many, but as a privilege tor the tew,

This concept of secondary education as a privilege has continued
in the minds of some secondary educators and parents, who have
as a result expected pupils to feel grateful. Expectations of gratitude

s\ arson, |, K. Intermediate Sciea vy in New Jecland, Wellington: New Zealand Coundil
for Educational Researchn 1,
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by teachers for services which in fact they are required to render
have sometimes had unfortunate consequences. Some teachers have
telt hurt, frustrated or annoyved when this gratitude has not been
evident, and they have reacted in a variety of wavs from outrage
to disiltusion. Pupils, too, have sometimes reacted badly to the idea
that teachers were doing them a tavour by teaching them,

With the advent of secondary education for all there was little
alteration to the traditional structure of many secondary schools.
Although there have been important curriculum developments
schiools have often been reluctant to implement change and often
change that has occurred has resulted {rom pragmatic necessity
rather than from considered intent, The urgent need to break out
of the constraints of the traditional framework is already reflected
in the much quoted Education in Change*. We believe that these
circumstances have resulted in inconsistencies which mark the
organisation of New Zealand education today, and which promote
unnecessary protessional conflicts.

The “privilege” concept has in many subtle ways perpetuated
aspects of so-called “academic” secondary schools which have
otten been no longer appropriate and which have in some instances
been deleterious to pupils, staft, and the system. We have, tor
example, a marked persistence with subjects which were originally
intended for entrance into the professions, and which are not
necessarily appropriate to general education. This subject-oriented
curriculum has encouraged the persistence of instructional tech-
niques which depend upon the “gratitude /punishment” concept
for their success. ‘This subject preoccupation can also be seen as a
form of training for protessional élitism. “Other™ subjects have
been seen as academically inferior and the academic institution
has been credited with superior status.

The disquict of sccondary schooi principals and staff at the
obvious luck of fit between their contemporary intake of pupils and
a patched-up svstem has resulted in a great deal of effort and good
intention to remedy the situation: curriculum development has
been seen as a particularly significant area for improvement;
guidance has been stressed; re-organisation of class structure has
been attempted; and teacher education has been expected to do
miracles. What must be now recognised is that the arbitrary divisions
of primary and secondary are not only no longer organisationally
uecessaryy they are educationally restrictive, and even distorting,
As has been pointed out ehsewhere in our report there is a very wide
range ot individual diflerences in any one age group. This has a
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hearing on teaching stvles and content; for example, if there is such
a thing as a traditional “*secondary” approach to subject matter and
its method of presentation, as handled by a well-qualified “subject™
specialist, then there are some pupils of 10, 11, and 12 years of age
who would henetit from such an approach. By the same token there
are some pupils of 13, 14, and 15 who would benefit from the
traditional primary approach to subject integration and teaching
technique. The distinction between the two modes of approach is so
artiticial in the face of the range of individual differences in ability,
interest, and experience that it is no longer justitiable.

The Intermediate School

One major implication of all that we have been saying is that
there is a need for flexibility in school organisation, in teacher usage,
and in the education of teachers. As far as school organisation is
concerned, we have already recommended experimental variations
in our discussion of secondary education {chapter 7), but we come
back to the intermediate school as an issue of particular importance.
If we can stand aside from any professional ailegiance which we
might have to primary or sccondary education, and take a dis-
passionate view of the strongly defensive stance adopted by the
primary apologists whenever intermediate schoois are criticised,
along with the equally strong assertions of sccondary apologists
that the intermediate years are properly a part of secondary schooling
~-we can hardly avoid the conclusion that the whole tedious and
sometimes acrimonious debate is, in some respects, an artifact of
professional separatism which has very little relationship to the
needs and characteristics of individual learners,

By introducing this illustration we are not suggesting that inter-
mediate schools have not brought about a greater degree ot co-
ordination in the system. Indeed, one of the principal reasons for the
structural modification begun 30 years ago by introducing such
wchoots was to achieve greater continuity. While we may  have
teservations about the extent to which the full advantages ot this
reorganisation have yet been realised there is ample evidence to
show  that intermediate schools have generally  facilitated  this
objective. Moreover, because of the added advantages ot con-
solidation they have also generally achieved considerable success in
providing a broader, hetter-balanced curriculum for the age group
they serve, more effective use of facilities, and fuller use of the talents
and qualifications of the teachers available to them; and many
hine alio inftiated programmes ol commumty involvement, i'o
further the improvements brought about by this structural relorm,
the Commission on Education in 1962 recommended that inter-
mediate schools be renamed junior high schools; that secondary
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education tor all pupils should hegin at Form 1, that the stafling
of the renamed intermediate schools be caleulated on the number
of werklv teaching halt davs as in the secondary regulicions),
that teachers in these schools have aeeess to both the primary and
secorsey nspectonite, and s that district senerintendents should
promote joint committess at the focal level to further junior high
school and seeandary co-operation,

In tact, the commission made no fewer than 20 recommendations
on this subjecty @'l aimed at improving co-ordination and con-
tirsniny vetwern the primary and secondary levels of the system by
estending the junior hich sehool or intermediate school reorcanisa-
ton s napidly s possibles These recommendations follow on
divecrlyand retlected very significantlvy the structaral and curri-
cular veforms begun during the 19205, They are also consistent
with the recommendations which emerged trom Watson's study of
intermediate seliooling,

Flhat sneh im recommendations hayve not vet heen implemented
is prrhans a turther reflection of the adiministrative and prui'o-sxiun'll
(!m« ntinvits which soll exists hetween the pnm v and secondary
serviee s W helieve an adequate appreciaton of the pote ntial
ol iz and other alteenatives for restructning the organisation of
the sehoal svstenm at this time will net be achieved unul the larger
iote has been resolved, namely the ereation o a amified teaching
profession along with a single inspectoriate and an admimstrative
stracture which eliminates rather than remlorees separateness,

The Teaching Profession

Vootar as dlexibiliny in teacher deplovment s concerned  in
paticnbar, the movement of teachers between levels of schooling
we have a history of o largely one way movement of primary -
trained teachers into the seeondary serviee, Frequently this move
has occurred atter the teacker has gained a post teacherstraming
nnisersity qualification, and it may well be that many such teackers?
oricrnal ambitions were to teach at a secondary level, Teis difliculs
to determine whether tis inthus of primavy-traimed teachers has had
mach, iU any, etlect on teaching and organisational approaches in
the secondars system, The reverse tlow is muoch less frequent; there
eaist much more dithealt administeative barrviers imiting the casy
access of the secondary-trained teacher to the primary system, For
example, the revision: of Nanual and Technieal Regulatons has
atfected promotional  opportunities for specialists i the inter-
mediate ared,

Fhat the lew s one-way is canse for concern, particalarly as the
Hecesity to retain a balance of mate wachers intthe prim iry schools
i~ likely o he compromised Jia 1972, 63 percent of primary teachers
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were women, But also, there are many teachers in the secondary
service who could make a strong contribution to primary education,
One tactor i this one-way movement s the salary ditferential:
extra salary is o strong artraction to a teacher who s bringing up a
voung family, This is not mited, however, to the young teacher;
it is reflected in principals’ salaries as well, However, at the point of
recriitment, there are encouraging signs that the primary service
s attracting increasing numbers of applicants, Recruitment s
buovant and in the past 3 vears entry to primary teachers traimng
courses is inereasingly competitive, More “uncommitted graduates™
than hitherts appear to be taking up printary teaching as a career,

The working party notes with satistaction the extent to which the

profesional organisations alveady co-operate and the present moves
towards . more formal linkage, Nonetheless, despite these healthy
strns, it appears to us that the first step in breaking down professional
barriers is the ereation of a common salary seale based on experience,
refevant qualitications, and weight of responsibility. We think that
Lick of movermient towards continuity may have stemmed in large
part from teacher insecnrity with all s dimensions of statns, salary,
or academic jealowsy, T s essentiale therefore, that as we urge
tat teachers and the edncation svstem os e whole should promaote
continuity, so we shonid also arge that teachers he given i common
pre tessional and oreanisetional security which is based on eriteria
which apply to the profession as a whole Tnospite of the complexity
ol this v and the decp=seated administrative ditheultios involved,
we tinak we shonld declare our mind on the matter, and recommend
accardinaly e

Vo That thege he o unibed primary and secondary toachive sercior v New
el il comamon certthealion i rezhbation, compuiahl. condi-
s of sercice, and a0 sinzle saleiy seale: and that differentiels o
slery, and appotntwent Le velated G experieree, wlezant qualifications,
wn-d .‘i..';‘/'.‘l nf n -_,'.ur\il:."/!'._".' ranivd,

2o bt thes profossioned unfiention: sxtens! toaqll the upporting and
el v b, tnluding tee e tectorate,

3. Tkt e tiea putior /"""/" i ke I)I'\'ll!.‘."\f.'[fln;t‘ the New
wottond Filacativngd Listitute cnd the Newe  Jealand Post-foriman y
Teackery” Avoctation, Le requested o ser up a joret conomitt-e o study
ditis and mears of moiing tocnds the etablihment of a single
frodosional orzawsation for teachers,

The Education of Teachers

We have already dealt very fullv with this topic i a previous
chapter 8. but wish to lnghlight the particular aspects of teacher
cducation which have a bearig on continuity, There is no real
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history of combined or integrated training of primary and secondary
teachers in this country. Indeed, the history is largely one of a
stiugele for inaependence, calminating in the establishment of the
Sceondary Teachers College at Auckland  and  the Secondary
Dinvision at Chnistehareh, Uhis history, has, however, been coloured
by ditferences in modes of entry to primary and secondary teaching
services, Certification has long been necessary in the primary area,
whercas registration is not vet a reality in the secondary field.
Consequently, the notion of teacher education for the secondary
arca s a comparatively novel one. The concept of integrated
primary and secondary teacher education within a climate of pro-
fessional  unity,  organisational  freedom  of teacher  movement
between services, or total curriculum planning has never been
seriously canvassed in New Zealand. And vet it is within the field
of teacher education that we would expect to find the most en-
lightened and forward-looking thinking on the whole problem of
continuitv, People in this field hold a key position and should be
able to give a lead where others are constrained by professional
allegiances,

Although the problem of continuity is clearly recognisable, it is
certain that its solution is likely to be compounded of the many
and variable factors evident throughout this whole report. It will
not be achieved by any apparently simple organisational device
alone, Putting schools on a single site, unifying directorates and
inspectorates, or declaring teacher education to be a unified,
integrated process may have little effect. But if there is one factor
which 15 central to the whole issue, it is that of attitude. Attitudes
can persist in spite of organisational change, in the face of curriculum
innovation, and despite the statement of worthwhile educational
aims. Change is most likely to occur when the change yields obvious
benefits to the teacher as well as to the pupil. The benefits may be in
terms of flexibility in employment; removal of a sense of isolation,
frustration or mistrust; and ultimately in work satisfaction recog-
nised by all in the protession,
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PART C THE CONDITIONS AND OUTCOMES
OF LEARNING: CURRICULUM, ASSESSMENT,
AND RESOURCES

This part of the report could well have been calied simply *The
Curriculum™, tor in its widest sense it incorporates the materials,
methods, and outcomes of learning, In chapter 11 we give an over-
view of current thinking about the curriculum which has relevance
for learning and teaching at all levels of education. Moral education
has been singled out tor special comment as this appears to be an
area of particular concern to many people: while assessment
represents acrucial, but inadequately recognised part of learning
and teaching, The chapter on buildings is refatively brief; nany
of the pressing problems are of an administrative nature and we
have limited ourselves to certain aspects related directly to tlexibility
i learning and teaching,



O

ERIC

Aruitoxt provided by Eic:

Chapter 11 'THE CURRICULUM

This chapter is ditferent from most of the others in this 1eport
ir that there is a considerable amount of deseriptive and inter-
pretative material, but few recommendations, Because the curriculum
is at the very heaat of fearning and teaching we considered that 1t
WAlS Decessary o attempt to pertray its many facets and to iflustrate
the complexity of curriculum change.

Advanees in earning and teaching will not come about rrerely
throngh adopting the particular recommendations we have made.
What is needed s an understanding of the nature ol the cerriculum
in relation to the characteristies of the learners and requirements
of the societs in which they will mature as aduls, and the tope of
swhool atmespiere and orsanisation within which the carviculum
can tultil the needs of developing bearners, In this chapter we Lave
tricd o convey an arfentation or attitude to the curriculnm which
mav conribute o this understanding,

Aspects of the Curriculum

The cavricutum encompasses all the ploned learnang experiences
otlered toastadent under the cuidance of an education d institution;
it includes all the activities o teacher designs tor each student
according to his abilities; interests, needs, experience, attitudes,
and stage of development, However, althongh these experiences are
plinned to achieve certain objectives, students learn thines other
than those ntended for thenn They learn also from their fellow
students, by tdking to ihem, observing their behaviowr to cack other
or to the sttt they learn from thes way statt hehave amone them-
~elves o to the studeats, and from e way the school i organised
and administered, Necording to the oxtent to swhich these Jearnime,
can be planned and controlled vhey are partof the school curriculuna,

This rather broad detinition of curriculum does vot amply that a
sehinol or other educational fnstitntion is necessartly o powertul
factor or even the most powetlul fwctor ina stadent’s education.
Students learn from v variety of experiences: honr almost every-
thine thot they do or from the thines which happen to them, The
school is only one intluenve onastudent’s education; for example,
a pritnary school child i<in contact with school for some 1,200 Tots
only cach vear, orabout T percentol his total year, Parents, brothers
aud sisters, triends, sporting wsociates, church, television, radio,
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films, newspapers, comics, books, and his particular cultural en-
vironment together play a very large part in a student’s education.
Parents. teachers, and others need to have a realistic appreciation
of hotl the extent and limitations of a school’s influence : some groups
in the community ask far too much ot schools when they expect
them to change the values of socicty, solve social problems, cure
social ills, or counteract an antagonistic or apathetic home en-
vironment.

A useful and slightly more expanded definition of the curriculum
s been peovided by Gl EL Beeby:

N curricudum, as T osee ity covers four things, [t covers first of all
cither astatement, o an asumption, of the aims of one’s schooling,
oi tie kind of youngsters and the kind ofadults one is trving to produce.
Necanddivg it contains a statement of content of what children are to
frare andd experience and the amount of choice they will have within
that content Tt contains, thirdly, asstatement of the method or methods
that are st Gikely 1o achieve these aims. How specitie this statement
vowithdepend in large part upon the level of education and training ot
the teachers concerned. With well-educated and thoroughly trained
teackers the most broad and general suguestions as to methods may
suthi: o bur with Fes intellectually sophasticated teachers it s olten
necessarts to be mach more deiailed and specifie,. Fourthly, the
curtiuivnn must contain a statement of how the work of the schools
is tor be evaduated. Tappropriate methods of examination or instruction
Can an ans carticalum®,

These forwr wspeets of the currienlum provide points of reference
for commenting on the situation in New Zealund and suggesting
directions of change.

A, Objectices -Auy  curciculum  includes  objectives  {even  if
implicitly . but these objectives vary with tradition, with social
and coononiie drcumstances, and with the ditferent views that are
held of the natire of society, the nature of knowledge, and the
charactetistios of” the Jearners, The ditferent eraphases that are
placed on these have farereaching implications for the curriculum.,

At present there are no nationally stated aims for New Zealand
cducation, althongh the Working Party on Aims and Objectives
suggests that schools should provide an education “which extends
the individual's capacity to learn, relate, choose, create, communi-
cate. challenve, and respond to challenge so thar he may live
ettectivelv in the community of today and tomorrow and achieve
satistaction an the process™,

B UL Cornoniam Plcsing, Tn Howsono N Geoed. | Decel pig 1+ New Cnrniendum,
Lovdac Hewemann, [,
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But a general statement such as this, while it provides criteria for

evaluating the curriculum, must be translated into syllabuses and
i necesary’ into examination preseriptions for the goidance of

teachers. At present, all national svllabuses vequire the approval of
the Minister of Education, althoueh they all permit considerable
tfieedom tor teachers o devise courses suited to their individual
situations. \s far as examination preseriptions are concerned these
dominate titth-, sixthe, and seventh-form courses and cast their
shadow over much of the third- and fourth-form programme. As
extermal examinations exert less influence in the future, the flexibility
inherent i syllabises mav become more evident in practice.

The working party believes that what are needed in the curriculum
arca are broad national guidelines which would pertform a function
stmilar to that fulfilled by the present syllabuses and examination
preseriptions. These guidelines would indicate both general aime snd
more particular goals, together with suggested teaching methods and
specimen units tor teachers, which would allow  cossiderable
treedenm in planning and implementing appropriate programmes.
National guidelines ot this type would lielp teachers and schools to
develop coherentstructured programmes, the plianned continuity of
which would saleguard the sequential learning of pupils who transfer
trom one school o another. They would also provide o basis for the
development of resource materials and back-up services. Witi.out
these the domination of the text book might well replace the stscture
of the syllabus or examination prescription.

One implication of this approach is that policies should be directed
toswards giving greater assistance to schools, and espectally towards
helping teachers to use their professional skills to develop curricula
tfor their schools within the framework of national guidelines, As has
already been pointed out in many places in this report, we see the
need tor schools to aceept more vesponsibility as co-operative
professional units. This is nowhere more necessary than in the
cosordinated  development within the school of W curriculiim
progeanime.

We theretore recommend:

L. That further decelopment of scheol=based curricnde wcithin broad
vati mal suidelines be encourazed and <upported; and that mechaniyms
or breadls-hased staff conudtation and co-operatice planmng witkin
the school and betceeen the school and local wlitsory ser:ices he
trenthered,

Ancdher implication is that the development of natonal guidelines
hondd reflear discussion and comsultation beoween all interested
pattics. AU the present tme a curriculune Iaison committee con-
sisting of teachers, members of the Curticulem Dovelopment Unit
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and other appropriate members of the Department of Education
meets informally twice a year to exchange views on matters affecting
the continuity and co-ordination of curriculum development. But
because curriculum development is of interest to a wider range of
groups the working party recommends:

2. That a liaisen and consultatice committee containing wider representa-
tion _from the carious broad groups (including employers) interested in
the curriculum in schools be established in association with the
Curriculum Decolopmens Unit.

The working party further recommends:

3. That once this liaison committee has been established, and gains in
experience, it consider the desirability of recommending the establishment
of an advisory committee which would take over its own and other
Junctions regarding curriculum development.

by Content - When a school has decided what it is trying to do
then it devises a teaching programme to achieve these aims. ‘The
nature of this programme depends on the previous decisions that
were made about the purpose of education, what knowledge is to be
taurht and the way in which the individual students can best learn
it. The problem then is to tind a way of planning the programme so
that there is a logical organisation of knowledge and learning
experiences. The type of organisation chosen for the curriculum
plays an important part in determining how learning proceeds.
Important considerations are:
® Scquence of content and learning situations which are appropriate

to each student's level of cognitive development:

e Continuity, so that learning is continuous and cumulative with
cach stage developing from the previous one;

e Integration, so that students can relate learnings to cach other and
to their experience.

‘This represents the ideal situation, but in practice the content of
the curriculum tends w be more formadised than this vrganisation
would suzgest. At present this content is listed in varving amounts of
detail in syllabuses and examination preseriptions. It is divided into
subjects bused on established  disciplines which have gradualiv
changed and widened over the years in response to social pressures
and the growth of kanowledge. Primary syllabuses and regulations,
together with secondary instruction regulations, have endeavoured
to ensure that each student at school follows a varied and balanced
course providing a full general education necessary for his individual,
social, and cultural development. But oic the whole the curriculum
i sl orgunised in terms of subjects and learning tends to progress
in cach subject mdependently of the others, except in so far as basic
literacy and numeracy affect all other subjects.
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I'he curriculum reforms of the past 20 years in New Zealand have
tended to reinforee the division of school knowledge into subjects,
but at the same time emphasis has been shifting from teachers
teaching subjects to pupils learning about living, Consequently
the choice of knowledge has to be related more to pupil perceptions,
to ways of thinking and learning, to methods of analysing informa-
tion and solving problems about their own lives, and to an under-
standing ot their relationships with other people and the world
aronnd them, The technical difficulty of implementing this *“learser
centred”” approach to the curriculum is often underestimated, and
it 1s doubtful whether it is generally recognised how much skill is
required to adapt programmes to individual capacities and ex-
perience yet, at the same time, to plan for sequence, continuity, and
integration. It is a skill which calls for a thorough understanding of
the subject in its relationship to other arcas of the curticulum, and
of the priuciples and methods of learning and teaching that are
most appropriate.

(¢) Methods - -1t has been said that New Zealand schools are
muscums of teaching theory which contain specimens of every
coneeivable dogma, past and present, of teaching procedure:
faculties being strengthened through mental discipline; practice
developing prompt responses to given stimuli; personalities being
provided with a favourable environment in which to grow and
untold: and students being helped to discover ideas, reorganise
their perceptions, constrict relationships, and gamn insights. This
probably contains some truth in so far as ihere are different ways of
teaching or learning a particular process or idea, depending upon
the student, the teacher, and the circumstances, Difterent teaching
and learning stvles are appropriate for different selections of
curriculum content, contributing to the achievement of different
goals, and encountered by difterent groups of students in different
schools, New Zealand teachers are educated in princinles of learning
and techniques of teaching at teachers colleges, have practical
teaching experience during training, are helped by colleagues,
heads of depirtments, principals, advisers, and inspectors in their
early teaching years, and attend in-service training courses at
which teaching methods are stressed. This may appear to be quite
adequate as 4 preparation for teaching, but as society and the curri-
culum change, teachers need even greater opportunities for con-
tinaed education. *The essence of curriculia review and development
is new thinking by the teachers themselves, as well as their appraisal
ot the thinking of others. This means that they should hitve regular
opportunities to meet together and that they should look upon the
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initiation of thought, as well as the trial and assessment of new ideas
and procedures drawn from other sources, as an integral part of
their professional service to society™*,

The document from which this quotation is taken is entitled
Practical Support for Curriculum Change, and it is this matter of practical
support which cannot be emphasised too much and which we take
up in many parts of this report: the establishment of teachers
centres can provide some of this support. Such centres in England
aiaa Scotland focus local interest, provide a setting for professional
discussion and education, and enable innovative ideas to be evalu-
ated, adapted, and spread more widely. Thev serve as a centre for
local working parties of national or regional curriculum projects or
for trials of resources and methods develope: rlsewhere. Teachers
not directly involved in these activities are kep’ informed of them and
of experiments or developments elsewhere. The teachers centres are
also used to inform and involve groups of parents. Vv'e believe that
such centres are essential for New Zealand teachers if they are to
meet the demanding requirements of new curricula and develop
the skills to implement them, and we make recommendations
accordingly in a later section of this report and also in the chapter
on learning resources.

‘d} Eraluation—When curriculum change is planned, is being
implemented, o1 is complete it is inevitable that questions will arise:
Will it work? How is it going? Wus it successful® Evaluation is a
complex process which not only involves comparing outcomes with
intention during and after the change, but is also essential at the
beginning when the objectives of the new curriculum are being
established. Value judgments are made then about whether these
objectives are appropriate, relevant, worth while, and whethier they
can be achieved. Later as more objective evidence becomes available
these questions need to he asked again. Sch100ls have received their
tasks from society and so are accountable for their trusteeship of
students.

Evaluation includes methods of determining educational outcomes
by ohtaining data on student behaviour—for example, assignments,
classroom  behaviour, tests, and examinations—but goes well
bevond them to a comparison of actual with intended outcomes,
including judgment~ and decisions about all aspects of the currs-
culum: the objectives, the content and teaching methods, the
organisation of the curriculum, and the methods of assessment. In
evaluating a curriculum process it may well be decided that the
aims are unattainable, that the subject matter shovld be selected

;I'.}xc Schools (€ ‘ouncil, Practical Support for Curviculum Change, The Young School Leaver.
London: Her Majesty’s Stationery Office. 1968,
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in a different way, or that the assessment methods were inappro-
priate. If students perform poorly on a test or examination this
does not necessarily mean that the teaching has failed. Possibly the
test was not valid in that it did not measure the objectives of the
curriculum or distorted the balance among them, possibly it was too
hard or was marked to too high a standard, or possibly it was
ambiguous or not enough time was allowed. Evaluation includes
judgments about the measurement procedures as vell as using the
data from these instruments to make decisions about the success
of the curriculum and the progress of the students in achieving the
objectives.

Evaluation is aimed at improving the curriculum and should be
a continuous process present at cvery stage of curriculum develop-
ment. As each section is implemented it should come under scrutiny
and as it is completed it should be reviewed so that the programme
can be adapted. It may be necessary to change a course to suit the
capacities and experience of the teachers, to provide introductory
studies to remedy discovered deficiencies in student knowledge, to
prevent wastage of teacher time and energy, or to save moncy.
“T'his continuous review should be comprehensive, covering all the
objectives and aspects of the curriculum, and should be consistent
with the balance and organisational principle of the curriculum,
Unless there is provision for continuous modification the innovation
will become anachronistic,

Evaluation is an essential and continuous part of the curriculum
development process. Those involved in the change should also be
involved in the evaluation. Ii is unjust to pupils, parents, and
teachers to wait for the change to be completed and then attempt to
evaluate it. If this were done the new mathematics curriculum
might not be evaluated until the end of 1977 at the carliest when the
tirst pupils complete the entire programme. Neither teachers nor
administrators are prepared to wait this long to correct faults,
improve methods, or revise content—and the School Certificate
mathematics prescription has been reviewed and adapted three
times since 1963. Because of the complexity of the process, the
difficulty of controlling the variables involved and the inevitable
ditference in objectives, curriculum development as a whole does
not iend itself to controlled experiment on a new versus old basis.

Not only do administrators and principals need to be kept aware
of the eftectiveness of the curriculum and teachers informed of the
progress they are making in achieving the specific aims of their
course, but students want to know how they are doing so that they
can redefine their goals, adapt their learning, and gain in self
knowledge. Parents also are raturally interested in how their
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children are achieving and the extent to which the school is succeed-
ing in bringing about desired changes in student behaviour, It is, of
course, much harder to assess student progress in some areas, such
as vilue formation and social maturity, than in others, but care
should be taken to ensure that these areas arve not neglected.

The procedures used to gather information tor evaluation aftect
the type and level of teaching and learning, because teachers tend
to stress what can be assessed, and students concentrate on what
will be tested. As was mentioned earlier, public examinations tend
to dommate the secondary school curriculum and  assessment
techniques are ruling rather than serving the curriculum, It curri-
culum change s implemented with a considerable degree ot local
treeddom and teachers or schools devleop their own emphases on
various objectives, topics, processes, and learning styvles to suit their
pupils, then evaluation of student performance by external ex-
amination or standardised test becomes unsatistactory. Teachers
then need training in varted techniques of assessment and evalua-
tion, and this, along with other points more directly related to
national examinations, is taken up more directly in chapter 13:
Assessment [particulirly in recommendations 1 to 3;,

We have dealt with this matter of evaluation at some length
because we believe it to be one of the weakest aspeets of curriculum
development in New Zealand. Itis not that the need is unrecognised,
but that the whole concept of the curriculum as something tm-
posed from ontside is very dithicult to change, and a corollary of this
concept is that evaluation is regarded as largely the responsibility
of back room experts, not of practitioners. Allied to this 15 the
tailure to appreciate that curriculum evaluation calls for experience
and skills which must be developed and supported as a matter of
conscious policy, and which also make further inroads upou that
limited teacher resource- time. We make a recommendation con-
cerntng this in a later section,

Innovation

Curriculum  innovation  has, traditionally, been a very slow
process: one American investigator® who studied the diftusion of a
large number of new ideas in education in the 1950s found that
there was 2 St-vear lag between a felt need and rhe avpearance of
an innovation to meet that need; a turther period of 15 vears before

o\ ort, PooStedoes an Fdioatienal Innevateen trone the Tostitute o Medmamstianee
Rewear b Ar Ouersies. In Miles, NOBo Feier beciiton an Dduciten, New York:
Copsrbar Urnversats, Tind,
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the innovation was adopted by 3 percent of the school systems;
and then arapid period of adoption, tollowed by a period of decelera-
tion, However, i the last 20 years in New Zealand and overseas,
the spread of innovation has been accelerated by the activities of
formal curricubun organisations, such as the Curriculum Develop-
ment Unit in New Zealand, the Schools Couneil in the United
Kingdom, and the Association for Supervision and Curriculum
Development in the United States. These in turn are the result of
increasing awareness of the need to plan, integrate, and control
innovation to meet the growing demand for education and to spend
more money on improving cducation,

But curriculum change is not a simple matter, nor can it be
evaluated without taking into account its several dimensions, for
example, rate, scale, degree, continuity, planning, and direction.
Some examples illustrate the point,

Rll(c‘

Activies was 1o be expected as aoresult of the setting up ol the
Curriculum Development Unit follosing the reconmendations of
the Cinrie Commission; there are even those who may argue that
inovaton has been oceurving oo tast for adequate assimilation,
For example, since 1965 every mathematios svllibus or examination
proeseripuaon trom infunts to form 7 has changed, Since 1997 almost
A scienee sollabuse s have heen revised or vedralted. Concurrently,
bhut more slowly, revisions have beon occurring in soctal studies and
Enciish, Since 1905 audio-hngusl approaches have been developed
tor teaching French, German, and Maort, and  new Juapanese
svilabrises have been introdueed.

Nea e

Facike paa decade almost adl aspects of sehool learning have been
attecred Dy mmovation. "This can mean o wide ranze of changes over
severad subjects tora primary school teacher o more concentrated
st ot hanges for o sinelessubjecr secondary school teacher, The
actabexrent of tiie change may not bhe as great as mivist be indicated
by the changss in soHaboses, examination preseriptions, or the
writings i cdncationad jourmabs. Many schools may be lett Largely o
parthy antouched, and ny continue o teach che old material in the
old wav s or some limited nes materielb inoaonew wav, While i s
ditiic vl o obian compreliensive objective mtormation on actial
schont pracice it apopears chos e has been casier o chanee subjeet
matter than teaching sivie or curtioulum orcanisation in New
Zoeabwd schoals,
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Degree

Curriculum change can range from fundamental to superficial,
Itis quite possible to mistake the appearance for the substance and
adapt new materials to old ways that they were meant o replace,
Science programmes intended to employ a “discovers™ approach
can be taught by lecturing, demonstration, and note-giving, Non-
streaming can be introduced without any corresponding change in
teaching methods or resources. However, change seldom means a
completely new start in curricnlum, Teachers have had a tendency
to swing from one position to the extreme opposite position, rather
than building on what was sound and adaptable in the old
approaches and content. Advocates and crities have tended to
assume exaggerated positions, for example, in PSSC physics, new
mathematics, transtormation geometry, and the present English
revision. Teachers feel more secure it they are given time and
opportunity to change steadily rather than abruptly, and both pupils
and community aceept the change more readily and find it less
puzzling it the change is not oo extensive or too abrupt.

Comtinu:ty

The majority of curriculum changes have evolved from previous
practices in a continuous development. While pilot scheme mathe-
matics introduced some revolutionary new material and methods it
stll contained a considerable proportion of traditional subject marter,
and much of what was introduced was related to this, From 1965 1o
1969 schools Tuad to apply to the department to join the pilot scheme
and their applications were ipproved only e was felt that they had
the statt willing and able o teach it Consequently the growth was
controlled, reachers at other schools saw new guide notes, texthooks,
amd examination papers, and attended refresher and insservice
training courses. When teachers at i school felt confident and pre-
pared enongh to teach the new preseription they persuaded their
priveipal o join the pilot scheme or, after 1969, progressively
itrodnced new courses,

Lducationad change terds o be evolutionary, and while this can
he vodaly sdow and frustrating at Least it proteers teachers from
explosive chuanges which may tollow a long period of inactivity, and
which may be more far-reaching and disturbing than was originally
intended,

Fhe vwoesiremes ob curneculurmn development are, on the one oo
national, plenned, unttormly supported. deliberatelv-timed change,
amd o the other hand persesall intuidve change resulting trom local
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needs. Most curriculum changes in New Zealand have run the
gamut of the continuum, but it is not always the case that they have
been adequately supported or analysed. In the case of national
planning, support has not always been strong enough in the provision
of resources ‘e, time, staft, space, books” or in the preparation of
teachers to implement the change. And individual, local changes
have not been capitalised upon through being analysed, shared, and
adapted for wider trials,

While planning may sometimes appear to delay or constrict
individual change, it is worth pointing to the opposite danger —that
of change tor the sake of change or as support for a reputation as an
innovator. Continual or ill-considered change can be much worse
than refusal to change,

Dirvction

Direction of curriculum change is linked  with the idea of
continuire, Ina sense much of what is happening in education today
not only has s roots in the past, but is a second or third cycle of
arowth. Nontreaming and non-grading characterised many rural
or urban primary schools, district high schools, and optional courses
i secomdary ~chools in the paste Inquiry  techniques,  topic
approwches, and discovery methods are not new, and much of the
1928 red book  Syllabus of Instruction for  Public Schooly)  sounds
retnarkably modern today, The “spiral™ approach as advocated, for
examples by Jo S0 Bruner; has characterised some aspects ot English
P e, toreizn langunee, mathematics, and science education and
in many wass cchoes Whitchead's “rhvthm of education™. In this
senseinwhich established ideas are refined, extended o new areas,
and integrated with trends in other subjects  curricunim: develops-
ment had been ovelies Inanother sense there has been a lincar
progression in curricaddum, The pragmatic direct method of teaching
foreien Lineuages has developed into andio-lingual approaches, but
what is thoweht by some o be undue reliance on unsupported sound
has led them o incorporate turther reinforcement through visual
pereeptions. so that audio-ingual methods have developed o
andio-visual approaches,

Curriculum Development as a Planned Activity

Noset pattern of curriendum development has been followed on
cvery occasion in New Zealand, butin recent years a typical pattern
fas emereed,

The initial step in the process has nsually beenapeviod of iovestis
aution resalting from some general feeling or pressure tor change
withine the profesion or the community at large, This has been
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followed by a representative review conference or confererces,
frequently at an in-service training centre, Physics, chemistry,
biologyv, general science, health cducation, mathematics, social
studies, and English are examples of subjects which have recently
come under scrutiny in this way, sometinies on two or three oceasions.
At such conferences, the majority of members have been teachers,
teachers college lecturers, sometimes university teachers, together
with departmental inspectors, advisers, and curriculum officers.
The outcome has sometimes been a report with recommendations
for further experiment, trial, or pilot schemes, or for syllabus
revision,

Further representative conferences have been held as necessary
to formulate guidelines and specific plans for the recommended
action. .\ working party or pilot scheme committee or syllabus
committer may have then been set up, as the situation required,
The purpose at this stage has been to develop an experimental
programme, or units of work, or trial svilabus for exploratory
teachmyg i w number of schools. Progress and development have
been regularly reviewed, using information gained from field trials
o amend and modily materials, and newsletters sent to all schools
have been used to keep teachers informed of the course events were
taking, and to invite their comments and criticisms.

Concurrently, plans have been made for the promotion and
implementation of the new materials. These plans have included
m-service training programmes for keyv individuals, inspectors,
subject advisers, senior teachers, and heads of departments in
schools. Arrangements have been made for the preparation of
teachers” guides, handbooks of suggestions, resource materials,
teaching aids, and perhaps textbooks. There has been a special
need also to see that teachers colleges have been aware of the new
developments so that pre-service training programmes conld be
adapted aceordingly,

This pasteri represents the tirst stage only of curriculum imple-
mentation, and in view of our emphasis on *“national guidelines”
and local adapration it is evident that at the local level wachers need
extensive and - continual - supporting services-—especially - from
departmental curriculum officers and inspectors, With greater free-
dom tor the individual school the problems of continuity in the
curriculum from infants to torm 7, co-ordination of resources, and
regional co-operation loom large. It is here that inipectors, curri-
culum othicers, and local advisers can plav a crucial role, but the
working party is not satistied that inspectors can fultil this role
adequately as long as they carry heavy grading functions, and it
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believes that the Curriculum Development: Unit will need to be

strengthened it it is to give the necessary national leadership and

advice, We thoretore recommend::

1o Tha .;'!\['t'('[lili nf sehond s be I/!lu;'n‘.\‘\li."e'{)' ./.'I(I{ _[}lr.')' thetr

tesiche ey vl 2 prvctions ot they cat deiote piore s v
wnd ot tedchers o decelep and apprane ten hing prosvaranes i
their schaols, to the organtsation of courses and 1souies Jor srhools,
and to infromine the commuity ahout educational deielopments.
b Thet the Cuviculum Developmert Unit he o strertiemed o
cnahde 0 ta contimie to ceny out national furctions, foescmple,
sotestiny Awead and pationzd priot - schemes, cealuativ canvculum
souceoes, canving out yesesch and - deceivpment on the cuniculum,
decising and deploving resources, working awith guideline commiltees
toseardy the production of ratiercl guidelines, and ensuring cintinudy
wf e curiaondum. '

Teachers and Administrators

Iis misteading to attempt to separate teaching and adminisiration
in corricutum chonge. What have appeared to be administrative
problems have become questions ¢l what, how, and why o pupil is
to learts tor example, the intlus of pupils into secondary education
hots led to a reeexamination ot school courses, Converselv, ehanges
in curricalum lead to changes in resourees, equipment, and statling
and waless adiministrators, sueh as carriciinm otlicersg advisers, and
spectonrs share with teachers in the rethinking of aims and methnds,
the pesorrees iy ot be adegrate o implement these maehods and
achieve tivese purposes. Corvienlum development is a Co-operative
prowess imvolviveg reachers, pupils, parents, teachers colicee lecturess,
deparupental officerscand the wider community,

But this co-operative process depends upon approprivste atiiiudes
aed atiicient Skill and espeticnce on the part of tose who st
plav central voles Vet administator, such as anivsnector
or Cuticiben otieers whe las evolved framg bt it Taeer part
vt scheol s sihgect o Tiedances os he attempts o brivg abont,
aeeint, o ealuate curvicalum e, i pr«\im:, teachines avid
sditnstia e evpericices colena bis thinhing s Lis establisiood role
Bae e iater expectations both tor hineell and teachens: and i
sist boarn i exprerieeee, for Lo Licks practical tainiae, Yet liis
v Ll 1o ensire o cosoperative appro el to planuing means
Uit Bie st tobe thee initetive i defiming te comnlemenita s toles
of the paaticipants a0tk which calls forase naitive el realistie
dchertardine o e tead b s Sitnation and of the most appropitiate

Db o el cr e cotandication,
l t
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It is obvious, then, that the aulministrator needs training for his
task and should not be expected to learn “on the job”, But the same
principle holds for teachers: a major problem of local curriculum
innovation is that at present many teachers are not able to make
cliective decisions because they Lick the relevant training and do
not fally understand curricnlunt desvelopmene, It teachers are to
assume responsibilities for change, and we think they should, then
largesscale provision for  continuing teacher education and for
supportive programmes is necessary, Otherwise hopes for sustained
curriculnm improvements will be disappointed,

We do not niake a specific recommendation here but point to the
major cmphasis of the whole report on the need for adequate
provision for continuing education, not just for teachers but for all
protessional and administrative staff,

Organisational Climate of Schools

For curriculum change to become effective it must be grafted
into the school o that itis not just confined to a limited area: the
school must adapt and reorganise to accommodate the change,
Ormmisational innovations are more durable because the number
of people involved ensures greater continuity and the administrative
provisions and resources have their own momentum. But whether or
not aschool is able to innovate and incorporate curriculum changes
into irs structure depends upon the manner in which the principal
and senior statl conceive and pertorin their leadership role, Tt s
alse dependent upon the school’s administrative structure, since
communication and involvement in decision-making affect motiva-
tion and support of curriculum change, We have already made a
genteral  recommendation concerning school-based  curricula (see
recommendation 1 above, but need now to spell out some of the
details of the consultation and co-operative planmng involved in it,

While the principal is the protessional leader and chief adminis-
tratoi in e ~school he alone cannot formulate new objectives, or
plan e implement w new curvicnlum: suecesstully without con-
side rable stath werreement and support. It the people who are affected
})_\' the Chanue Process Lave no part in its plmmiug their discontent
and dissatistactiom will tollow. Ethciency in changing depends on
those who do the work, the resources available, and the admims-
trative support provided. [Fteackers are involved from the beginning,
o that they have helped to idennity the need for, and the purpose
of the ehunze, or hayve been kept informed of the philosophy behind
the ohjectves and teel tiat they have had an apportunity to shape
thetn, then, although all will not agree, they will have been consulted
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and will have a commitment and respousibility to corporate decisions
agreed to by their representatives, They will be more aware of the
constraints in planning a school progriame and mayv he more
prepared to invest time and cttort in the change, In any one school
it mav not be possible to involve all staff at all stages ot the change
process but it a central planning group s tormed the channels of
communication with the rest of the staff should be kept open, so
that they have full information about the need for and the nature
of the change, and are able to feed back their opinions,

Changing a curriculum is unlikely to be achieved by exercising
authority, and it 1v the currienlum itselt” which should carry the
anthority, making its own arguments clear, demonstrating a quality
at least equal to it predecessor to both teachers and users of school
education. Hitherto the authority of most school curricula has
resided in the external examination svstem and, not surprisingly,
changing o School  Certificate  prescription  changed  classroom
practice almost immediately, at least as far as subject matter was
concerned.

Changine any aspect of the school curriculum is liable o change
the pattern of work relationships within a school, Teachers have
tended to he somewhat solitary figures in their classrooms, separated
from their fellows, and although they have had a lot of freedom in
how they have taught, not many have had much say in determining
school p()li(‘y.

Greater responsibility and freedom for teachers may mean a
areater need to co-operate with other statl and with students and
consequent loss ot some traditional freedom. Relaxation in relation-
ships between one teacher and his students creates a pressure on
other teachers, and change in one school alters the status quo at
another, [t is necessary to try to anticipate the side eftects of any
particular imnovation in order to maintain control over the situa-
tion and lessen the likelihood of tension and upset. Support may be
necessary tor some staft it dithiculties arise @s a result of change, and
pleaned remtorcement will help to keep things functionmg, I
Leachers are to co-operate effectively it mav be necessary to redefine
aims ad change tsks ot particular stdt members as a0 result of
periodic reviess, The ability o sk for and take eriticism is essential,
aind adiniuistrators should make svstematic, well-planned provision
to ensure interchange of ideas so that comment, judgment, condem.
tation, or moditication does not appear too threatening or destruc-
tive, However, nnless o tentative tunetable b decisions, mitiation,
atdd review somades nothing may happen except tdk and un-
cortaints, Inthe carly stages the main peed mav he Loy energy,
Roossledee, and tiouehr and icis most unbikely that any reed Change
cair he wchieved overmght,

11}



What we are spelling out here are some of the implications of
regarding the school as a professional unit, Clearly, it calls for a
high level of professional responsibility on the part of teachers, But
it is also clear that the leadership demands on the principal are
very exacting indeed. It teachers need the support of a continuing
education programme, then principals are perhaps even more in
need, for they have had practically no specialised training tor their
tasks, particularly tor their role in facilitating and supporting
teacher co-operation and involvement in the total curriculum
programme of the school,

Pupils and Parents

Understanding and support for curriculum  change will also
be necessary tor others involved. Parents and the public must be
kept infornied, and the 1972 Secondary Schoal Curriculum Con-
ference saw this as a crucial aspect of planned change. Finployers
wish to understand school courses; parents like to think that their
children are being properly educated tor productive and satisfving
living: money may be raised for extra materials and equipment;
the board of governors, school conmmittes, parent-teacher association,
or local community may be asked to help with some aspect of the
new curriculum. Like teachers, these groups need to be well informed,
to feel that they have been consulted locally or nationally, and to be
i sympathy with the curriculum change. They need to be assured
that the proposals are within the capabilities of the school, the stafl,
and the students,

If students know what is happening and are able o participate
actively in the process of change, the resultant curriculum may be
more suitable o their aptitudes, abilities, intereste, and educatonal
needs, and elicit greater co-operation from them, There is abundant
evidence chat student achievement s strongly related o parental
attitudes, Conseqaently it change at school 1s not to be distrusted,
the community needs not only to be in ssmpathy with the aims but
also to understand the methods by which they can be achieved and
the progress nide towards them, This in wrn exposes the sehool to
scrutingy and may raise questions about quality and standards,

Community use of school resources may help to break down some
of the apparent barriers between some members of the community
and the school. On the other hand community resources should
he used by schools 1o provide more relevant learning for many
puptls and, wt the sune time, o help establishe doser relations
between the schoal and the comnmunit. Some of ot recommenda-
vions in other chapters deal specifically with the development of
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community schools, and such a move would facilitate this exchange
of resources. We also draw attention to the same point in dealing
with secondary education, and are aware of the present policies in
some areas where schools and their communities are being brought
closer together. But we think that within the context of this
section it is important to reiterate the principle of school-community
relationships and recommend:

3. That more schovls be encouraged to explore ways and means of
establishing  closer relations between themselves and their come
munitics so that:

(a) Parents and others may make greater use of school resources;

‘b Greater use mav be made of communily resources to procide
relecant learning experiences for their pup;

‘¢ Puarents may be given realistic regular opportunities lo gain
information about the school curriculum and to discuss the nature of
that curriculum with staff.

Resources for Teachers

Almost evervthing we have advocated in this discussion of the
curriculum will require more knowledge, skill, time, and resources
for teachers, We have stated explicitly here, and in many places in
the report, that unless teachers are given adequate training and
assistanc they should not be expected to carry out the kinds of
policies stegested by the working party. In an ecarlier part of this
section ‘methods: we pointed to the need for teacher and resource
centies it various levels, and it is through these that many teachers
mav be enabled to understand and experiment with curriculum
development. hrough these {as in their own schools  where
appropriate  they may be able to work more closely with teachers of
disciplines other than their own to ensure that the total curriculum
for cach pupil is balanced and appropriate,

How ver, it is not only opportunity which ts important, but time
to ke wse of opportunities, Schools will need time allowances or
the sort of planning, consultation, and evaluation which we envisage,
While this impiies more liberal stathng iv also depends upon greater
flexibility in class sizes, and upon individualised programmes and
courses that allow pupils to make maximum individual progress.
Reduction in pupil-teacher ratios are needed but these alone will
not tecessarily improve learning and teaching. It is one aspect
among .whole network of aspeets; for example we hove emphasised
Changes inattitudes amonge teachers, and have pointed to the need
tor co-operative ase of all the resources ina school or group of
schools  including stadl,
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We think it werth while o specify these points, and thorefore
recommend
6. That local teachess cund resonnce’s condeer be edahiiind o anwinvd
tachers Ga ddesigning and onplementing neie enreicula at all lecels;
b Tt tackos begicer o mare tene to prepare wnd - eicalnate
cuwntcul:on deelopment vn their schooly;
‘o That chools adopt  or extendy policies of shariig their

revearces eguipment and staff ceithin a school and with neighhouring
ool
O,

The Next Decade: General Directions of Development

It present constraints on curricelum development such as external
exdninatons e removed, and the other recommendations of the
working  party  nnplemented, vial and interesting things could
happen in the next decades Some of these will be continuations of
present trends, some will e the realisstion ol ideas recently cone
ceived. and others will be innovations rosulting divectly trom these
cinges, Anindication of some of these directions of development
tlustrates pessibilities tor the improvement of learning aud reaching,

Newe iy and Swcial Prevsures

The continuing social emphasis on equality of cdecational
opportmity is leading to greater emphasis on a broad  general
edacation tor pupils ot all abilities, attiinments, and motivations,
Pupils are staving lonzer at school so that new courses are becoming
necessary to provide an education for a new type of pupil. Youny
people are increasingly concerned with complex personal and social
interaction, and as they discover more whout the changing ways of
the world in which thev live they have problems in assimiliting
and accommodating new ideas. Separate school subjects as tadi-
tionadly tnght are ard tor them o svnthesise, and nems see Hitle
obvious relevance in school learning so far as their preseat or
mtended Ttves are concerned.

[ i possible as o E Suochan showed at Rangiora over 5idvers
aue* o resttacture the sehool curricalum, particalarly that of
secandiny schaols, so that 1tis more conceraed with social preocesses
and lie tunctions, the interests and needs of stadents, and broad
felds of study contred around unitving concepts and themes related
o student pereepties and concernse Atttudes and values e
changing and hecowiog more divergent, and some parents, hinding
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their own beliefs r - -V in question by events reported by the media,
and by the critic: - .r.tude of voung people, are becoming uncertain
and insecure an .rning to the school for support, or for assistance
in functions that were formerly part of the family’s responsibility.
Increasingly, schools are expected to proo ™ ¢ courses in human
development, social relationships, and moral education.

The objectives of the educational system as a whole, or of any
part of it, are based on values, and as the values of society change
so will a school’s aims. However, it is precisely when the community
is unable to agree on values and is divided by moral issues, that
teachers find their task most diflicult and their attempts to help
their pupils with these problems most open to question. This whole
problem of the role of the school in moral education is in the fore-
front of educational discussion tn many countries, and we feel that
it warrants special analysis as an aspect of the curriculum, (See
chapter 12: Moral Education. )

New Subje- t Content

In recent vears new content has been included in most arcas of
the <chool curriculum and, as knowledge grows exponentially,
existing content will be exposed to continuing review, with new
ideas pressing tor inchision and the relative importance of existing
concepts being reassessed in each subject area. New subjects are
now muking claims for inclusion in the curriculum, for example,
sex education; outdoor cducation and survival topics such as
water satety, road safety, and safety in the mountains; French and
Masri in the primary school; and human development, moral
education, economics, Japanese, and computer science i the
secondars school. Subjects at present included in the school ¢nrri-
cuduni, but which are low on the unofiicial hierarchy, sueli as aer
and eratt. masic, and physical and health education are being
teassessed in terms of their contribution to the achievement of
crrricnlim objectives. We have received very detailed representa-
tions concerning the need to upgrade physical education at all
levels of the school svsteme Although we have not been in a position
to invesagwate the area in enouch detadl to make a firm recom-
mendation, we believe that these representations warrant detailed
attention by the Department of Education,

The hnowledge explosion s also making it quite clear that the
corvicnhun must emphasise processes and - methods,  problem
solvine, aud important principles and approaches that are widely
appli- able aather than specitic: facts and  limited  techniques.
Students we being expected o become more responsible for their
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own learning and teachers are endeavouring to teach them how to
learn and encouraging them to form positive attitucies to learning
s0 that they want to learn. The present rate of change will almost
certainly ensure that pupils in school today will have much to
learn throughout the rest of their lives.

As the curriculum places increasing emphasis on processes rather
than tacts, related subjects are becoming fused to form new areas
of study in which integrating themes and general principies can be
stressed. Both the 1971 and 1972 conferences which reviewed the
sccondary school curriculum* advocated integration of subjects
into broad ticlds of knowledge.

These changes in content imply changes in time span for teaching-
learning sessions, flexible provisions to permit more individual
study, and increased stafl-student interaction. More varied grouping
will also be necessary to permit greater staff co-operation in inte-
arated programmes, small group work, and independent learning.
These in turn will require replanned buildings, with greater pro-
vision tor difterent tvpes of resources and more adaptable spaces,
hence our emphasis on flexibility in buildings {see chapter 13).

New Mothods of Learning and Teaching

Teachers are increasingly departing from their traditional
authoritarian role and acting as guides and facilitators of student
learnina, especially through the provision of opportunities for
students to learn for themselves. More attention is being paid to
designing programmes that taks into account the differences in
ability, stage of development, interests, needs, and experiences of
students; to developing intrinsic motivation: to ensuring adequate
success: to involving students actively in learning and enabling
them to discover relationships for themselves; to setting them
tasks that appear relevant; to providing more purposeful repetition
in learning necessary skills and arranging for periodic maintenance
tor lonz-term learning of important ideas; to providing information
abont progress and achievements so helping them to set themselves
appropriate goals tor learning, to develop their ability to learn by
themselves, and to make a realistic assessment of their own progress.

New methods often necessitate new or expanded resources, but
regrettably these  resources —~whether  they  involve equipment,
printed material, ancillary staff, or technical assistance-—often lag
far hehiad the aspirations of teachers or the expectations of those

$ 1zt ot o Ldueation, Tre Secifiny Sheal Currscnlimg 1o Sume Lowes and Procpects
a1 oe e e S T L Currsenluers S, L pdeid House Conperence Report 170, Wellington::

Conerr cend Poonter, 1972,
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outside the classroom. It is for this reason that we have separated out
“learning resources” for .pecial discussion, although they are, in
effect, inseparable from the curriculum itself (see chapter 14},

But as emphasised carlier, the concept of the isolated teacher
teaching a single subject has clunged and will change even turther,
Teaching methods and new ways of organising the curricaium are
obviously closely refated, so that extensions of assignment or project
methods, integrated topic approaches, or broad fields of study
centred around social issues will necessitate great flexibility not only
in individual teaching methods but also in co-operative teaching
ventures.

Evaluation, as part of the whole instructional process, has already
been heavily stressed, but as learning programmes become more
individualised interest will increasingly centre on cach student’s
progress towards achieving his full potential. T'eachers will not be so
interested in comparing his achievement with that of other students
or with national norms, as in assessing the extent of his learning in
order to plan the next learning experiences. Iustruments tor diag-
nosing ditficulties;, measuring aputude, readiness, mastery, and
attitudes will be needed, and adminisirators and principals will need
to ensure that even if all teachers cannot be familiar with many of
these assessment instruments, there will be at least a pool of ex-
perience within the school upon which teachers may draw.

Two final points: one concerning articulation between primary
and secondary curricula and the other concerning the potential
threat of curriculum change tor some teachers.

With regard to the fivst point: we have already spoken out strongly
in tavour of greater continuity, and it is in the carriculum area that
the signs are most hopeful « for example in the form [ to 4 svllabuses),
We reiterate, however, that, while the present two-level structure of
recional and local administration, inspection, appointment, pro-
motion, teacher training, and pay scales persists, attempts by teachers
and curriculum developers to promote real articulation between
primnary and secendary curricula will be hindered. Local haison
between teachers in the various types of schools can help e smooth
the transition for students as they move from one svstenn to the other,
Morcover, it individual schools increasingly  develop their own
curricu’a and co-operitte more closely with their connmuities, then
this iy help in the development of a coser velationship between
all of the schools i an area,

With recard to the second point: teachers differ i personality,
expe ricnee, teaching stvles abilitv and contidence, While changes in
curriculum are more hikely to suceeed it they provide freedon and
flexibility tor teachers who are able and wish o experinient, at the
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same time it is always necessary to provide a definite supportive
framework for the less able, the less confident, or the inexperienced
teacher. I the school is viewed as i co-operative professional organi-
sation rather than as a collection of individual teachers, then this
problem should be readily solved.
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Chapter 12 AN AREA OF CONCERN--MORAL
EDUCANTION

Schools are under pressure to take a more active mole o the moral
~{ucation of their pupils, but exactly what this role shoudd be ts not
wonavs clears T Keeping with our emphasis on the school as an inti-
mute learning and teaching community, the working party turned
its attenton, in the first instance, to the school asa social unit,

As o commuaity, the school s vitaliv concerned with the values
which govern human relationships  relationships among papils,
hetween papils and stafl, and hetween all its members and the wider
community of which it iv a part. Like all communities, schools have
social rubes and regnlations which by-and-Loge reflect the rules of
the greater society within which they operate, Some school regula-
tions may appear o be irksome or trivial to pupils but are specially
designed to preserve the particular character of the school as an
cducational imstitution. T here is, however, a thin line between social
wlicharity and contormite tor its own sake, What may seem to be
merelv o domestic vule, for example dress or hair length, may
suddenly become o matter of fundamental value —of individual
freedom, justice, authority, or parental responsibility,

Other rules are less likely to be challenged, those tor example
which concern the protection of the individual trom exploitation,
the tair distribution of rewards and punishments, or the responsi-
hilities of the individual to the group within which he works or plays,
Yetit would be i mistake to think that pupils are not very sensitive to
the justice of these riles and o the ways in which they are enforeed
or supported. Questioning of the natnre and exercse of authority,
desive for pupil  participation in decision making pressure for
televatae in the curricnlume all of these suggest that traditional
comeepts of pupil-teacher relationships are changine and that the
rales which govern the «chool community are heing judueed by moral
criteria sich as tationality, justice, vespect for individinag ategrity,
and sociad tesponsibalbing,

We e alwass hnown that the school, by its orcmisation and
through the evervday events of the classroom, veflects et of moral
and social valiues, We recognise, also, that the wav o pepil exper-
cnees and intecprets the moral vabues implicic ot sehool
comnemity may have 0 considerable influence apon his moral
deselopment, evert abthoneh we wnow that G henes normesiy has
aomaely areoter inthieace Qe of the chiches ob meaad cdncation

as ol Gty other aspeots of cducation  is tat ewomle more
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powerful than precept—and there is no reason to ignore this time-
honoured warning. We cannot urge too strongly the futility of
“talking” about the nature and significance of ultimate principles
of moral behaviour and judgment, such as justice, respect for
persons, rationality in moral discussion, it the school in its own
social organisation and in its dealing with individuals ignores or
negates these very principles. It may be argued that schools are
well aware of this responsibility, but ncvertheless the working party
believes that a reminder is not out of place and recommends
therefore:

. That schools examine their own rules and regulations and the means
hy which they are enforced, bearing in mind that these details of social
organisation are powerful examples for pupils of the ways in which
fundamental moral principles are applied in everyday social life.

[t is verv casy to speak glibly of “democracy” in schools as though
the werd has some self-evident meaning when applied to  the
institutional inanagement of large numbers of pupils, under com-
pulsory schooling, in circumstances where teachers are expected
to be responsible not only tor the educational development of
immatute individuals, but also for their general behaviour. This is a
ditlicu't wisk at the best of times, but it is even more diflicult when
society el rellects uncertainties and changes in standards of
conduct and in acceptable personal and social values. The difliculty
is compounded by the fact that like all social organisations, the
school caneot avoid the compromises and limitations implicit in
institutional responses to individual needs and problems.

One very ditlicult arca at the present time concerns the exercise
ol. and response to, authority, Itis true, as has already been pointed
out. that schools bear a heavy responsibility in their exercise of
authority within their own social organisation, but it is also clear
that this i+« threessvay relationship which involves parents as well
as teachers and pupils. Parents sometimes assume that the school
ought to take full responsibility for the behaviour, attitudes, and
values of their children while under the care of the school. But
this can result in intolerable pressures on teachers, especially where
parents themselves do not support or demonstrate the clementary
values of social responsibility, are unclear or confused about moral
issues, or fail to realise that the school and the home play comple-
mentary roles in the moral development of their children. This is
not 4 new problem, but the working party believes that it is increas-
ing in estent and gravity and should be faced more directly.
Because the school has gradually been required to accept greater
responsibility tor the personal developuent of its pupils in almost
every aspect of lite, there is a danger that society may demand more
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from ite schools than can reasonably be expected of them without
Strong communily support. This is partly a matter of communication,
and we recommend:

2. That through discussion, publication. and any other means of com-
municatton bet:een the school, parents, and local community agencies
and services. the obligations of the school to parents and the community,
and of parents and the community to the school, be clearly delineated
and stated.

3. That. as a contribution to this task of communication. the Curriculum
Dezelopment Unit be asked to gather and make available, on. request,
examples of statements or suides compiled by schools concerning codes
of behacionr, agreed principles of co-operation and responsibility
between hume and school, and pupil responsibility and involvement in
the sacial affuirs of the school.

So far, we have limited the discussion to the social and personal
values embodied in rales, in individual behaviour, and in the
school and home responsibility for this behaviour, But there is much
more to moral education than this.

Itis unfortunate that the term “moral education is often used in
a popular but restricted way to refer to a handful of moral values
of particular contemporary concern, for example permissivencss in
sexual relationships, drug taking, or disregard for law and order.
While the school must obviously uphold the law with regard to
such *moral offences™, and while it normally reflects the accepted
moral values of the wider community in its precepts and practices
although, as we have seen, this is not so now clearcut,, it is by no
means limited to this indirect role. Indeed, by its very nature, it
has a dircet role to play which is its distinctive educational contri-
bution,

Untortunately there are many groups in society which would
like to use the schools to inculeate the particular values which they
cousider to be tundamental. But the very uncertainty, diversity . and
even conflict in the readm ot values within contemporary society
mikes such a course inappropriate and unacceptable, In a society
which 1y static, which tolerates no deviation from an authoritative
moral cade, and does not ever require the individual to make a
choice between values or to work out for bimself the moral impli-
cations of some action or decision- in such a society moral education
as distinet trom moral indoctrination is unnecessary fand would be
dangerous . But our contemporary society is almost the reverse,
and we place a heavy burden of decision-making on the individual.
Even when the school sets out quite conscioushy to reinforce parti-
cutar moral values through its everyday social organisation ‘for
example justice, honesty, concern for others) it still has a direct
responsibility to assist the pupil to understand why these values are
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thought to be worthwhile. In other words, as part of society, the
school reflects current moral values, but as an educational organi-
sation it has a responsibility to develop in its pupils the capacity to
reflect on these very values - -to apply the tools of rationality, to
discuss, and to criticise.

‘This implics some risk, especially to the conservative, but it is the
only way in which an open, flexible, and changing society can protect
itself from domination by irrational, doctrinaire, and incotsistent
value svstems. Not only for society, but for the individual who is
forced during his lifetime to make numerous decisions which have
moral implications, it is surely important to have experience and
guidance wn making moral judgments. This is an cducational
obligation we must aceept in a changing, pluralistic society, but it is
one which has been largely neglected,

Awareness of moral issues has alwayvs been a part of the curriculum,
For example, the moral implications of different courses of action,
discritnination between conflicting values, and the judging of actions
in tenms of fundamental moral criteria {such as justice or the
avoidanee of cruelty to othersj are issues which arise naturally in the
study ot literature, history, and the social sciences, It has been
argued that this is the proper context within which discussion on
moral issues should be conducted and that deliberate planning for
this tvpe of experience in making or cevaluating moral judgments
would be artificial and probably inetlective, But the working party
is not convinced that this is a valid objection to “deliberate
plaaning™,

In the first place, it is very doubtful whether the majority of
teachers hay e the inclination, the confidence, or even the background
experience to tease out the moral implications arising from a parti-
cular issue or to help pupils to become aware of what is involved in
moral discourse, In most cases the objectives which the teacher has
in mind are quite ditferent, and the learner is unlikely te become
aware that he is involved in a discussion of moral issues unless his
attention is specifically directed to this aspect of the subject.

Secoudly, we believe that, in the present climate of extensive and
unprecedented public discussion of contemporary moral issues (from
personal to international), we have i clear obligation to our pupils
to give them direct and carefully planned experience which will help
them to learn what is involved in making moral judgments and
decisions, We recommend:

4. Lhat the ability to discuss and evaluate moral issues and to learn what
is incolied in translating precepts into practice be a central rather than
a peripheral outcome of leaching activilies in the area of moral education.
Moral education should, therefore, be a deliberately planned part of
the curriculum in schools.



It is not envisaged that a period called “moral education™ should
be set aside on the timetable, but that within those subjects of the
curriculum which have topics which clearly deal with moral issues,
specific provision should be made for giving pupils experience in
understanding the nature of moral reasoning and judgment ras
differing, for example, from  empirical  justification, aesthetic
appreciation, or mathematical proof’;. The planning of discussion on
such topics would need to take into account the fact that there is a
plurality of views in the community, hence we recommend

5. That discussion, debate, or other activities be guided by the following
aoals;

(@) Developing awareness of the function of social rules in particular
societies and of the moral principles implicit in such rules;

(b) Recognising differing personal ideals and values which indivi-
duals hold, respecting the right of individuals to differ, and becoming
aware of the set of values from which thetr own ideals are crystallising;

(c) Developing the ability to discuss and accept the existence of
alternative points of view on moral issues, learning to apply the
criterion of rationality to moral judgments, and learning to follow
through the consequences and obligations arising from moral decisions;

{d) Recognising and learning to appreciate the moral issues involved
in the reciprocal rights of individual and society.

The role of the teacher in this type of educational activity is very
difficult to define. There are obvious dangers that the teacher might
wittingly or unwittingly use his position of authority to reinforce
values or moral attitudes which are not acceptable to the community
or to some parents. On the other hand, the teacher has an obligation
to inform pupils correctly about majority and minority viewpoints on
disputed issues. His role needs to be defined with sensitivity towards
the integrity of individuals and their families, and with due regard
for the society of which he is a part. We recommend:

6. That the role of the teache vin discussions on moral issues b manazerial

- he should deliberately remain a neutral promoter of activity except
where his professional judgment indicates a need for intercention.
In these circnstances, the position he adopts should be directed torards
the welfare of his pupils and their families rather than towards the
reflection of his personal set of values,

We recognise that “‘professional judgment” implies that the
teacher has expertise in identifving the level of maturity and moral
development of his pupils, in knowing what goals he may legiti-
mately wim for, in selecting material and activities appropriate for
these, and in managing the chosen situations or topics. This level
of proiessional competence calls for spedific training and for experi-
ence in using appropriate resources,
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In any plans to introduce such training the assistance of” those
whose academic discipline is particularly relevant should be sought,
namely those with qualifications in moral philosophy, The muan in
the street may think that he knows all about teaching because he
las himiselt been to school; but the teachier knows that there is more
to it than this casual experience of being taught, By the same token
the teacher may think that he knows enough about moral discourse,
moral reasoning, and moral judgments because he has himself
made moral decisions; but the moral philosopher has a wealth of
experience and illustration which should be drawn upon to the
fullest extent. It is thought appropriate to draw upon the knowledge
of those who study the psychology of moral developmentin chillren;
it 1s just as necessary to draw upon the special knowledge of those
who study the natire of morality itself. We recommend:

7. That ray In-service training and guidance be provided for the roles the
tracher iy expected to fulfil in moral education, and that, when appro-
priate, specialists from relevant disciplines be consulted in the setting
up of such corrses;

by The Curriculum Development Unit be strengthened to allow
Sor the dezelopment of resource materials which may be used as a basis
Sor topics in moral education over @ wide range of levels in the school
system;

‘¢y Pilot programmes be encouraged and that provision be made to
evaluate such progra:nmes and to make the roults widely a:ailable if
they are judaed to be helpful to teachers.

[t should be noted that we do not start from scratch in this area.
There are usetnl precedents in the United Kingdom where a good
deal of work has already been done towards producing material for
moral education courses by the Schools Council Moral Education
Curriculum Project and the Farmington “T'rust Rescarch Unit. In
New Zealand, schools have, tor some time, been developing courses
within liberal and general studies with such titles as “tamily life
education”, “education in personal iclatonships”, or “design
for living”™. Many ot these programmes are concerned with pro-
viding pupils with opportunities to discuss personal and social
issues and to extend their knowledge of what is involved in the
making of moral decisions. A recent trend has been the extension of
these courses, formerly restricted to sixth and seventh forms, to
include all forms trom the third form upwards. A recent Hoghen
House course confirmed the importance of such programmes and
reconnnended it establishinent of a sec o spaafic vigocin s for
what they described as personal /social /health education,
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Consideration of controversial issues is an integral part of social
studics, for example the Draft Syllabus in Social Studies which is
currently being developed for forms 1 to 4 includes this statement:
“Pupils ... should also learn how to deal with life's varied and
sometimes controversial situations™, “T'o assist teachers in handling
this aspect i the classroom, the National Syllabus Committee is at
present developing a syllubus support statement on this topic.
Elsewhere in the same draft syllubus it is stated that: “Pupils should
examine, as rationally as possible, the value positions underlying
soctal issues in our everyday life”, They will have opportunitics to
consider a range of values, beliefs, and social actions as they inquire
into some ol the possible causes and consequences of behaviour,

There is no doubt that this is an area of development in education
which is in keeping with the whole trend of modern education to
relate the curriculum to the concerns of pupils, and which gives
teachers o chance to use their professional skills at the very highest
level. Tt also demonstrates that the school has a unique function in
the realin of moral education that s truly educational, that is not
adequately catered for elsewhere, and that is complementary to
the role of the home,
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Chapter 13 ASSESSMENT--INDIVIDUAL
A7) NATIONAL

Tae Purpose of Assessment

The working party received submissions which challenged the
value of national examinations, in particular School Certificate and
University Entrance, Before making anv recommendations about
national examinations the working party considered the purpose of
assessment of pupils and whether there is in fact any need tor it®,
We came to the conclusion that assessment is an essential element
at all levels of the educational process,

‘The main function of assessment should be to indicate to the pupil
the progress he is making and to indicate to the teachier the progress
ot his students and the effectiveness of his teaching, Making judg-
nents about what is happening to children or students in our educa-
tional institutions is an indispensable responsibility ot teachers,
Coupled with this responsibility is another: that teacher-judgment,
whether or not part of tormal assessment, should help students to
fearn, and help them to take responsibility for assessing their own
fearning thus enhancing their ability to learn outside formal
educational institutions, and to form a realistic appreciation of their
own capabilities,

Another function of assessinent, particularly the national examina-
tions, has been to help guide students towards appropriate courses
and carcers, and to indicate an individual student’s attainment to
parents, cmplovers, and  educational  institutions. We  believe
assessment procedures should facilitate the smooth transter from each
stage of a child's life to the next: from primary through intermediate
and sccondary schools to tertiary education and cmplovment.

Society's principal use of assesment is selective --decisions on
entry to tarther education, on bursary awards, on suitability tor
employment, and on salary levels are frequently based on school or
national assessments, We believe, and wish to stress, that the present
wavs in which assessment is used for these purposes is not in the

® [y asstat the working party an its deliberations concerning assessment, a stady gronp
w iy extahinhed t prepare arepeont o car coeaderation. The stndy group report
e s and mokes conanente G reros nnenaations dpot a somber of mgoer concerts
i the teld of weesstent, T addition, the reatlts ol teaoguestinnnuire cuvess, cogeern-
IR aeatnent 1 swecondary schools and employers’ te of gssesment ad sthool leaver,
are appended, Fhis report is to be published tor the informaton of these who wish
cotmder this topc e geeater detad than that provided o this chapeer,
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best educational interests of the individual, or of society. We note
with approval the increasing emphasis on the educative rather than
the selective function of evaluation. Nevertheless, for as long as
sociery reaaiires schools o provide assessments for this function,
methods must exist to fultil this requirement. "This chapter outlines
otr thinking concerning the most suitable assessment system con-
sistent with both our aims for education and the requirements of
SOCIeLN,

Leaving Certificates

A present over 50 percent of school leavers enter employment
without an adequate leaving certificate. A standard form of leaving
certiticate should be given to every school leaver, This certificate,
prepared sutonomously by individual schools, would replace all
national cortiticates after the phasing out of external examinations.

The deaving certiticate shondd ive details of a pupil's progress
and provide comment on his total developrient and interests while
at ~scheol, Te-hould provide information on the number of vears of
attecdaree the subjects taken, and the leel of attainment in each
subject, Commicats on the pupil’s development and interests should
concentrate on strengths in his social, intellectual, acsthetic, athletic,
and paneal development and include comments on his contribution
to the school and community,

Suchacertticate must he capable of casy interpretation by parents,
and by the emplovers and tertiary institutions who would use it
at the diseretion of the heuder -see recommendation 93, The form
and content of the certificate should bear in mind the needs of these
aronps, as well es those of the pupil,

Lie Working Party recommends:

Voo daat vcers secondar, school leacer recetve a leacing certificate cchich

e camplete record of his attaimments,

The School and External Examinations

The secondary schools have felt restricted by the external national
examinations in their etforts to make changes in curricula. The
present University Entrance examinatics systemis designed primarily
tor o minority ol sixth-torm students, vet its presence inhibits the
development of alternative courses tor the increasing number of
sinth tormers not proceeding to umiversity, ‘The working party .
also concerned at the inahility of the school examination prescrip-
tions to meet the needs of large numbers of pupils in the fifth forms,

{60



The working party believes that the curriculum objectives of a
particular school should encompass the intellectual, social, and
physical development of the pupils, and that assessment should be
clozcly related to these objectives. Assessment procedures should be
developed which are more consistent with the needs of pupils and
teachers and the objectives of each secondary school. Care must be
exercised to avoid a situation where the new procedures, like the
present natioaal examinations, would unduly restrict teachers and
their pupils. The main place of assessment in the school is as an aid to
learning and teaching. Whatever form of assessment is used—informal
teacher-indgment, formal internal assessment, or external examina-
tion - -assessment must not be so dominating as to distort the work of
the school or unduly hamper the teacher/pupil telationship, Also
the constraints imposed upon schools by national certificates and
external examinations such as University Entrance and School
Certificate should be reduced. We believe that these national
assessmeats should be phased out and replaced by school-Lased
internal assessment geared to the objectives of the school.

Planning tor such a major change will need to take cognisance of
the preparation time, support, and training required for teachers to
implement internal assessment prodecures. Overseas experience has
has shown that teachers must be given more non-contact time if
internal assessment is to be successfully introduced. If time, support,
and training are not provided, the end results are likely to be inferior
to the present situation.

The working party recommends:

2. Tnat over the next 5 years external examinations be phased out and

replaced by a system of internal assessment within schools.

In the trawsition period, moderating procedures will be necessary
to ensure adequate comparability of standards between schools, to
allow time for teachers to gain sufficient confidence and expericnce
in their changing rele, for the public to be reassured, and for the
necessary training, research, and test development work to be
unucrtahen,

Wien the transition from national certificates to school-based
leaving certiticates has been cotnpleted, moderation of standards will
no lorzer be necessary and can be dispensed with in the interests of
givinz «cliools indepetidence to develop curricula reflecting their
individual objectives. The onus will be on schools to ensure the
acentacs and consisteney of their reporting.

11 working party recommends:

Lhat during the tramsition period standords between schools ¢nd
sutject cronps be controlled by means of modeiating; procedures.
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Preparation of Teachers for Internal Assessment

The working party considers it will take 5 vears to move trom the
present School Certificate: Examination to internal assessment by
teachiers, There will be pressute fronn some quarters to vedeee this
pericd, However, it is essential it the shift to internal assessment is to
be cuceesful that teachers be helped to apply the best of contem-
porary assessment technignes and that they be provided with
profesdionalivadeveloped  test materials. While some teachers are
comtident of their ability to meet the demands of internal acessment,
A receatsuives* rovealed that onlv a snadl minority of teachers had
received adequate training inassessment and, furtherg that teachers
wonhl welcome test materials developed by a professional test unit,
Considering the time needed tor preparation of test materials and
rroderating procedures, for teachiers 1o be trained and to gain
exprerience and confidence in internal assessment, and for provision
cfsutticient non-contact teacher time to make the operation viable,
the werking party expeets a transition period of 5 vears o he a
teabistie tarenet,
Nevertheless most secondary sehools have many vears exbeiience
of' aecrediting students for University Fatrance and ny recent vears
B e been developing the internally assessed Sixth Form Certiticate,
[t mav theretore be possible to change to internal assessment in the
sixt'sand seventh fomsin ashorter period of tme prosided teachiers
are siven training and resonrees to establish aceeptable standards of
internal assessment,
The eiipisis b the preceding sections oninternal assesment at
the secondary lovet should not be allowed to overshadow the need
tor teachers at all levels of education to be conversant withs the
provedutes and potential of educational evaluation. Diasnosis of
cndent stiengthis, weaknesses, and progress will indicate the teeds
of punii., Evadduation of the omcoties of new curricaly, teaching
approachess and tesomrce use will provide essential feedhack en hie
cibctiveness on teaching proscammess Lvaluation ds a0 powettul
cehicatios ad ool i the pands o those anie to wield it properly, but
oy wive e to dangers Lot adequately understood, wna we
tecommient] accondmealy:
b the oetial traivar: of teachos noavesment privebies and
[ vty b atioretiened and that all studenit 1 cchors b I:'..'.'ll'n'.‘/ o
e stabl cmes D aysessment,

Voo e tneserioe Ligarin, i essevament preiciples qr -l frooniure
Fooooprd o lable by ‘()rmlf'\:'n-\' b beey b all lecels.

L Y o Seraapleoy S B o end el by the Noat Civeinpy A SRR
Sooberee b et Caat e Waerhng Pan o b e

.
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More than training will be required it evaluation is to be practised
ethecticelv, School-based in-service training, evaluation materials,
and advizory services will be needed to support the activities of the
teachior oo the work-face. We believe that the Examinations and
Testing Unit recently established as part ot the Curriculum Develop-
ment Unitwill have an important support role through: the following
main fuactions:

e Promoting the development of teacher-made tests and other
weans of evaluating the progress of pupils:

o Procicting the development ~f more sffcetive record keeping Ly
teacbers to allow {ur the continuous assessment of pupils:

e bro.iding a service to curriculum development by evaluating the
oliectives, content, and methods of new curricular approaches;

e LUndertaking developmental work aimed at improving exami-
nation procedures,

The warking pariy revonunends:

o ot e Examinations and Testing Uit of the Curriculion Detelnp-
rort Crat be giren sucient staff and jacilities @ enable adequate
ubport to he gicen to teackers. '

National Assessment Programme

While believing that wssessment should be closely related to the
curricalum objectives of particular schools. the working party
recogiizes that when an emphasis upon the autonomy of schools
andd i flexibility of curricula s adopted as the prescription for
rapid change, patents, emplovers, and the communiw at large may
reasotiabiy be concerned 2bout the extent to which the school
swatenn s tulfilling the responsibilities entrusted to it. When infor-
mation concerning schadastic standards and relevant atttudes is
assemb!d osyvstematically at regular intervals it may be used w0
confirm suceesses or allay natural anxieties, as well as serving the
more impertant purpose of providing a basis for the community
and its educational authorities to assess the cffectiveness with which
new  programmes, curricalum, materials, and teaching methods
are heing implemented.

The working party considers that some form of national evalua-
tion of scholastic standards and relevant attitudes is desirable and
especitdly so i national certificates are progressively eliminated. We
do net underestimate the complexity or magnitude of this task,
and, itke the Currie Commission, we agree that it should be in the
hands ot i skilled and impartial body. From the experience of other
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nations who have made provisions in the past decade for such
national assessment, a choice of alternatives is involved. If the
purpose of these assessments is simly to allay public anxieties, such
assurances can be provided through testing programmes that are
gnrite restricted in the age ranges, subjects, skills, and atitiudes
o wsured.

On the other hand, it the provision for regular national assess-
~-nts is to become an important means for promoting a penetrating
and constructive stock-taking then more comprehensive inquiries will
be required. Apart trom their value in promoting public confidence,
such surveys would undoubtedly be beneficial in bringing to light
the striking diversity which exists in the talents and attitudes of
groups often presumed to be homogeneous and the differences in
achievement of socio-geographic areas, of town or country, of
minority groups, or successive generations of students, apprentices,
and new employees. The publication of the results of such surveys
would not ouly provide recognisable bench-marks for judging the
suceess of curiiculum changes or new programmes and innovations,
but it would also ofter a firmer basis for identifying the numbers of
children for whom special services are reqaired. Having considered
such wider purposes, and observed the penalty of not having ade-
quate information about them, the working party is strongly in
tavour of adopting an approach comparable to that of the Naticnal
Assesament of Educational Progress undertaken in the United
States by an independent commission, and recommends accordingly:

7. That provision he made for a regular series of national assesomc:ts of

scholastic standards and relecant attitudes in the basic suhjects at
intercals of not more than 10 years in cach field.

Evaluation of Institutions

The chanees that the working party is proposing concerning
assessment and  the schoal curriculum will give schools much
creater freedom to develop their own curricula, We believe that all
educational institutions should be able to request an evaluation
of theit curricula and objectives, and the extent to which their
objectives are being met. In the case of a school, the evaluation
micht be undertaken by a visiting team, appointed by the Depart-
ment of Fducation which might include an inspector, a member of
the stafl of the Curriculum Development Unit, teachers from other
sctioc I, and suitable persons from tertiary institutions. In the case
of tertiary institutions only a section of the institution’s work might
be evaluited by a visiting team; the composition and appointment
of the visiting team would have to be suitably modified to meet the
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particular needs of particular institutions. "These teams should aim
to provide protessional stimulation to the teaching statt as well as
cvaluating the work of the institution,

The working party recommends-

8. That procision be made to enable educational institutions to request
evaluation of their curricula and objectives, and the extent to which
their objectives are being met.

Reports

The present reporting systems should be revised to improve
communication between one school and another, and between
schools and parents, emplovers, and other educational institutions,
We support recommendation 8 of the Committee on Communication
hetii cen Schools and Parents which stated:

That each school be recommended to examine its methods of coni-
munication with particular cimphasis on involving personal communica-
tion between all its teachers and the parents of the children they teach.
Reporting ne thods on childien’s progress and attitudes to work should
also be studied to make them as meaningtul to parents as possible.
A substantial amount of information concerning students s

obtained as they pass through successive educational institutions.
Although some institetions make good use of information supplied
by their contributivg schools, there is frequentdy room for improve-
ment.

Improved liison between teachers in consecutive cducational
institutions, for exianuple, between intermediate and  secondary
schools, would provide a better understanding of how information
ts rollected and reported, and the purposes for which it will be used,
Such improved understanding  would  promote  more  effeetive
reporting and use of information concerning students transterring
from one school to another,

Availability of Assessments

The working party considers that the methods of assessment used
in the education system should enhance rather than inhibit the
growth of personal dignity, Respect for the privacy of the pupil is
therefore important. Av the secondary school level, formal records
of a pupil’s work should only be released outside the im nediate
context of the assessment on the election of the pupil and his parents,
Thus parents and their children will decide whether information
about assessments will be made available,
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Lhe working party recommends:
oLl the fiaction o pabli e the et of cducatioral assesement,
el e aten o ovame tions, he dieontivned, wond that ot and

she e S L g il ecord Teoaddeaied wcithout
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Notn Both the text aod the recommendation iu the preceding
pataraph must be comidered in the contest of New Zealand law.,
In 1 disnute between parent and child, the parent's wish would
Conmatly prevail while the child was a minor. No information can

. . ' ) 0 . 3
oo withheld it s required by the comrts as evidence,
l .
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Chapter 14+ LEARNING RESOURCES

In our discussion on the curriculum we have emphasised that
for these changes to be successful there is a great need for the teacher
to have available to him the support of both human and material
resources and to be aware of how these can be effectively used.
Unless the teacher is supplied with these resources, and unless he is
given training in their use, it is unrealistic and unreasonable to
expect him to make changes in his teaching method or coutent.
Achievement of a number ot major curriculum objectives depends
to a sienificant extent on the skilful and effective use of a range of
learming resources, Teacher interest in, and awareness of these
resources has neser been higher, Yet this intevest is often stifled by
problems of aceess to equipment, lack of knowledge about suitable
materials and their sonrces, and problems of preparation. Lack of
space especially designed for the use of media is another difficulty,
As aresult, resources are frequently not fully and eftectively used.

Provision and aceessibility are only two factors in the use of
material resotrees i education, Other tactors of equal importance
are the methods of learning, the development of material, the
selection of resources appropriate to intended outcomes, the manage-
ment of their use, and the evaluation of their effect. Thus considera-
tion of supporting equipment involves the systematie development
and co-ordination of technigues, equipment, and materials; learning
resources are inseparable from the more general arca of curriculum
development and  hnplementation, They are also the medium
through which the individual direets his own learning when he is no
longer dependent upon the guidance of teachers, The revent
UNESCO report, Lifelons Education, states that “*a prime function of
education is to produce individuals who have "learned how to learn’,
so that they nay continue to learn throughout their lives™, This
concept ol education places a new and vital importance on books and
other media o sources of information and ideas, Without o cadily-
accessible, well-stucked, and well-stafted hbraries and othev resource
facilities, and individuals famiar with their use through in-schonl
experiences, the “learning to learn” approach cannot succeed, and
the eftectiveness of “litelong™ education will be reduced.

In this chapter, the term “learning resources” will be applied
specifically to devices with a clear educational function including
books and other printed material as well as a wide range of audio-
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visual media, materials, and equipment. This description is rather

wider than the more commonly-used label ‘‘audio-visual aids”,

with its implication that such ‘‘aids” are merely adjuncts to the
learning process, and arises from the working party’s adoption of
two guiding principles:

o Learning resources should become accepted as an integral part
of the learning process rather than be regarded as supplementary
aids;

@ The selection of learning resources should be related to specific
curriculum objectives based on the needs of the learner.

‘The implementation of these two principles presupposes that the
teacher has the necessary learning resources readily available when
he wants them. Thus a co-ordinated and systematic method of
provision is essential in order to select and make available equipment
and materials to meet specific educational needs. Such equipment
and materials must be made available in a flexible way to suit the
needs of individual schools. And for effective use to be made of the
resources provided, teachiers must receive training and the support
of ancillary staff. We place a strong emphasis on the centrality of
adequate training; without this evern the best learning resources can
be misused ; or worse, not used at all.

Basic Equipment

There was no general basic equipment scheme for providing new
primary schools with the equipment they needed until 1963, when
a scheme was introduced for the free initial supply of basic equip-
ment to all new State primary and intermediate schools in order to
bring them up to the minimum standard. A revised basic equip-
ment schieme which proposes the extension of the range of items
supplied to schools has recently been issued. This is contained in
the handbook, Basie Equipment for Primary and Intermediate Schools,
J972. Schools which, as at April 11972, did not possess the major
items listed will have deficiencies made good over a period of vears
on a system of agreed priorities. Individual schools willy as far as
practicables be given an clement of choice in the additional items
to be supplied from year to vear. o strong body of opinion suggests that
the lonents of chotce and flexibility should be greater.

Althoush the Tist in the basic code covers the complete range of
cquipment available 1o schools, provision does exist to enable very
Lurze schools or those with a high proportion of infant classes to
receive additional items of teaching equipment on the recommend-
ation of the district senior inspector. Similarly, schools with special
problems such as those with a high proportion of pupils with language
ditheulties may receive additional items of special equipment as
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approved from time to time. Although this basic list covers inter-
mediate schools a< well as primary schools, there is a further list to
be published of the additional items, for example in homecraft, to
be supplied to intermediate schools. Schools with any special probe-
lems may consult the district senior inspector about the possibility
of obtaining additional or special equipment. The equipment in-
cluded in this list is considered to be the full range of essential equip-
ment required in a primary or intermediate school. There are many
other items which may be considered desirable that schools may
wish to purchase from locally raised funds.

The range of cquipment on issue to secondary schools is contained
in the Seecondury Schools Buildings Manual and Basic Fquipment List
\for Nelson or other pre-S68 type schools), and in a scparate cquip-
ment list for S68 schools. New schools are furnished in accord with
the appropriate basic list. If a new room is built in an established
school, again items are issued in accord with the relevant list. In
addition to the items which are issued on the basic list, secondary
schools may als obtain equipment by way of grants given at the
discretion of the district senior inspector of secondary schools. A
revision of the equipment schedules for secondary schools is currently
being undertaken. This is being done in conjunction with the
Curriculum Development Unit to ensure that cquipment will bear
a relation to future curriculum change. One example is in the field
of form 6 English where cassette recorders now play a prominent
part in the revised syllubus, which emphasises oral and aural work.

Primary and secondary schools have somewhat difterent arrange-
ments for obtaining equipment. Basically, however, any school
obtains equipment in three ways:

ta: That provided as of right (based on relevant equipment

codes, ;

b, ‘That provided on the recommendation of the appropriate

district senior inspector of schools (primary or sccondary);

‘¢! That purchased from the school’s own funds.

The new basic equipment schemes will provide larger quantities
of a wider range of equipment in the schools. But this alone is no
solution to the problems schools face in obtaining appropriate
learning resources. Learning resources have been shown to be most
cllective when selected for and applied to specific educational needs,
For innovation and school-based curricula to be cffectively imple-
mented, the supply of res urces should relate to the school curriculum
Eflective ase requires resources appropriate to the needs of learners
and the expertise of teachers.

Equipment codes should recognise that the above factors require
diversity, not only in the initial provision of resources, but in order
to service the changing needs of schools over a period of time. While
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providding a mintmum basic entittement ot essential items, the code

1 aleor contain 4 second category allowing choice to suit the
varving objectives of schools, This latter category could well make
wane provision for exchange s evalwation shows items unsuitable

el

bor there objectives, as the requinenicois of thie schiaal clianue, or s
new antterials and equipment come ot to the marhet. Effective use
ot a code allowing flesible provision of resoutces requires that cach
school pay caretul attention to deciding its requirements, The needs
of the school should be discussed and co-ordinated. in conjunction
with o trained audio-visual adviser and the s hool's own head of
department ‘resoutees

Lhe working party therefore recommends:

L. That the hasic cquipment entitlement for schools provide morc flexi-
Fility and choice so that resourees may e selected to suit the needs of
indi-s:dunl schoels,

3 That maintenance of equipment he part of the haste entitlement.

s L tire be an anntal revie of the equipment sckeme Lo tuhe account
of we products and chan s i ctrricula and teaching methods.,

4. L it adiisory serzices be establivhed to prozide infurmation on what
resotre s are atailable and howe they can be used most cffectively.

Principal Themes

Suceesstul  use  of learning  resources will not result from
packing the nation’s classrooms with Lirge quantitics of electronic
hardware, uor from students devoting much of their time to
educational experiences presented by television or tape recorder.
It will wrise through teachers defining the objectives o their
coul -es. examining their teaching methods, and then selecting and
etfectivels managing the best materials to achieve those objectives.
‘The new binsic equipment schemes have the potential to overcome @
e of serious frntration to teachers - lack of essential material
and copiipent to support the teaching process  hut provision
Aone s not enouzh, Too give teachers enconragement and
Lelp in the use of resources more attention must be paid to their
Lceessibilite, selection, and management, The barriers to effective
nse of theae resources include lack of availability, inaceessibility,
the lack of training, laek of storage and maintenance provisions,
and adequate catalozuineg ficilities. and a lack of support stafk
U nlees these barriets are overcome there will be no cflective change

in tire hasstoom,

tn the nest decade it is probable that the teacher  will
wrvice  au increasing variety of educational objectives  and
natterns ob school organisation by usimg a4 range of learning
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resources which will facilitate such activities as large-group
teaching and self-instructional procedures, as well as new curricula.
The cost of the resources is such that it will be necessary to
ensure that they he effectively used, and it is this cmphasis on the
etfective G of tesoutces which is the basic theme of the remainder
of this chapter. Support for the teacher who, in the final analysis,
must select, manage, and evaluate resources, will be considered
under the following headings: co-ordination of resources; teacher
centres; libraries; ancillary staff; and central support.

Co-ordination of Resources

In the course of our deliberations we originally envisaged two
separate vhapters—one on libraries and another on cquipment
and teaching aids. It soon became clear to us, as we studied
the reports of subcommittees set up to examine these two
arcas, that there is a significant and increasing amount of
overlap and common ground between the two. For this reason
we prefer to refer to book and non-book resources as aspects
of the one general topic of teaching resources, and hence the
inclision ot discussion on librarics as part of this chapter.,

Whatever increases there may be in the number of books per
student in New Zealand educational institutions, and no matter
how long a reign appears in prospect for the book as a major
educational resource, the fact remains that when learning
resources are considered as a whole the proportion occupied
by books is diminishing. We need to be clear about the place of
books in relation to other c¢ducational resources, and draw
attention to three kinds of relationship: that between books and
non-books as complementary resources; that between the ways
of using them; and that between the ways they are stored and ad-
ministered. In some instances there is a derivative relationship
between the two forms of resource- -one grows out of the other.
Examples are the records of Pat Fvison rcading the stories of
Katherine Mansfield, or the recently published scripts of the
Goon Show. In other cases, such as the Environment 100 collection
of photographs supplied to schools for University Entrance art,
the non-book resource stands on its own. Between these extremes
there are varying degrees of mutual involvement. The ways in
which audio-visual resources can be used have been changing
steadily, the main trend being towards ease and versatility.
For example, special arrangements such as blackout curtains for
projection are often not needed, and lightweight equipment,
sometimes  baitery powered, is designed for use by individual
students and small groups rather than by whole classes. All
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this means that the versatility of non-book resources is becoming
more and more like the most versatile resource of ally the book,
and, by the same token, they are becoming casier to use in
\'U!ljllll(.‘ti()n with hbooks.

With their ability to appeal o diifeting senses, and theit
capacity for presenting information in different ways, varying,
resources can contribute to a range of objectives. The key thing
is that both print and non-print resources should be regarded as
leatning sorrees  often undifferentiated by the learner--and that
they shiculd be seleeted according to his needs. Tn schoaols there is
need tor a policy ta co-ordinate the selection, production, and
use of resonrees. Inoa primary school this policy  would  be
formulated by the principal or a designated senior teacher,
in consultation  with his staff’ and he would  supervise its
implenentation. In an intermediate or secondary school the deputy
principal or head  of department  vesources; would be an
appropriate person to do this.

I all inedia are to be used as positive educational resources it
is essential that they be linked together cither physically or by
wav of catalozuing, One of the biggest barriers to the effective
use of resources is the haphazard way in which learning devices
ate selected st stored in schools. Co-ordination at the school ley el
is essential, Lt is important to know where things are, how they can
be used, ar.t .ow the effectiveness ot their use, storage, and
maintenance  can be improved. The first step  towards co-
ordination ot resources would be the establishment of resource
centres within schools. Overseas  developments of  this nature
abound in North America, Britain, and Australia and there has
been pressure on the Department of Education for the establishment
of resource centres in some New Zealand secondary schools. ‘The
matter was discussed at a recent Lopdell House course on
secondary school libraries and the Department of Education is
currently  working  on plans  for  prototype resource  centres.
[t 1 expected that such resource centres will tullil the following
requircments: a central registry ol audio-visual resources  for
the whole school; sterage  for master  copies of  audio-visual
muaterials; provision for copying of audio-visual materials for
distribution to teachers and pupils; facilities for listening and
viewing of audiv-visual resources; office space for head of
department or director of resources.

The establishment ol wach school resource centres will facilitate
the use ot a range of resources. School resource centres will be
complementary o the subject-based resource rooms which exist in
many seeondary schools, ‘They will assist the teacher to select and
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modity materials according to e needs of the learner. A staff
member with a teaching background and some specialisation in
the use of media should be responsible for the cent.e. Besides co-
ordinating the resources available within the school and facilitating
their effective use, the director of resources would: advise on the
selection of appropriate resources for given needs; supervise the
production of resource materials; assist in school-based staff training
programmes; co-ordinate discussions concerning resource needs and
order those required; display learning resources; ensure that equip-
ment s kept in working order and is regularly maintained; and
assist in cataloguing resources. Effective fulfilment of these functions
will require time, training, and a certain degree of seniority-—thus
the position should be filled at the level of a senior position of
responsibility or higher, The director would also have one or more
ancillary staft trained to work in this field who would be directly
respensible to him tor some of the above functions.

Increased responsibilities for school libraries will result from
learning based on an expanded range of resources. They will expand
to provide non-book as well as book resources in the form of materials,
devices which children can operate, and spaces for use of these
resources. The cataloguing facilities of the library can make available
to the teacher information on specifications, sources, and use of a
range of materials, School resource centres sited adjacent to
libraries will allow co-ordination of the functions of both,

e working party recommends:
2. That resource centres be established in all schools, with functions and
Sfacilities to suit local conditions.

O. That adequate stiffing be made available to manage and operate
resourye conires,

Teachers Centres

School resource centres will co-ordinate and facilitate day-to-dav
use ot learning resources within schools, It is feasible to share the
more expensive or less frequently-used items among a group of
schools and we have recommended to that effect in the chapter
on the curriculum, When speaking of curriculum development,
we also recommended the establishment of local training and
resource centres --in Britain similar facilities are known as teachers
centres, and we believe (hat the establishment of these centres
should, like provision of school resource centres, be a priority.

The centre must be readily accessible to teachers. It must also
serve a suthiciently large teacher population to provide a higher level
of advisory services and facilities than is possible within schools.
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At ds vors vole would be achieved by having specialist statl teachers
to develop, implement, and evaluate innovative programines, and
to select and produeee resources appropriate for learner needs, Suchs
s would act in a similar role to mathematies advisers, and wonld
coeordinate the work of school resonree centres, A eduaiice tole
would be achieved by tormal courses and intormal contact among
tedchers at the centre. \ sers temz vole would be achieved by providing
displavs on equipment, materials, and methods, by orzatising
maintenance of equiptent at schools in the region, and by making
available resonree production facilities not otherwise aceessible, A
prozuding vole would Le achieved by the teachers centre acting as a
repository lor equipment and naterials which for such reasons as
higher cost or low rate of usaze are not generally held in schools.

A teachers centre of this nature could well be attached to a teachers
college, for use by both students in training and tor assisting in the
continuing education of teachers. Teachers colleges have expressed
a desire to serve as centres of professional support and stimulation
for all teachiers in their regions. In larger cities and in areas where no
teachers colleges are situated, separate teachers centres will need
to be established. We see value in more than one kind of teachers
centre in which roles and tunction may vary vet complement cach
other. It is likely, for instance, that a centre attached to a teachers
college may have opportunities to develop more experimental and
innovative tunctions, while independent centres may tulfil more
ecucative and servicing roles, Teachers centres should be set up to
respond to the needs of the area they are to serve, Priority could well
be given to areas in which particular educational needs have been
established,

Thie working party recommends:

7. That teachers centres be establivhed, initially in the major population
centres and as soon as possible thereafter on a wider scale; that
protirion of the centres be flexible and that the centre be designed to
serve the needs of a particular area.

We have noted somie confusion concerning the names and func-
tons of centres suggested to facilitate the effective use of learning
resources, While it is highly desirable that there should be variations
from region to region, a breakdown of functions could be along the
following lines:

a Resource Centres— "These would be extensions of the present
library, The new material to be stored, catalogued, and
retrieved would be primarily audio-visual. Provision would
need to be made for o limited amount of listening and
viewing equipment, for example cassette players, shde strip
viewers, and or projectors,
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b Mo Prodwtion Contres These would be essentially work-
shops where teachers could make a range of teaching matertals
cither independently or with some gnidance and supervision.
A range of proqudction cquipment not normalhy found in
schools wonld be availabie, for examples thermal and photo-
copicrs, 30 mnt camera, a versatile ealarger, audio-dubbing
facilities including a mixer, chart-making facilities, super §
cameras and editing equipment, and slide copying facilities.

¢ Techers Centres - These centres would vary according to local
necds. CThey conld, however, include provision for  the
tollowing:  resource centre and  library - facility;  media
production tacilities: commercial displays; reading room:
in-setvice meeting rooms; and cquipment practice facilities

individual and group:.

Libraries

While the working purty believes that futuve developments
within ~ kools should aim to co-ordinate learning resources, of which
books e bhut one excmple, nevertheless, we recognise that there are
alreads Tbraries within many of our educational institutions, and
that we should therefore tahe stock of these and consider their
d('\r'l'»p!!lr‘ill.*

In e course ot is history, the education svstem in New Zealand
has exkibited developments that have compared tavourably with
those s other commtries, However, e rate and extent of library
provisien has, sadly, not been one o these developments, In the
cwrly-cisidhood education arca, library resources vary tremendonsly
i adequacy s Tewas not undl 1970 that libravies won an established
place in tiwe primary school building code: itis intended that every
primars ~chool should be provided with o library, but at preseut
two cut ob every three primary schoots still have no library, and even
the onesbhind of iy schools with libraries have no provision tor
statbie ibem other than by wsing teachers” spare™ tme, a teacher
aidescr e ielp of voluntary assistants, Secondary schools now have
areatlvimproved library buildings, but there is no tull-time stath, no
requirement tor training ot statl, and little money available tor books,
Teackers colleges started tfrom so far behind in their librory
development that they arve still less than adequate; the rapid growth
ol technical insiitutes has generally ousstripped  their library

Sl ent e coatang oty o dehiberanons regaeding Bibraries, astady gooup wa
coan bl pepare wrepert e o cotssderat o Fhe stady gronan’ s vepere, Libranie,
e Do ctwr procedes ovongachiemsive snrvev o present tiadites ad snakes 4 mamber

Hoatio e Lo et Ghraes develoganent, This teport 1 to be pablished s a

LR S L

separace bonent and we helieve 10y worthy o serions consderation by those wha
e terestan ithrares,
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facilities, particularly in staff’ provision; while universities are still
in a phase of rapid expansion. The best that can be said about
librartes in our educational institutions is that they have been
improving year by vear; the worst, that they have been so inade-
roate thot many students and teachers has e decided to ot alony
without them and depend on class sets, student texts, and other
resources for learning and teaching. It is against this background
that the working party concludes that there is room for considerable
expansion in library facilities at all levels of our educational system.
We are aware of detailed publications such as the New Zealand
Library Association's Standards_for ‘I'eachers College Libraries {currently
being revised  and Standards for Technical Institute Libraries, and W, J.
McEldowney's New Jealand University Library Resources, 1172, We
believe that in many arcas the study group report, Libiaries in
Education, provides a usetul synthesis of these, and other reports, and
we feel it is worthy of serious attention.

‘I working party is concerned with the effective use of learning
resources and we  believe that libraries would be used more
ctfectively and efliciently if they were to be staffed by persons who
had been traduned in the various shills of librarianship., At present,
training for librarianship is conducted by the New Zealand Library
School, which ofters two courses:

‘ar A\ l-year tull-time protessional course for graduates leading

to a diploma /Dip. N.Z.L.8.);

‘b In conjunction with the New Zealand Library Association,
an intermediate course, consisting of a preliminary entrance
examination, followed by three full-time l-month sectional
courses, spread over 2 vears leading to a certificate of the
New Zealand Library Association,

Both courses consist of general and specialised librarianship, and
supply trained librarians for jobs in university, public, Government,
teachers college, and technical institute libraries, but not in school
libraries. ‘The complete lack of full-time positions for school
libtarians in New Zealand schools has been one of the most serious
weaknesses in the development of satisfactory libraries and has
substantially contributed to their slow and uneven growth,

If present and future library resources are to be fully used, we
believe that trained full-tinie staft, familiar with book as well as
non-book resources, are essential. Professional librarians should be
appointed —initially to the larger secondary schools and as soon as
possible on « wider scale. This will require various consequential
chauges in training courses:

‘ar The present training course (Dip. N.Z.L.S.) should be

changed to incorporate specialised options in school librarian-
ship;



(b) Similari:, options in school librarianship should be incor-
porated in the present certificate course, as library assistants
are alreat, taking this course;

e} A new course should be established, qualifying those who
complete it for professional status as cohio I librarians.

We envisage that this latter course would be set up by the New
Zealand Library School {and we are anxious that the present
uncertainty which surrounds the future of the library school should
be claritied in the near tuture) as a l-vear, full-time course, open to
trained teachers, and to trained librarians with suitable qualifications
and experience. There will still be a need for anciilary staff in the
school library, and library assistants—with a zeneral grounding
such as the NZLA Certificate—would be necessary to support the
work of the librarian.

The working party recommends:

8. That a I-sear full-time course be set up in the New Jealand Library
Schosl, open to trained leackers and to trained librarians with suitable
qualifications and experience, qualifying those who complete it for
professional stetus as school librarians.

9. That in order to provide appropriate iraining for professional librarians
and library assistants employed in schools, options in school librarianship
be included in the diploma and certificate courses conducted by the library
school.

Apart from the training required for school librarians and library
assistants, there is a further need for basic library training for all
teachers in order that libraries in schools may be most effectively
used. We believe that the institution of a minimum course is required
in teachers colleges and we would hope that this course would form
part of a course on the use of learning resources as a whole.

Accordingly we recommend:

10. That teachers colleges institute a basic course for all students in the
use of books, libraries, and other media.

The report, Libraries in Education, makes a number of detailed
recommendations on staffing, buildings, grants, and related matters
which we do not wish to take up here but which we believe to be
important recommendations worthy of careful study by those with
responsibility for library development. We believe, however, that
the emphasis in our report on the continuing nature of education
makes it inevitable and indeed desirable that public libraries will be
increasingly involved in the educational process. Once formal
schooling has ended, the public library is the one institution which
can provide books and information to assist the process of contiraing
education—whether it is of the individual working on his own or of
a group of individuals associated in some collective endeavour.
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A noticeable trend has been the decreasing use of public libraries
tor meeting purely recreational needs (“pastime” use), and an
increasing use of public libraries for educational, informational, and
cultural needs *purposive’™ use}, “This is the result of the increased
size ol our population, and its movement to cities: the greater spread
of secondary and now tertiary education, and changes in content
and methods of learning; a rapid rate of change in society and
technology; a rising standard of living, increased leisure, and in
particular the eflects of widespread car ownership; and the growth
of what may be called the mass media of communication, especially
radio and television, but not excluding popular journalism and
macizines catering tor special interests.

As well as providing for this shift of interest ou the part of the
reacler, public libraries are now lending an increasing range of non-
book materials, While the printed word in book form will remain
the principal public library resource, the provision of information
ou the newer audio-visual forms (or non-print media) has become
an important adjunct, and will have a key role in information
svstemns of the future,

One of the services public libraries naturally sce themselves as

providiz; iz information service for their community; however, it is
probable that many citizens are not aware of this. The community,
in an increasingly technological age, is guing to need better infor-
mation services; the trustees of the National Library lave recently
had a veport tfrom a specially appointed committee recommending
the creation of a Scientific and Technical Information System
called SNTIS; see chapter 19 of this report} which would use all
library tesources, including those of the National Library itself (as
the centre of SATIS), university, departmental, and other special
libraries, as well as public libraries. Public libravies are expected
to play an important part in SATIS, the main city libraries serving
as regional centres and others serving as the user's initial point of
ciiry eto the system. Essentially, the scheme means mobilisation of
the nation’s information resources into a network of information
centres. The public library will be the focal point for the inquirer
and potential user,

Ancillary Staff

We have emphasized that if libraries arc to be used most cfficiently
they should have trained stafl. Similarly, it learning resources,
whichi in some cases are expensive to provide, are to be used etfec-
tively then there is a need tor teachers to have the support of ancillary
stath as well as areduction in class-contact time {as recommended
in chapter 7: Secondary Education), to enable selection, evaluation,
and adaption of programmes,
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In the primary service there is no set time allocation for ancillary
staff to support teachers in their wse of educational equipment.
Primary schools are allowed a set number of hours of ancillary aide
assistaniee depending on the size of the school and its special needs.
The use of ancillary sttt is flexible bt it is Tikely that they will be
imcreasingly involved in tac titating more efleetive use of resourees
bv such activities as working in libraries, operating equipment, and
assisting the director of resonrces with the functions described
carlier. The Government has recently approved a widening of the
areas in which ancillary staft may be emploved in secondary
schools. These include the maintenanee of equipment cenerally
and the setting up and dismantling of teaching equipment. .\ school’s
ancillary staffing entitlement mayv also now be used over a full
calendar year

In the futw -+, greater emphasis on learner-based education, and
generally increased use of all resources is envisaged.- Changes in
methods and resources will require changes in teaching practice,
in particular, teach»rs will find that their jobs involve more prepara-
tion, planning, @ 1 management of resources. Ancillavy statf’ will
be used in a varees of ways with teachers directing the overall
programme. The recruitment and training of adequate ancillary
staft will assist materially in improved use of present resources and
in the diffusion of innovations. The present draft form 1-4 social
studies svllabus is an example of planned change which will only
be translated into the classroom if a number of conditions are present,
including support in the selection and use of resources at the local
level,

‘The working party recommends:

11. That as an interim measure, immediate provision be made for a
substantial increase in the present ancillary staff entitlement for both
primary and secondary schools, and in tertiary institutions where such
entitlement is provided.

12. That at all levels there be a specific allocation of time for ancillary
staff to support teachers and lecturers in the preparalzon of teaching
materials, the use and maintenance of equipment, and in assoaaled
lasks.

13. “Lhat ancillary staff be actively recruiled and paid rates which reflect
the level of expertise which they possess and the need to provide an
atiractive alternalie to other employment opportunities.

Teacher Education

It is hard for teachers to keep pace with advances in learning
resources and methods of instriction. The potential of the available
resources is often unrealised through a lack of knowledge, of con-
fidence, and of specialised training in their application to learning
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situations, Teachers at both the pre-service and in-service stage need
to bie aware of the potential of learning resources in meeting specified
objectives, and to be given training to produce confidence in their
selection, preparation, and use. In particular, as new resources
become available, in-service covrses should precede, or coincide with
their distribution to schools, As far as training in the use of audio-
vistil materials is concerned, increasing emphasis is being placed,
in the pre-service training of teachers, on the cffective use of
audio-visual media.

Advances are being made in the establishment of positions and
provision  of improved audic-visual media courses at teachers
colleges, Tt is important that all teachers receive a course of sufficieat
scope to provide a basis tor effective and informed use of resources,
to which elective options may be .added for further specialisation.
‘Through Massey University some training in theoretical aspects
is available for candidates for the Diploma in Education.

In the in-service area, a scheme has been initiated whereby
selected teachers will be trained in teachers colleges, and then
return to their regions to establish local courses. This scheme has
led to several courses in the Auckland region during 1973, but much
wider provision of training at all levels of education is needed.

Teacher education is an essential prerequisite to more eflfective
use of resources and techniques of instruction. We believe that a
basic course providing adequate study of the technology of education,
the impact of technology on education, and the application of
technology to education should be taken by all student teachers.
Use of a variety of learning rescurces by lecturers when teaching
their own subject in pre-service ond in-service courses would increase
coufidence among teachers as well as spread knowledge about
the availability and application of resources, This implies that pro-
vision 1s needed for lecturers to keep up to date on the resources
available, methods of instruction, and success in use. Specialist
educational media statl should be appointed to all teachers colleges,
not only to tount courses and disseminate infurmation on resources,
Eut aiso to co-ordinate and assist with investigations involving the
use of devices in subject areas.

‘The working party recommends:

[+, That all student teachers be given courses including study of the
technology of education, the impact of technology on education, and the
applicetion of technolozy to education.

15, That use of a variety of learning resources be integrated into all
teacher education subject courses.

lo. “That increased emphasis be given to providing early opportunity for
teachers to have in-sercice courses on the application of learning re-
sources to the achievement of curriculum objectives.
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Central Support

In the next decade it is probable that resources will include
devices to facilitate large-group teaching as well as equipment
designed to assist self-learning and programmes of individual
instruction. Increased attention to diverse educational needs, the
conseqjuent cost of the resources required, and the efficiency of their
use, imply that a systematic approach to the production, distribution,
and evaluation of these learning resources is necessary.,

There are several agencies involved in the present arrangements
for providing audio-visual materials for teachers and for training in
the use of these materials. The sections of the Department of Educa-
tion involved are the National Film Library (provision of films,
tapes, and recordings), the Visual Production Unit (provision of
filmstrips, slides, charts, pictures, and overhead projector trans-
parencies , the School Publications Branch (provision of pictures,
bulletins, handbooks, and journals), the Curriculum Development
Unit planning and selection of materials and in-service training),
and tne ispectorate and advisory services (in-service training).

In 196t the inereasing importance of audio-vizual media was
recegnised by the appointment of @ curriculum officer (audio-
visial . Inaddition to acting in an advisory capacity on professional
matters relating to the proposed new developments, this officer is
active in the field of in-service training for teachers, producing
teacher cuide materials, and co-ordinating the work ot his tellow
otheers in previewing films, filimstrips, slides, and transparencies. He
also sapervises the protessional aspects of the work of the National
Film Library ond the Visual Production Unit. Teachers are
mvoived in development work with aadio-visual media and serve
on varous committees concerned with teaching media, Both the
New Zealand Educational Institute and the Post Primary Teachers’
Association have active audio-visual aids committecs,

Lhe National Film Library, with headquarters in Wellington and
branciies in A\uckland  and  Christchurch, has 6,000 regular
borrosers, holds some 8,500 ditferent films (33,000 prints in all)
and 6,000 records: it also operates an audio-tape duplicating service
tor ~schools, Since 1942 the filmstrip section of the National Film
Library .now the Visual Production Unityy has been providing
filmstrips and slides to schools and teachers colleges. ‘The unit now
holds approximately 1,230 filmstrips, mostly imported. There are
filmstrip libraries in each of the ten education board districts and
in seven teachers colleges, Up to 300 copies of cach filinstrip are
produced  or purchased and copies sent to the libraries; the
remainder are available, heavily subsidised, for sale to schools
which are encouraged to build up their own libraries of filmstrips.
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The working party believes that there is aneed for a co-ordinating
body to plan the turther development ot learning resources in New
Zealand. Planning, selection, and use of resource materials s
closely: related o the fields of wacher education and curriculum
developmeat. Ang oraanisation established should cusire elose and
continuing relationships between these fields. There has, untortun-
ately, been a world-wide trend for the use of audio-visual aids to
develop in o Lirgely unco-ordinated fashion. New resources are too
otten obramed according to the tashion . f the moment and used o
support traditional teaching approaches. Foo little acention is paid
to  determining  the appropriateness of  resources  in {ulfilling
curriculam objectives, and to the evaluation and disseminaton of
success and failure, Audio-visual media such as 16 mm projectors,
overhead projectors, radio, and television cannot fulfil their potential
when information about their ability to meet specified learning
objectives is net disseminated; when teacher training in their use
is madequate: and when the comparative value of various media
and other resources in differing situations is not evaluated. Before
any commitment is made to considerable expenditure on new
resources there should be adequate planning to ensure that they will
be used effectively, and that the same expenditure on a difterent mix
of resources will not be more appropriate to the desired learning
otutcomes.

s noted above, the Department of Education is a major provider
of learning resources. At preseut the purchase, selection, com-
mssioning, lending, advertising, and recommending of’ resources
are carricd out by ditferent sections, cach with is own policy. Some
resources, for example, transparencies and tapes, are handled by
tore than one section. It is possible that vet another section will be
sct up to handle educational television. "The School Library Sevvice
spends about $240,000 a year on books, vet this valuable service has
ne formal link with the Curriculum Development Unit, or with
any of the department agencies providing resources.

‘Ther- has been no survey of tfends in Government expenditure on
vitrious forms of resources, or any policy tormulated for their
overall development. This cannot be done until an officer of senior
rank within the Department of Education is given the job of co-
ordinating the development and use of resonrces at all levels. As we
see it. his duties would include the planning of a resources pro-
gramme to match developments in curriculum with the provision
ot resources of all types  those made by teachers, those available for
purchase, and those given or lent by the department. ‘This would
involve evaluation of resources and method of using them. In
passing. we have noted that the Karmel report, Education in South
Jwtralia, has recommended  that such  responsibilities in  the
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Department of Education of that state should be headed by a
Deputy Director-General assisted by three directors in charge
vespeciively of recruitment and personnel, finance and admini-
stration, plant and equipment.

The officer we have recommended would be the head of are-
sources unit within the Department of Education, the main function
of which would be to support schools in their use of learning
resources. We envisage that this new unit would encompass the
functions of the present National Film Library, ‘lape Library,
Record  Library, Visual Production Unit, School Publications
Branch. School Library Service, and Broadcasts to Schools, As well
as co-ordinating the work of these various services, it resources unit
would act as o clearing house for ideas and methods of running
courses, provide liaison with teacher education and curriculum
development organisations, and promote the interchange of in-
tormation among teachers, It would recommend, develop, and
eviluate resourees appropriate to given learning situations; and in
addition it would establish and service the teachers centres referred
to cartier, as well s promoting the formation of school resources
centres. providing onssite training for their stafl, and maintaining
close liaison with them, The unit could also sponsor the production
of television, radio, and other audio-visual resource materials.
Accordimzly, we reconmnend:

17. ‘That a resources unit with r1esponstbility for the learning resources field

he established within the Department of Education.

The working party believes that this new unit and the officer in
Charee of it could benefit from having the advice and support of a
council which is widely representative of educational and lay
crranisations, Precedents for such a body exist in the National
Advisory Connnittee on Maori Education and the National Advisory
Conneil vit Presschool Education, and we believe that these bodies
serve o wsetul purpose in promoting the flow of information and
ideas both into and out of the Department of Education,

The terctic ol sieh a council would be to provide co-ordination
and liwison at the national level in order to support school-based
activities, [ts broadly-based membership would enable it to play an
advisory role in such ficlds as; planning and co-ordination of
development; production and distribution of resources; ordering
priorities: facilitating research and innovation; and evaluation and
impros ement of resources. It would be serviced by permanent staft
it the resourees unit, ond the director of that unit would be a member
ot the council, ex officin,

Accordingly, we recommend:

18, That planning, development, implementation, and evaluation in the
field of learninz resources be co-ordinated at the national level.

183



E

10 That a councly repre vontative of educational and lay organisations, be
establisked to ad: ise the Department of Education on co-ordination and
detelopments in the field of learning resources.

Educational Broadcasting

Up to this point, we have been concerned with improving the
eftective use of resources in general. Apart from distinguishing book
and non-hook forms, we have not discussed particular learning
resources. However, we wish to comment brietly on one resource
which  has received considerable attention in recent Vears —
educational television,

The common use of the general term “educational television”
tends to obscure the complexity of the applications of this medium,
which may involve: network transmission to schools, cither direct, or
recorded and replayved; preparation of educational materials by
educational groups, cither centrally or locally; closed-circuit trans-
mission or recording for transfer of information or analysis of
activities; and network transmission of programmes for instructional
or socivlogical purposes 1.0 continuing education., Various of these
activities  re occurring now; we will restrict our comments to the
application of the medium in schools, and in continuing education.

Compared with other audio-visual resources, television requires a
large outlay, and at a time of yreat expansion in the demand for
basic educational services —teachers, books, buildings—it has been
diflicult to justity the funding for large-scale educational television
experiments in schools. In 1970, a Committee of Inquiry into the
Uses of Television in Education was set up, covering both broadcast
and closed-cireuit television at school, higher, and adult educational
levels, That committee saw acdio-visual aids, and television in
prticular, “as a means of improving the quality of education rather
than effecting cconomies in educational expenditure”*, It recognised
the importance ot keeping o proper balance between innovation and
existing activities in the audio-visual ficld, a view which we have
implicitly endorsed earlier in this chapter,

More recently, the 1973 Committee on Broadcasting stated that
“cost alone will preclude New Zealaud from doing, here and now,
all those things (in the ficld of broadcasting) that may scem
desirable’™+. While accepting this view, with its implication that carly
and comprehensive use of broadcast éducational television for
schools is out of the question, the woiking party believes that there
is a place tor properly evaluated pilot schemes in schouls to assess the
;I\'é(..:r:—:r' (:;t—e {oinmittee of Ingquiry it the ey of Tele:ision i FEducation. Wellington:

Governzent Printer, 1972,
*Tie Broadea.ing Futvre por New Jealand. Wellington: Government Printer. 1973,
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part cducational television can play in New Zealand education, and
to preparc the way for local programme production. We also
strongly endorse the Committee on Broadcasting’s view that “the
imaginative handling of continuing education would contricute a
great deal to the enhancement of life within New Zealand”, If
continuing education is to be given the emphasis which the working
party believes it should have, it is important that a realistic amount
of broadcast time be allocated specifically to continuing education
programmes,

We have emphasised previously that the selection of learning
resources should be related to specific curriculum objectives. Thus,
any decision regarding the development and provision of educational
television in schools should be seen in the context of learning resources
as a whole, and be discussed and co-ordinated by the central organi-
sation outlined earlier. Seen in this context, and in the light of our
recommendation for flexible provision of resources to support school-
orientated curricula, we are not convinced that priority should be
given to widespread introduction of educational television, However,
we recognise that there have been pressures for larger scale introduc-
tion of this medium, and should the proposed advisory body decide
to press ahead with provision of educational television, a number of
implications follow.

Broadcasting media are etlective instructional tools with educa-
tione! advantages, but overseas experience shows that without
proper planning and implementation, the benefits of radio and
television as educational media can be nullified. The statutory
bodirs in education and broadcasting should have clearly defined
roles to ensure effective co-operation between the two. If the needs
of tiw community are to be served, then etlective working arrange-
ments between broadeasters, educators, and community representa-
tives will be required to decide and plan appropriate programmes.

Beowie of the diversity of television usage in education, the
necesary involvement of the networks as carriers of both adult
education and school programmes, and the decision to allow control
ol netwerked educational broadeasting to remain with the broad-
Casting agencies, it hecomes important to have a body with authority
to initiate, advise upon, co-ordinate, and evaluate materials relevant
to all receiver groups. Such educational provision could be made
witi:n the resources unit ‘recommendation 17) by creating a section
to be deploved solely in educational broadeasting. This section would
prosides aluablelivisonwithandbhetweenthoseagencics,aswellasbeing
a netional cearing-house tor all matters connected with educational
broadoasting, Members of its stafl could be attached to the broad-
casting agenucies to advise producers on the content and concepts of
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these agencies’ educational programmes. A likely consequeiice weuld
be a pooling of the agencies” ideas and commitments, thus obviaiing
duplication of material but eusuring complementary programming
in this area.

Parallel with these advisory activities, and implicit in the
title “resources unit”, must be the provision of facilities and
expertise for the eventual production of educational materials
independently of  the networks.  Fducational media  are most
etfective when planned tor and applied 0 specific educational
needse With the likelihood  of cheap  and  rveadilv-availabie
video-cassettes  in the  near  future,  provision ol casy-access
audio-visual material for teachers’ selective use would need to
be a prioritv. In fact, the inflexibility of direct reception of
broadcast programmes is likely o preclude widespread introduction
ot ETV until recording and replaving facilities become generally
available at an cconomic fisure.

Overseas cduccional television broadeasting experience indicates
that this torin of broadeasting should be separiate from the general
production area of a network service. The changing patterns of
education, the specialised  educational and broadeasting - skills
required, the recognition of current trends, and the growing use of
technolagical resources require a specialised staff working solely
in this field. Therefore, educational television shonld  have ity
own ~studios, stadll and equipment.

To premote effective wse of educimional welevision o ~cheols,
overseas ageneies hive recomnised the need for close lician with
teaching sttt A tlenible emplovinent policy, allowing secendment
trom the bioadeasting acencies and or the teaching profession to
angment the permanent production teams, is desirable. “Thus,
iraining covrses for teachers who will work with production
teanns will be needed at an carly date.

Pher- s uo ear=cur dine between edacatonal and ather
prosramme, particularly in the field of continuing edneation,
Broadeastine asencies should not be discouraged trom producing
cducational programmes - quite the reverse should oceur. Howe
ever, cosopcoatise planning between cducational  interests and
producton teems will be desirable as a part of the proparation
ol such procrammes,

The workins party recommends:

20, Thet po decisions aegardivy  the  commencement  of - educational
trlecicion 1 whools  he made f)g/urc.‘ the estahlishment '_'/. @
patior 1! - widinating hody. Pilot schemes and the level of introduction
of weducational t-leiision skould b decided by this body.
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Chapter 15 BUILDINGS

In several ditterent contexts in this report we have stressed the
need for flexibility in the provision and design of buildings.
The emphasis on the school as a professional unit mxplws that
there should be some room for individual ditferences in the use of
school space which  would reflect the particular needs and
programmes of the school. It is implicit also in our discussions on
the curriculum and on resources that curriculum programmcs,
methods of teaching, and concepts of resource organisation are
changing so rapidly that physical provisions which facilitated
approaches which were new and in favour yesterday, may
hecome a hindrance or embarrassment to the new requirements of
temorrow.  In these circumstances it s impossible to provide
architectural  sclutions to  educational  problems unless  these
solutions are based on the concept of maximum {lexibility of design
and ease of reconstruction. But there are likely to be other
problems in the provision and adaptation of educational buildings
which arise from the concept of continuing education. Community
eolleges need o be planned and housed, but the concept itself is still
in the developmental stage and is bound to change. It is the same
with the community ¢entre concept based on the school: its {uture
cannot ke determined  until experience has indicated  what
tacilities are likely to be most useful, and in what wayvs present
buildings can be adapted with & minimum of cost and delay.

Another aspect ot educational building which bears heavily
upon the eflectiveness of learning and teaching is the need to have
adequate space and provisions in order to implement new policies
or to cope with increcsing numbers. The teacher who has to cope
with a substandard prefabricated room i2 not concerned about the
niceties of design or the adaptability of teaching spaces-—he has a
much more clemental need falthough in fairness it should be
peinted out that this sitation is becoming less common as relocat-
ables are being increasingly used), Tt would be easy o gather and
list complaints abont buildings or extra classrooms not available on
time, and there is no doubt that from the point of view of the
individual scheol this can be educationally damaging. It can torce
i schionl to enpand in numbers of pupils far bevond the reasonable
provisions ulmu_d for in the orx;,uml pl‘xmung. Quite apart from
teacher frostration, there s also parental concern, for parents are
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not insensitive to the implications of sending their children to a
school which may be carryving up to 50 percent more than its
optimum capacity, While this situation has not been unusual in the
past, it can result from a culmination of many circumstances, sotne
of which are not within the control of cither central or local educa-
tional bodies,

But having pointed to the arcas of present (and future) concern,
it must be added that we realise that the problems involved in
providing adequate buildings in an expanding school population,
at the time and in the place where they are most needed, have been
very complex and part of the much larger problem of financing and
providing major capital works in the country as a whole. It is
doubtful whether most teachers have much appreciation of the
intricate ramifications of educational building, and as a working
party we have not attempted to enter into this area, which properly
belongs to the Working Party on Organisation and Administration,
Nevertheless, we think that one implication of the central theme of
our report can he stated as a general principle: that delegation of
authority in the provision or adaptation of buildings should be passed
as far down the line™ as is consistent with the overall responsibility
of central authorities, In other words, the closer the decision-making
process is to the school concerned, the more likely itis that the needs
of particular schonls can be understood and catered for. By the same
token. schools are more likely o undevstand the implications qad
ramitications of their requests or complaints it they are dealing
with a local or regiona] authority: which must preserve its own
credibility with reasonable explanation and justification for s
ACliony,

The Prescut System of School Building

This is ot e appropriate place o detail the practices aed
policies of the Departiment ol Education and education boards in
relation to school buildings, T bricts in the presschool area, nini-
e standards are set for dependent kindergartens, independent
plavcentres, and day wirseries by the Department of Social Weitare
and ter plaveentres and kindergartens by the Department of
Felucation: in the case of kindergartens; basic plans dwith some
variations possible e available trom the department. For prinary
<chools, the 10 edncation hoards are responsible for dravwing up of
plans within e code set down by the departiaent, the building code,
and loeal bylaws, Secondary school buildinegs are the direct responsi-
bility of the department itself and techuical institutes and teachers
colleges have normally been built in aceordance with a briet
approved by the Department of Education although they e
speeitically designed to meet the needs of particular areas,
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whoher, within the present arrangements, it is possible to design
o Benctaiity and sore divasification to meet locil needs or wishies.
We fves in fact, put this question te the Department of Education
At asaacd tor examples of sucts lexibilivg and diversihcation. While
tiie dat- we have received, and the diseussion we have had with
onficers of the department, cannot be easily summarised, we have at
least rormed one clear impression: that it s not lack of ideas or
seinivity to the need tor architectural innoaton which inhibits
the aonet of tlesibility which is possible, but rather the inadequacy
of tie mechanisms tor handling the developiment ofy and the flow of
itormaetion about, new desians, materials, and buiiding techniques.
Taken ever the eountey as a whole, there is anmiple evidence that
witiun the constraints impesed by finance, the school population
explosten, and specialist statling there has been @ genuine attempt
to ey wehools which can meet the requirements of contemporary
sehenl cicanisation and practice. It one looks at the latest designs

tor example the S 68 sceondary school at Ashburton or the
nesa-tpeintermediate school to be built at Ponsonby) there s
evid- nee of planning which takes into account the changing needs
of the ~vhool.

Unfortunately, it is not so casy to update existing schools and
one of the implications of introducing a new code, such as the 1970
code for primary and intermediate schools, is that substantial re-
sources must be committed to extensive remodelling programmes.
I't has been pointed out to us that this policy may inhibit the develop-
ment of flexible buildings in two wavs. First, because the implications
ol a new code on existing buildings must be taken into account, and
the consequent costs of remodelling kept within manageable limits.
Secoid, hecause the proposition that schools should have the same
tacitities may be extended 9 mean that they should be in every way
idenical. Tt could well be that with more school involvement in
the remaodelling process, a school might opt for the retention of
rooms sinaller than those provided in the code and use the total
teaching area allowed in a way suited to its own needs. Whatever
solutions are possible; we are concerned that they should allow for
masnnii of flexibility in organisation.

The School Development Group

[t does ot take long, in any investigation of reasors for failures
to take full advantage of the opportunities which already exist for
tleaiblc deselopment, to run into the problem of insufficient stafting
wliether at departmental or bouard level. This problem is related
too the whole field of organisation and administration and we do
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not intend to pursue it in this report. But there is one aspect wlhich
is particularly relevant to our interests, and that concerns the School
Development Group ot the Department of Education. The original
School Development Group was established in 1955 and comprised
a small secretariat consisting of the school development otlicer and
three others. It was established to co-ordinate the department’s
efforts in the development of better school design and now consists
of the executive ofticer, buildings ‘development); the assistant
execntiv e officer, buildings - development ; two investigating officers;
a school furniture othicer; and two derical otlicers, In addition, it
has attached to it a deselopment architect.

The group has a responsibility to establish standards of construct-
ion; it actively promotes better school design by assisting designing
architects in edncation boiards and clsewhere with detailed infor-
mation as to teaching requirements; it is concerned with the con-
trol of costs of batldings and the administration ot the white lines
policy tor primary and intermediate schools; it establishes cindands
for equipment and is involved in the design of furnitie; cnd - as
an inereasingly important {anetion—it is responsible for develop-
ment plans tor secondary schools.

We spell ont the responsibilities to highlight the fact that we
believe that this division should be vers greatly strensthiened, It
could, and sivanld, plas womuech areater part in the development of
new and Hexible desiens and i trving ont and providinge advice
about equipment, bat these ire uniikeiy to happer unless jus stafhing
is expanded considerably o facilitote what ceems to us to be ey
function i the whole realm oi improvement of the contexts withia
which learning and teacking can beconme more flexible, We nnde-
stand that projestds concernivy the whole of the butldine < divijon
are und-r consideration, and teel that it s therefore tineiy o
emphasise o coacerns Whitle it is hardic one place to 2rep gt w
specitv Bow e strenathening of the croup can best be Ldiiened,
we belleve that it needs at least o bualdings research v, editerial
sttt to provide tor the dow of intormation on new developrents
relevant hoedies, provision o <ome neans by which it con Bave
mueh closer contia t with overseas development units, as weil o an
Hicredse n the techinicas statt necessary to allosw for miore ate ption
to exploratore activities in the whole ficld of deselopnion:, We
recommerd, accosdingly:

Lo Lo U0 Sk Iccdafmn it Guinify e stongtnened 0 0, g
alloze por woore pocarbognd exporaiory arhiicties an Gl e toop
schonl deivons and b qacditate the o op information abou! e
decconpment. throus’s regular publications
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School Responsibility

One of the clear impressions which emerges from a study of the
ways in which school buildings are planned is the need for very
close collaboration between the architect, the administrator, and
the teacher. It is one thing to press for a change in teaching methods,
staff organisation, or resource usage: it is quite another thing to
forsee and plan for the material consequences of these changes. For
example, a reduction in formal contact hours involves more work-
room space for teachers and the provision of spaces for independent
study by pupils; a school resource centre implies storage and
demonstration facilities as well as a workspace for the special re-
sources siaff member; a school-based curriculum implies suitable
meeting rooms for teachers—as also does in-service education with-
in the school; an emphasis on flexible groupings of pupils implies
areas which are set aside specifically for this purpose rather than
areas which must also serve as work areas.

There are obviously many more examples which could be taken
from the various changes mentioned throughout this report. It is
obviously not the job of the architect, as such, to forsee changes in
teaching requirements or to translate very general educational
trends into specific designs. Nor car. he be expected to operate on
such a general concept as “flexibility” without some idea of the
spaces and functions involved and the manner in which they are
likely to be used. This is a responsibility which must be borne by
the principal and his staff as they plan the total school programme,
If there is to be more flexibility in the use of the space provided,
then 1t is clearly important for decisions to be made which reflect
the considered judgment of all ihose involved. It is also important
for teachers to challenge their own basic assumptions and ask them-
selves whether some of the traditional provisions are necessary (for
example, an assembly hall) or whether there are important functions
not provided for (for example, social spaces for pupils).

While emphasising the responsibilities of teachers, we also
recognise that where changes in building design involve changes
in teaching methods or class organisation (for example, in an open-
plan design), teachers should be well prepared for such changes
through appropriate in-scivice courses.

One matter which arises trom this concerns the extent to which
teachers—or more broadly tue “‘profes:’~nals” in the education
scrvice—are involved in the process of s nool planning. We realise
that there is consultation and that, for example, representatives of
the teachers are associated with the district senior inspector in
assisting a board’s planning committee, or that the teachers’
organisations have assisted in the plarning of prototype schools.
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But we think that there is probably room for the setting up of joint
study groups in which teachers with experience of (and a flair for)
translating teaching needs into building requirements should meet
with architects and administrators on a regular basis in order to
discuss the specific needs of teaching in relation to design. In other
words, to the extent that schoel architects must hecome smateur
educationists, so some teachers should be encouraged to become
amateur designers. In the long run we would prefer to see school
building specialists with both professional skills in their background,
but at least we could take the first step. An allied, and more straight-
forward step, would be to add an educationist, with particular
strengths in the field of curriculum innovation and teaching tech-
niques, to the School Development Group. We therefore recommend:

2. That school districts encourage the setting up of joint study groups in
the area of school design, and that regular in-service courses in this area
involving members of the relevant professions be provided.

3. That an educationist with special knowledge in the area of curriculum
and teaching method be appointed as a regular member of the School
Development Group.
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PART D BEYOND EQUALITY: EDUCATIONAL
PROVISIONS ACCORDING TO NEED

The three major areas which have been given special consideration
over the vears are still in need of expansion and consolidation.
Although they are trcated separately, there is considerable overlap;
in particular, chapter 17 on Psychological, Guidance, and Support
Services and Children with Special Needs covers a wide range of
services and needs, including the areas covered in the other two
chapters. Provisions for rural children have been a special concern
in New Zealand education, but there are still some aspects which
warrant further attention and we discuss these briefly. Mcori
education has been the subject of widespread discussion and publica-
tion, and we draw attention to what appear to us to be the major
aspects of this discussion.
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Chapter 16 MAORI EDUCATION

There remain within our education system a number of areas
which give rise to particular concern, and one which consistently
attracts public attention is Maori education®*. We received a number
of detailed submissions on Maori education and we also requested a
study group to prepare a report for our considerationf. From the
information presented, and from our own deliberations, we concluded
that while a number of positive moves have recently been taken by
individual schonls and by the Department of Education there are
still areas within which we think it important to make specific
recommendations, even though some of them may be rcinforcing
activitics which are alrcady being undertaken.

The report of the Commission on Education (1962), followed by
reports from the New Zealand Educational Institute, the New
Zealand Post-Primary Teachers’ Associution, and the National
Advisory Committee on Maori Education, cleariy focused cttention
on the under-achievement of Maori children in our school. The
commission said:

In the Maori people lies the greatest reservoir of unused talent in the
population. The benefit that could finally accrue in the field of race
relations, if the Maori could play the important part in all areas of
the community that his numbers warrant, needs no emphasising.

Over a decade later we believe that such a statement remains
substantially true and continued efforts are needed to provide an
education which is able to stimulate and motivate Maori children
and adults.

In its report on Maori education, the National Advisory Com-
mittee stated that there is a need for the Maori's self image to be
~nchanced by the knowledge that cultural differences are understood
and accepted by those with whom he associates, and to that end we
believe that within the educational system there is a place for the
education of all New Zealanders about things Maori. We agree with
those who sav that the Maori prople as tangata whenua or original
inhabitants have a vital contribution to make in the further develop-
ment of our national identity and the cultural enrichment of the
community. Education has an important function in developing

* [0 this chapter we deal solely with the education of the Maori people except for a note
on the educatinn of Polviesian immigrants at the end of the chapter,

# s study wroup report, Maers Fducation, is bring published as a separate document
and contiins o number of detailed recommendations which we believe are worthy of
consideration,
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social awareness of what it means to be a New Zealander and in
fostering the growth of a society in which diversity of cultural
background is a strength rather than a weakness. We believe that
what is needed in the immadiate fuare is for teachers, parents, and
administrators to work together with a conscious desire to foster
goodwill and co-operation among people of differing background.
There is a need for flexible vather than dogmatic attitudes; and
lexibility of attitude is not a matter for recommendation, legislation,
or regulation. We accept that the greatest responsibility for change
must lie with the pakeba majority, and particularly with those who
hold positions of authority, but there must also be a willingniss on
the part of the Maori community to make use of the opportunitics
for development which are provided.

Teacher Education

The changes envisaged by the working party have important
implications for teacher reeruitment and for teacher education, both
presservice and in-service. Ftis important that an increasing number
ol Maor studcnts enter wachers colleaes and it would be unfortunate
i intlesible academic eriteria were to militate against the admission
of able Maovi epplicants, pacticalarly those with a knowledge of the
Moori Linguaze, As an interim meesure, native speakers ot the Maori
lanzuace should be encouraged to enter teaching and such entrants
should have a period of training leading to certification as teachers of
Moot language.

Within the teachers colleges adequate provision should be made
for ali students v ho wish to gpectalise in the ficlas of Moori langnage
sud culture. o addition, courses covering the cnltura hackground
of the Maori. as well as patterns of tearning and appropriate
teachking techniques, should be available o all students. Some
attention is already being given to these areas of study, but we
believe nrore effective teaching wilh result it considerably more time
can b devoted to these arease We realise that increasing pressures
ate beine brought to her upon teachers colicgrs with respect to
courae coptents bt within the framework of the society which
teos o owill hels o ereate, an appropriate background in Maort
cultur= should be given due prominence. The working party also
reconises the dithiculties experienced by the teachers colleges in
obtaining suitablv-qual‘tied statt,

In-service courses concerned ith nndersstanding anad catering for
the needs of the Maori child should be provided within selected
cchoods, Teis impracticable o recotamend that all teachers undertihe
such conrses, and prierite should be given o arcas where these is a
Lavee oember o Maort childion in scnools and where the relevance
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of such courses is likely to be greatcst. More specialised advanced-
level subject courses should be conducted at Lopdell and Hogben
Houses and attention could be given to the establishment of an
in-service training centre adjacent to a marae. This would have the
advantage of allowing the teachers ‘nvolved in the courses to mix
freely with Maeri people ard so develop a greater understanding of
Maori custom and tradition. Greater attention also needs to be given
to the teaching of English, This requires special skill and may best
be undertaken by teachers alrcady experienced in working with
Maori children who could then undertake a specialised course
conducted at a teachers college or university.,

While we believe that developments in teacher education should
have priority, we recognise that initially problems will arise from a
Lick of academically-qualificd staft and a scarcity of resources.
Whil we appreciate these problems, we do not believe that they are
insupcrable ani accordingly recommend:

L. That v. znt attention he sicen o wparading pre-service courses and

extending r-scii e courses to proviae for more extensive study of:

e The learning patterns of Maort children;

b Meori lanzucze and culture, and wass in wchich these can be
integrated into and taught in appropriate fields of study.

Curriculum

In the ficld of curriculum the working party received very strong
representations calling for the teaching of Maori language to all
pupiis. While we do not favour the introduction of compulsory
Maori hinguage weaching we believe that in primary schools there is
a need tor the teaching of all pupils in the radiments of the Maori
language with special emphasis on pronunciation, and that in
secondary schools Maori language should be offered as o geneine
option wherever possible, In addition, Maoritanga should form an
importaat part of the curricelum in all schools, especially in social
studios, physical education, music, and arts and crafts, It can be
arened that such changes to the curricalum will be of little relevance
for childion in an area with a small Maori population, but migration
piatterns show that, increasingly, Maoris are shifting to arcas which
they Gave previously not populated to any great extent. There is also
muc h internal movement of people within New Zealand and a child
educated in a largely non-Maori area may liter move to an area
whiv L does have a greater Maori populationt such a child would be
anes o Dy knowledee of the Maori gained trom his carlier schooling.
‘The imtortant point, however, is that tor an understanding of other
cultures to be dostered by sehiools it s esseptial that children be
shown the ditterenses which do exist between diftevent cultures and
Fagt -
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Beyond this basic level of course content, a schcol might well
develop more extensive programmes of Maori language teaching and
Maoritanga depending on the expertise of the teaching staff and
on community support. Where there are significant numbers of
Maori children or where a community demand exists, Maori
could profitably be used as a medium of instruction in appropriate
subjects. The mass media, especially television and radio, have an
important role to play in the education of both children and adults
about things Maori and programmes suould illustrate the cultural
diversity of the Maori people and other ethnic communities rather
than concentrate only on a few aspects such as song and dance. We
recommend:

2. That in appropriate subjects and to the greatest extent possible,
Muaori language and culture be included in the curriculum at all
stages of the education system.

Early-childhood Education

Changing geographic and social factors result in a greater number
of Maori« living in urban arcas and attention needs to be given to
the provition of early-childhood education for Maori children in
tov.ns and cities. I, is urban arcas, this education could be provided
at a community centre there would be wide social advantages.
This centre {which is mentioned also in chapter 3) would have
the community actively involved i1 its running and could become
a meeting place for children and parents where recreational and
cultural pursuits could be followed, where library books could be
obtained, and where consultations could occur with doctors or
other social workers.

Where kindergartens and playeenties already exist or are to be
established every effort should be made to involve the parents of
Maort children in their running. In rural arcas where the extended-
family concept Hf the Maori is still strong there may vot be a need
to provide a new facility unless this is the expressed wish of the
community. in which case the local community should be fully
consulted as to siting and organisation, As with other wachers, the
training programmes of those working in the carlv-childhnod ficld
should inclide a component of Maori language and calture. We
recommend:

3. That the particular needs of Maori parents and their .. lien be
taken into account in the procision of faciities for early-childhood
edncation,
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Vocational Education

The working party belicves that the report, Maori Adult Education,
presented to the National Council of Adult Fducation in 1972 is
both comprehensive and far-sighted. The rcport reiterates an
carlier recommendation of the National Advisory Council on
Maori Education which we believe is most important:

That the numker of ¢ ‘urses and trade training schemes for Maori
youths be further extended, that a wider range of skills be taught, that
more schemes be open to girls as well as boys, and that the: courses be
open to young Maoris from urban as well as rural environments.

In the loag term, measures taken in schools will have an effect on
the motivation of the Maori pupil and the need for purely vocational
courses may well diminish, particularly with the extension of
courses available at technical institates. The neced does exist at
present, however, and it must be catered for.

The report further states that:

One of the results of generally lower Maori attainme:.1s in school
is that a subsiantial number of Maori wenagers, among them many of
high ability, leave school early and unqualified. Responsible pa:itions
normally require skills in communication, and Maori workers may
find themselves trapped by a restricted use of English which does not
lend itself to dealing with more than concrete and immediate situations.

Such a situation calls for the extensiv provision of “second-chance
education,” with particular emphasis on language development,
and opportuniti-s for second-chance education should be adequately
publiciscd. Indeed, there is room for much improved communica-
tion at an carlier stage within schools, as many Maot? pupils are
unaware of the vocational opportunities open to them, especially
of courses at ertiary educational institutions. It may well be that
merely publicising the opportunity for sccond-charce education is
not enough. Itinerant tutors could be appointed in certain areas to
actively ccruit and encourage the attendance of adults who could
benefit from such courses.

We recommend

4. That the rocational needs of the Maori in both urban and rural
areas be catered for by an extension of pre-vocational and vocational
courses, and greater provision of opportunities for ‘‘second-chance”
education.

Lifelong Education

Lif ong education also has been well covered in the report,
Maort Adult FEducation, a { more recently in the UNESCO report,
Lifelong Education. It is worth noting, in passing, that the Macri
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whare wananga, house, of learning, constituted a well-established
system of lifelong edycation long before the term became fashion-
able in mid-twentieth century New Zealand.

As the UNESCO repert points out, urbanisation has taken the
Maori “chiefly into new housing areas with wocefully inadequate
commurity and recreational facilities”. There is an urgent need,
therefore, for an indeterminate type of provision which includes
welfare, recreational, community, and educational facilities. This
would be the same facility which was earlier advocated as being
suitable for the provision of early-childhood education. Where it is
impossible or impracticable to ecstablish new centres, provision
should be made by central and local government of facilities which
would encourage greater numbers of people to participate in further
education.

It is iikely that community colleges will play an increasing role
in the provision of facilities for both vocational and lifelrng educa-
tion. Statements made in the report, A Hawke’s Bay Communily
College: A Feasibility Stuc'v, are welcomed. The report quotes “a
phrase ‘whick) recurred in discussion with several Maoris on the
circumstances under which they did their hest work . . . turanga wae
wae —the place where [ can put my fect”. From this the report goes
on to state that “the community college should be both a place
to which people go for various educational purposes and a centre
from which services go out”. The last statement is particularly
important. It is vital that the types and location of courses be
adjusted to the needs of the Muaori people. The UNESCO report
also mentions “that lack of confidence (being shy or whakamaa) may
restrict many Maori people . . . Accomplishment within their own
group is important”,

The types of courses which might be conducted are discuried
in the Maori Adult Education report, chapter 4 (Some Adult Educa-
tion Needs of tne Maori), and include: some aspects of Maoritanga,
parent cducation, home management and maintenance, and civic
cducation. We recommend:

3. That urgent atlention be gi.en to the establishment of courses and
Jacilities based on communit, colleges, communrity centres, or secondary
schools, which provide for the varied and particular needs of the Maori

peopl.

Research

We welcome the impetus which has been given to rescarch by the
establishonent of the Gentre tor Maori Studies and Research at the
University of Waikato and the rescarch programme on Maori
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schooling conducted by the New ."~aland Council for Lducationa)
Research. We believe that it will be important for adequate funds
to be made available by the Government for the continuation
and cxtension of researchi projects in such areas as teacher and
pupil expectations, ftactors contributing to under-achievement
in Maori children, patterns of learning processes of Maori children,
and bilingualism and Maori language retention. Such projects
are likely to be of immediate benefit and will assist the growth of a
better-informed teaching profession, which is more sympathetic to
cultural and linguistic diversity, and better able to cope with
problems posed by children of different background and outlook.

We have emphasised the need for innovation within the educa-
tional system nd believe that it would be worth while if an experi-
meutal schiool were to be established based on a marac-community
concept, with the school actually being built adjacent to the m. rae.
The school would become a focus for the wider activities of the
community, and would be used extensively by parents and others,
If, as hus been «aid, school is an alien institution for many Maori
childron and parents, then positive measures must be adopted to
overcome this situation, We recommend:

b. That the Government provide greater firancial support for appropriate
research projects anl that an experimental school based on a marae-
community concept be established to allow various programmes to be
implemented and cvaluated,

The Education of Polynesian Immigrants in New Zealand

We are conscious that in our report we have had little to say
specifically about the education of the growing number of immi-
grant Polynesian children within our New Zealand schools. This
is not because we regard this as an area of little importance but
ratlier becanse we were impressed by the attitude of Maori people
with whom we had discussions and their emphasis on the importance
of coasulting the Polynesian  immigrants themselves and  thus
involving them, as parents and as members of the con'munity, in
the education of their children, This is particularly imporiant when
many Polynesian people will have had little contact with an “educa-
tion svstem” as such, and it is timely to stress this aspect of com-
munity involvement which is one of the main themes of our report,
It may be appropriate to investigate the desirability of establishing
sore tormal consultarive machinery, akin perhaps to the National
Advisory Committee on Maot Education, but the most valuable work
will be at the individual school-communiw level, and we have been
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impressed by efforts such as the holding of Polynesian music festivals
and speech contests which are designed to increase the contact
between the home and the school.

We know that in some schools, particularly in Auckliund, there
are now large numbers of Polynesian children and we understand
that some measures are already being taken in particular schools
to assist teachers in their work. We are not in a position to judge
the effectiveness of these measures and having made no detailed
examination of the ficld we offer no recommendations for future
development. We support in principle, however, the recommenda-
tions in the recent report of the Commitiee on Communication between
Schools and Parents and we trust that careful consideration of these
recommendations will ensure that developments are practical in
nature and designed to assist schools and teachers in catering for the
particular needs of Polynesian children,
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Chapter 17 PSYCHOLOGICAL, GUIDANCE, AND
SUPPORT SERVICES AND CHILDREN WITH
SPECIAL NEEDS

The theme underlying this section of our report* is that help and
guidance, of whatever kind, should be readily available to those in
need of additional support to enable them to fulfil their potentialities.
Our immediate emphasis is on children and young people whose
future achicvements and satisfactions will be influenced by the
quality and nature of their experiences in early-childhood and the
school years. Our concern, therefore, is not only for the influences
of formal educational institutions but also for what happens in the
family and the community. Some children will need little support
beyond that given by the family, the school, and the community,
but for others additional resources, both material and human, will
be required in all three places. We are concerned with those adults,
including parents, who teach, care for, or guide children, but we
emphasise that, in many cascs, therc arc limits to what can be
achieved by them without the support and ready availability of
specialist services.

Psychological, Guidance, and Support Services

We believe that psychological, guidance, and support services
should be seen primarily as preventive, with the remedial aspect
being secondary; and that the emotional, social, educational, and
vocational needs of all children arc the justification for their ex-
pansion. Because of the importance of the early-childhood years for
subsequent development, the availability of services in those years,
and in the infant-school years, is scen as particularly important.
There are demands, however, for expansion of services within the
community and at every level of the education system: submissions
and representations to the working party make that very clear.

*A study group was set up to prepare a background document for our consideration. s
thorough coverage of the ficld and its detailed recommendations warrant careful
attention from those with a particular interest in, or concern for, this area, and ace
cordinglv it is published as a separate document entitled Psychological, Guidance, and
Support Services and Children with Special Needs.
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More support is needed in primary schools; recent developments in
guidance and counselling have verified the value placed on such
services in secondary schools; and the expansion of student welfare
services at the tertiary level is needed. We are therefore recom-
mending an immediate expansion in sorwe arcas, as well as a
committee of inquiry to examine roles and inter-relationships of
services and o consider ways of improving co-ordination so that
the services are able to mect the needs of local communities, their
families, and the schools.

Psychological, guidance, and support services are highly valued
but they are unable to meet the demands placed on them. The
Psychological Service of the Department of Education has, with
expansion over the last decade, with close attention to the quality
and qualifications of recruits to the service, and with an emphasis
on {ull-time training, built up a sound reputation; however, the
service must be expanded further and some of its functions examined.
We recommend:

1. That the Psychological Service be expanded substantially so that il can
meet more readily the many demands placed on it.

The Vocational Guidance Service is, by contrast, a service
somewhat demoralised and without the status or stability of the
Psychological Service; qualifications of the officers are generally
lower, retention of stafl'is lower, salaries are lower, and traiuing is
inadequate, ‘The service is sorely in need of upgrading. We recom-
mend:

3. ‘That the Vocational Guidance Service be upgraded and expanded so
that it can provide more effectively for the vocational guidance of
adulescents and young  edults and  support the development of  the
suidance neficork in secondery schools.

Visiting teachers, available mainly to schools in larger urban
arcas, have proved the great value of having teachers available to
provide links between home, school, and community. We believe
that visiting teachers will play an increasingly important part in
helping children and adolescents whose progress and adjustments
at school are affected by adverse factors outside the school and we
recommend accordingly:

3. That more visiling teachers be appointed and that where possible they
service groups of schools on the basis of one visiting teacher to each
secondary school {or pairs of schools in the case of smaller schools) and
the intermediate, primary, and pre-schools around it,

Although in this chapter of our report we make a number of
recommendations which require urgent action, we consider that
there is need for a comprehensive inquiry into all aspects of future
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planning for the development of psychological, guidance, and
support services and the education of children with special needs.
This is a particularly complex ficld involving inter-relation-
ships between various Government departments, voluntary organi-
sations, and statutory local bodies, and we concluded that the
difficultics involved are greater than could be adequately handled
by either a select committee or an inter-departmental committec.
We realise that in vecommending the setting up of a committee
of inquiry we may be criticised tor appmrnw; to hinder progress
but we note that in Britain a massive reorganisation of the social
services resulted from such an inquiry, and we firmly believe that in
New Zealand there is a pressing need for future expansion to be
orgauised in a rational co-ordinated wav. We therefore recommend:

4. That uraency be given to the setting up of a committee of inquiry or
similar body with poweers to examine inter-relationship and co-ordination
amang psychological, guidance, and suppiort se.vices of Gorvernment
depariments such as Education, Health, Justice, and Soctal Welfare;
of voluntary orsanisations such as the Crippled Children Society and
the Intellectually Handicapped Children’s Sociely; and of  statutory
hadies such as local and regional anthorities and hospital boards.

Community-based Services

Whether ordinary children or children with special needs are
being considered, we firmly believe the emphasis should be on
providing services within local communities. People who are in
necd of help should be able to obtain it when 1t is needed. Services
provided within an educational context should support the family,
strengthen links between home and school, help to make the
school an integral part of the community, and work in co-ordination
with other agencies, To support the family and to enhance a sense
of community we advocate the development within communities
of tamily homes, of the kind run by the Department of Social
Welfure and voluntary agencies, where children in need of tem-
porary care can be looked after. Such homes could have other
tunctions such as that of honiework centres and could develop in
association with schools and commmnity agencies.

We are impressed with arguments for regarding all the local
community schools as & wiit on which psvchological, guidance,
and support services could be based. For example, it is possible.—
as in the recommendation above  that a secondary school, the
primary, contributine, and intermediate schools around it, and the
carly-childhood facilitics in the lozality could make such a unit.
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Services conld then be developed in an integrated way so that
parents and teachers could have ready access to them. We recom-
mend:

5. That psychological, guidance, and support services be developed on a
co-ordinated basis within local communities in such a way that they
are readily accessible to [)arenls, teachers, and others who need them,
and that the committee of inquiry investigate ways of implementing this
principle.

Help for the Teacher

Helping the classroom teacher to mect the needs of children in the
ordinary school is seen as a priority. Teachers can be expected to
cope with the day-to-day developmental and educational problems
of ordinary children but to meet the needs of children whose
development is atypical they need additional training and support.
In the first placc, teachers should be trained to recognise sxgns of
atypical development, whether in school achievement or in some
other area, and they should know what services outside the school to
call on for help and how to do so. It has been stressed that those
services should be available when needed: no teacher who needs
support from specialists in order to cope with a child in need should
be left to cope alone.

Teacher training should equip teachers to provide for slow learners
at every stage of education; in particular, additional support, effort,
and recognition of the problem are nceded in secondary schools.
Parental agitation and teacher dissatisfactions suggest that provisions
in schools are inadequate for those children having reading and other
learning difficulties. A greater stress on the teaching of reading and
on remedial education in pre-service teacher education and in
in-service work is warranted. In addition, the appointment to schools
of remedial specialists is called for. e support the development,
within schools, of resource rooms for children with adjustment
difficultics and other learning problems for which time out from the
normal classroom is likely to be beneficial. We recommend:

6. Ihat teachers in training, from pre-school to secondary, receive basic
trainine in special education, so that they have sufficient expertise lo
recognise children with learning difficulties, knowledge of the main
kinds of atypical development and of the array of special services, and
specific information on how to seek the help of specialisis.

1 hat remedial education receive greater emphasis in teacher training and
that there be appointed to schools specialist remedial teachers to help
clussroom teachers cope with children with serious learning deficits.

~1
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Help for the Educationally Disadvantaged

Many New Zealand children are educationally at a disadvantage:
they are children whose educational needs are not being met
adeqriately by the svstem and who neither acquire the skills and
knowledge which they <hould nor develop a sense of achievement
from the school expericuces. Too often, educational disadvantage is
associated with social disadvantage and cultural differences.

The working party endorses the principle, which has been adopted
overseas and tentatively in New Zealand, that in some areas new and
experimental approaches to the education and care of these children
is called fur. We accept that solely educational solutions to problems
associated with cultural differences are unlikely to be found, and
that measures designed to alleviate inequalities will involve family
and comnumity. Additional resources, both human and material,
should be committed in those areas, or schools, where the degree of
disadvantage is such that children are not realising their full capa-
bilitics. Whatever programmes are initiated, we believe that it is
important that provisions for on-going research and evaluation be
built in. .\t the same time, there will need to be research into the
nature and patterns of disadvantage in New Zealand and into the
learning characteristics of those who appear to be at a disadvantage
and for whom new approaches to education may be warranted.

We recogni:c that additional staffing has been provided for some
schools, maini/ in the Auckland and Wellington areas, but as a
general princip'e—arnplicable to all arcas—we recommend:

8. That areas where children are educationally disadvantaged be identified

and that special efforls be made in school, family, and community to help
these children achieve at levels nearer their capabilities.

Help for the Handicapped

Children who are provided for under the special education
umbrella are those whose special needs cannot normally be met
inside the ordinary classroom. They are usually provide! for in
special classes, clinics, or schools and sometimes in residential
institutions. ‘The psychological, guidance, and support services are
heavily involved in meeting the necds of these children and in
supporting their parents and teachers. Present thinking and practice
favour greater integration of special education provisions into the
ordinary school environment and we agree with this emphasis as it
seems to us to foster the idea of community.
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In genceral terms, we are concerned that special education facilities
be developed and improved in terms of certain principles:

@ Wherever possible, children with special education needs should
remain in their own communities and be educated in local schools.

e Provisions within those schools should ensure that children with
speciad needs have as much contact as possible with other children.

e ‘T'he availability of psychological, guidance, and support services
should be such that parents and teachers of these children can get
help when it is needed.

. @ There should be special emphasis on support for the families of
children in special education.

e Care and guidance should start before the school years and extend
beyond then,

o Those who teach the children, or work with them, should be
trained specitically for the job.

e Puarents of children in special education should always be consulted
about developments in special education or changes in provision
which are likely to affect their children.

‘Taking the above principles into account, the working party

recommends:

9, ‘That full-time courses of cducation and training be developed in
teachers colleges for teachers entering the field of special education.

10, That the education and training of children with special needs take
place, to the greatest extent possible, within the environs of local
schools,

L1, That provisions for children in special education include grealer
emphasis on family guidance and support at every stage Jrom early-
childhood to adulthood, and on after care beyond the school years.

12. That where changes in the protisions for special education are likely
to occur, parents of children who are likely to be affected by the develop-
ment be informed and, where appropriate, consulted.
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Chapter 18 THE EDUCATION OF
RURAL CHILDREN

An inescapable consequence of popelation distribution is that
educational administrators find it casier to assemble classes, to
supply teachers, and to provide facilities and supportive services in
centres where population density is relatively high, than in rural
arcas which are sparsely settled. [t is not suprising then that from
the earliest days of colonial education rural parents have felt that
the «chooling available in country districts was inferior and have
suftered trom an understandable and, indeed, entirely commendable
anxicty fest their children should be educationally disadvantaged.

This anxiety has been reinforced in various ways. For many years
it was customary for young teachers to *get their country service
out of the way" immediately after their probationary vear, and
one- or two-teacher rural schools were statfed with teachers who
Lacked the skill and experience to cope with what is probably one
of the most demanding teaching assignments, and who lacked, too,
the maturity to live comfortably in what can be an cqually demand-
ing social situation. It is probable that this particular ground for
anxiety has been overcome in the last decade or so, nevertheless
unease continues to be reinforced by influences such as the argu-
ments of those who would decapitate rural primary schools on the
ground that “it can be done so much better at an intermediate™,
The implication that the rural primary school is an inferior insti-
tution is not lost on country parents.

The small country school is vulnerable, it only by reason ot its
size. in times of teacher shortage, It is vulnerable, too, to quite
minor changes in the population of its catchment arca: two families
moving out of a district within a year can easily take with them
enough children to cause dowa-grading of the school and cotise-
quent changes of principal and statl,

{2 s = hen the country child reaches secondary school that parents
become most aware of the educationn disadvantages ot back-
countey e, Itis significant that every survey of the reasons for the
Seritt to the towns lists “educational needs of children” ai or near
the head of the Hst, [t must be coaceded that in some cases parents, .
and particularly mothers, are unwilling to see their familics broken
up at such i relatively early stage: a major consideration, however,
must il be the tact that free education is not free to the country
child who is required to board and pay tor board in order to obtain
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the education. Despite Government subsidy, pareats still require
to find cash for Loarding fees and for outfitting, and the finding
of lump sums of cash is never easy for a man on wages.

Early-childhood Education

Apart trom the devoted etforts of a few parents who are prepared
to undergo a modicum ol training and to organise playcentres in
country districts, there in little or no carly-childhood education.
Rather than provide rural areas with a makeshift adaptation of
urhan institutions and practices, it would be preferable to develop
a specifically rural pattern of carly-childhood education, adapted
to and building on the existing close relationship of the country
schiool to its local community, In view of the almost universal fall
in schoot rolls in these arcas, many schools must have space which
could be made available for such activities, Broaccasting is a medium
which might well support such a development,

We recommend:

L. That studies be undertaken and some experimental schemes tnaugurated
to determine the most suitable pattern for a specifically rural form of
early-chilidhood education.

It should be noted that approximately half the Maori people
under the age of 20 live in rural communities, Consideration of
problems of Maori education is therefore a particular aspect of
rural education. Without seeking to traverse again ground that has
been adequately covered clsewhere, it may be accepted that there
is general agreerient that one of the greatest needs of the Maori
people is adequate carly-childhood education to enable Maori 5-
vear-olds to enter school with an ability to communicate and a
confidence in that ability at least equal to that of the average
pakeha child of the same age.

We recommend:

2. That in the study of rural early-childhcod education particular

attention be ziven to the needs of the Maori members of rural
communities.

The Primary School

Given adequate teaching, the rural primary school has a great
deal to offer, both cducationally i the narrow sense and in the
socttl development of the child as an individual in a community,
Adequate teaching is, however, vital for this is a demanding
assignment.
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It must be recognised that to many cachers country service is a
period of exile from the social, cultural, and protessional amenitics
of metropolitan life. Furthermore, the rural teacher finds it
diflicult to enter upon the purchase ol a permancnt house in wown.
and “uay in other wass suffer economic loss, Tt folioy s then, that if
ekilled teachers are to be attracted to and retained in rural schools,
these disincentives must b counterbalaneed by other forms of
incentive.

We recommend:

3. wat there be protision of realistic locality allowances and/or salary
differentials in_facour of rural te chers at such a level as to constitute
an effective incentive,

The Lousing of tural teachers still leaves much . be desired.
While principals generally occupy an adequate schoolhouse, junior
assistants are still frequently boarded with whatever parents can be
persuaded to accept this disruption to their family life. This is
aatisfactory neither to the teacher nor to the family concerned.

We rcommend:

4. “That there be provision of flats sustable for single teachers or teachers
with small fam:lies.

5. That there be {oan inance linked to a system of purchase and guaranteed
resale of houses for teachers.

There has been a good deal of detate and some disagreement
about the virtues of consolidation »f forms 1 and 2 on to inter-
mediate schools. This is not the place to rehearse this argument
save as it affects specifically rural schools.

Rural parents hiave been persuaded in many cases to agree to
consolidation on the ground that the larger intermediate, which is
almost by definition a small town school rather than a rural one,
can offer more than the country school it decapitates. Rural parents,
as has been stated, are predisposed to accept this type of argument,
which nevertheless underestimates the range ot experience and
values which the small rural school offers and which may be
conspicuously facking in the larger. The agreement of parents is
sought only after feasibility and other studies have been completed
and a decision has virtually beon made: discussion with parents thus
confers only the opportunity to objeet, and to object in ignorance of
the factors which have influenced the decision, It would be
preferable o consult parents at the carliest stage ot planning and to
involve them throughout the processes leading to the making ol a
decision,
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We recommend.

6. That rural communities be involted, al .1 carly stage, in any planning
and discussion concerning consolidation.

It shou'd be noted that there are wide divergences between rural
arcas i ovial values and edacational needs. There s, therefore,
i sinele administrative pattern vhich car be imposed on Wil preeal
atease and cach change must be th subject of an individual study
of all the vocial fuctors, including the time-distance equation in
cach case. The utmost flexibility is desirable to fit administratve
patterns o the caacational and social needs of ditferen: com-
munities,

We recominend:

“o That lexibility inthe imglementation of chanye be a paramount
principie, that cducational institutions be adapted to the needs of the
communition they sercey and that ¢oers fort be made to ensure that the

education of the rural child proceeds as a continuous process,

Secondary Schools

Por the rural ¢hils secondory education entails either bus travel,
which cancinvelve ap to 50 miles or more as a daily round trip, or
boarding school. Few higl schools were designed as boarding
establishments o ifthey were, the doey pupil section of the school has
grown so rapidly that the boarding facilities appear as an une
related addition, .nd the bocrders a minority group o rural
children living rather apart from the main <treams of school life.
Thisis in marhed conteast o the independent schools wherein the
boarders are at the very centre of  he whole e of the school
communico: but independent schools are o form of education
avitlable only o those whose parents are either wealthy or
prepared 1o make comsiderable sacritices to sead  their children
there. We understand that the Department of Education is making a
study of hostels and we thevefore feel that itis timely to recommend

Ao That tnoarny procision of secondary hool kostol accommodation

particular aiiention be gieen to the community fife of the hoarder..

O That in arex where they are practical for geographic and other reas ns,
the establishrent of Jedas hostels be encourased,

10, That boardir.g hursaries be a:djusted to make secondary education as_free
to the country chald av it iy to iy urhar counterpart,

Nosurvey of the education of the raval child would be complete-
without reterence o the work ot the Correspondence School,
The really remote country dweller has little alternactive but to
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enrol his child with this shool «hiel has currently on its roll some
700 rural primary children and 300 rural sccondary  scholars,
Correspondence tiition mast not e thought of as o “last resort”
or even as a “second best™, Tie Corvespondence School has served
generations of vrural New Zealanders wells and vesulis indicate a
high <o wndard ol academic suceesse The sehool s as progressive as
any otha branch of the education service, and the use of radio,
tape recordings, visiting teacherss and - periedic gatherings of
students han e done much o overcome the sense of isolation and to
develop a corporate spirit among pupils,

Such evidenee as is available tends to suggest that rural children
today are not markedly inferior to their urban counterparts i terms
of academice attainments, Such giaps as there may have been,appear
to be clsine. Neverthdess, while there is any anggestion that rural
children mav be educationally disadvantaged, we believe it is
ircessary tor educational administratons o have regind o two
principles:

@ Llhit of grnerous provision to areas of greater need, anrl

@ That of tleaibitity in adapting available resources to the ditfering
necds of commuaities,
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PART E A TIME TO END LIP-SERVICE:
RESEARCH AND EVALUATION IN
NEW ZEALAND EDUCATION

The tiile speaks for itself: this is an area which is constantly
emphasiserd in conterences, reports, and a variety of educational
publications, but which is seriously neglected when it comes to the
provisioa of resources, The chapters cover the three aspects which
must be considered together 1f a significant advance is to be made:

expansion of services, training of rescarchi workers, and overall
planning.
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Chapter 19 EXPANSION OF
RESEARCH SERVICES

Many recommendations in this report have thrown greater
vesponsibility upon the schools; but we have acknowledged that
parallel with this responsibility there must be an increasing aware-
ness of the need to evaluate what has beea done. We have also
emphasised the need for innovation and an experimental attitude
towards many of the central aspects of the educational process:
school organisation, teaching methods, the curriculum, and the
use of resources, I+ is appropriate, then, to complete onr study of
improvements in learning and teuching with a careful consideration
of research and evaluation, for they are the fundamental processes
which underlic any changes which are planned and controlled. We
make no apology for the length of our discussion on rescarch be-
cause unlike most of the other arcas we have covered, public
discussion of provisions for rescarch and evaluation has been meagre.
We have therefore felt it necessary, in this and the following two
chapters, to enter into much greater detail than has scemed fitting
clsewhere in the report.

The background out of which this, and the other working party
reports have arisen is one of change: not just changes forced upon
us, hut changes which are sought. Against this hackground, it is
no accident that the revision ot school curricula has become a large
and specialised activity in recent times in all countries and at all
levels. Nor is it surprising that commercial enterprises have identi-
fied the market possibilities of large-scale educational publishing
and the manufacture of expensive teaching aids and cquipment.
Gradually, out of all of this ferment and clamour for change, we
have begun to appreciate that the quality of cach school depends
to a great extent upon its capacity to capitalise on the particular
strengths of its teachers and when they, in turn, are not afraid to be
held accountable for their performance. But this has created a
constant pressure upon teachers from within and without the pro-
fession to improve their skills, to expand their knowledge, and to
broaden their care. Such pressures are now almost universal in their
impact. As a result, those responsible for the policies and practices
of schools have realised more and more that choices and decisions
now require a firmer ftactual foundation and more perceptive
judgments than has customarily been the case in the past. In
nearly  every nation, an expansion ot research and evaluation



seavices has therelore emerged as the characteristic response to their
new set of obligations. In the first instance, the increasing complex-
ity of educational planning and organisation has demanded fresh
approaches to its management, Secondly, a renewed emphasis
upon human dignity has deepened concern for the socially dis-
advantaged, for improved guidance, and for more skilful evaluations
of what is heing learnt. More recently, all of this has been accent-
uated by the disenchantment evident among modern youth with
what the schools have becn offering them. Equally powerful
pressures for more research have also come from the expansion of
technical and vocational education, vast new investments in teach-
ing aids and equipment, and a persistent demand for evidence that
the taxpayers’ money is being used wisely in providing education
for evervman,

Increasing Recognition

The impact of all these pressures has gained momentum in
New Zealand, as elsewhere, over the past decade. Thev have been
reflected, for instance, in the submissions to the Advisory Council
tor Educational Planning from many quarters, from private in-
dividuals, voluntary and professional associations, and the leading
spokesmen of the teaching profession. In fact, they were clearly
forescen more than a decade ago in the recommendations made in
the report of the Commission on Education. In the intervening
vears, many other committees of inquiry have lengthened the list
of recommendations. These include the Tyndall Report on Voca-
tional Training 1 1965), the Committee on Education, Training, and
Research of the National Development Conference (1969), the
Report of the National Advisory Committee on Maori Education
19707, the Hill Committee on Pre-school Education (1971), the
Williams Commiittee on Educational Television (1972), and the
Working Party on Maori Adult Education (1972) set up by the
National Council for Adult Education.

While regretting that progress has heen less rapid than expected,
we readily acknowledge that imporiant advances have been made
in the past 10 years in establishing the toundations on which more
vigorous action may now be taken. These may be seen in tie
increasingly favourable public and professional attitudes toward
rescarch activity in education, in the growing number of professional
positions becoming available for full or part-time enmployment in
research or development, in the number of books, aids, and articles
based on good research which are now being published annually,
and m the number of changes in policy or practice where good
research has had an impact on setting the direction of change.
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We also note with particular satisfaction the success which the
Department of Education has achieved in creating a Curriculum
Development Unit over this period, Apast from its excellent work
within New Zealand, this unit has already achieved international
recognition through its assoctation with other nations in large-scale
inquiries. The department has systematically built up its Rescarch
and Planning Unit and is increasing its capacity for rescarcli. The
activities and organisation of the New Zealand Council for Educa-
tional Research have also been broadened substantially and this has
been matched by a similar expansion of research activity in univer-
sities and to a lesser extent in the teachers colleges. Al of these
advances, it should be noted, have been paralleled by an increasing
readiness of schools to adopt new practices, new courses, and new
torms of organisation and a noticeable quickening of intevest among
teachers for information on educational developments elsewhere.

Guideline for National Policies

In essence, the working party is convinced that the time has
arrived for a rapid acceleration of these developments rather than
any fundamental redirection. As elsewhere, the rising interest and
concern for educutional research and evaluation in New Zealand
is a reflection, we believe, of a more penetrating professionalism
being applied to our own problems and purposes. It is not derivative.
Without doubt it has bencfited from similar developments elsewhere
and the steady flow of teachers and scholars to and from other
countries has enriched it immeasurably. The greater readiness of
governments in other nations to support major programmes of
rescarch and development into specific questions or issues has not,
however, passed unnoticed. We are hopetul that New Zealand also
will now enter upon this phase of research development, and suggest
that careful attention should be given to the conclusions which may
be drawn from the experience of other nations in formulating national
policies tor research on educational matters.

Stated briefly, these conclusions place particular weight upon the
importance of creating a climate in which rescarch, development,
dissemination, and evaluation are seen as inter-related, and where
the practical application of rescarch findings has equal priority
with the work of establishing them. In the policy reviews of many
nations, there is much emphasis upon the need for more attention
to rapid and effective communication between practitioners and
reseitcch workers, to multi-disciplinary approaches to educational
issues, to co-ordinated work on projects or programmes of high
priority, and the nced to use the problems and uncertainties of
educational practice as starting points for a major part of the research
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activity that is supported by public funds, Other nations have also
been forced to give more attention to improved training programmes
for research workers and the preparation of new kinds of research
specialists. We believe that in this country, too, we will need to
reflect more critically on such questions.

In the case of educational research there are special reasons at
this time for promoting debate on these matters. Public approval
for, and reliance upon research is a recent phenomenon in most
countries, and in New Zealand so far it has been directed mainly
toward support for the agricultural, medical, and physical sciences.
In these fields the choice of priorities for development is an outcome
of a carefully-developed set of relationships between the agencies of
Government and ditferent sections of the scientific community.
It does not follow that the administrative principles to be adopted
in guiding the erowth of publicly-supported rescarch and evaluation
in education needs to be exactly the same as any one of these fields.
But we are convinced that a comparable set of guidelines will need
to be evolved if consistent policies are to emerge.

As a beginning we theretore suggest that an urgent need exists for
Government support to expand research facilities with recognisable
obligations. We propose, morcover, that those organisations or
centres which are largely supported by public funds should be
encouraged to concentrate their attention on co-ordinated and
relatively large-scale programmes. Our experience in New Zealand
has shown already that the most signiticant contributions to educa-
tional advancement build up cumulatively, as in other fields, from
research programmes developed systematically by scholars whose
leadership commands national and international respect, the
enthusiastic co-operation ot teachers, and adequate funds. In making
decisions upon the research programmes to be expanded and sup-
ported, the working party is equally impressed with the need to
evolve a suitable advisory system which reflects the judgment of
leading scholars and practitioners. Obviously, the policies of a
government in promoting research into educational matters cannot
create a high-quality effort by legislative fiat. But by using a well-
balanced advisory system to guide its decisions, a government can do
much to ensure that excellence is identified and supported wherever
it is found. We believe this should now be regarded as the prime
objective in allocating public funds for a greatly expanded cffort to
promote research and experimentation in education. At the same
time we do not suggest that this should be at the expense of the
individual scholar. There must always be support available for the
creative scholar who breaks new grouand or opens up promising new
leads.
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Provision for Experiments in Schools

Throughout this report a constant emphasis has been placed upon
the need to create opportunities for schools to become more
autonomous, more flexible, and more enterprising in devising new
programmes and in reviewing commuunity responsibilitics. These
opportunitics may have little real meaning, however, if they are not
sustained by well-informed and perceptive advisory services. In
reviewing such developments, we have been impressed first, by the
variety of organisational arrangements other nations have evolved
in recent years to foster experimentation in schools, and secondly, by
the increasing numbers of schools in New Zealand which have
demonstrated that this advice is welcomed*. The notable vigour and
success with which many schools have begun to promote such
changes has stimulated useful beginnings in the provision of funds
and technical help through the district senior inspectors of the
Department of Education, the New Zealand Council for Educational
Research, and similar bodies. it is also evident however that these
sources of help are not sufficient and it is obvious too that schools
need advice which is closer at hand. The recommendation below for
setting up regional centres for rescarch and development is intended
to provide that assistance. As envisaged by the working party these
centres would become a primary source of direct and knowledgeable
help to teachers and principals planning new developments, and a
focal point for bringing to schools the technical and evaluative
expertise available to them from the universities, tcachers colleges,
and other regional services within their district.

From comprechensive experimental programmes beyond those
promoted by the Curriculum Development Unit, it is worth noting
that assistance from well-qualified research personnel is welcomed by
schools in the tollowing areas:

(a; In planning an experiment or an innovation in such a way
as to» ensure that all variables likely to affect the outcome are
taken into account;

‘b) In creating evaluation instruments appropriate tn the
objectives of the experiment;

i) In assessing the significance of success or failure against stated
criteria;

‘d) In suggesting alternative explanations to account for the
observed outcomes of an experiment.

In the opinion of the working party several of our universities and
teachers colleges are already statfed with people able to ofter such
advice and assistance but their services are not at present being
utilised as fully as seems desirable,

#Sec, tor example, the evidence for this in Secondary Schools in Change. Wellington: Price
Mulburn, 1973,
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Specially Funded Experiments

In the interests of the vitality and vigour of the school system as a
whole, both State and private, we also believe that it is desirable to
nmike provision, by special funding arrangements, for carefully-
planned experiments inaindividual schools, or groups of schools, on
approaches to curricnlum development or school organisation which
are independent of the programmes being conducted by the
Curriculum Development Unit or similar agencies of the Department
ot Educ.tion, "T'o illustrate this concern, we suggest that it would be
beneticial it such experiments were directed toward: investigations
of the influence ot teaching methods or materials on the imple-
mentation of o particalar curricuhuon; modifications of curricula
according to the ages of pupils: alternative wavs of structuring cur-
riculum coutent: the linking of certain curricular provisions with
specitic social demands; reorgenising curricuium content in accor-
dance with psvehological or developmental principles; the breaking
down of subject matter boundaries; new provisions for the arts or for
moral education; alternative programmes for coping with the
linguistic backgrounds ol minority groups; and the replication in
New Zealand of snecesstul overseas experiments,

In order to ensure that such an approach to improving
the qualtty of experimentation in schools has benetictal resulis,
certain - guidelines need o be agreed upon. The  following
suggestions are offered s thhistrations only:

‘o That any additional funds required would be available for
more than a vear so as to allow for continuity and
integrity while alternatives are explored:

‘h That ihe choice of alternative curricala, organisation or
stafiing patterns, and internal evaluation measures remain the
chotce of a school principal, his st and his contmuanity

¢ CThat such experimental schools should be large enough to
low for adequately designed experimentation but small
enough for it w be thoronghly evithated and documented:

o That nstead o evaluation  and  docnmentation coming
atter Lt project las been completed or well ander way,
it shonld be coeepredas an dntegral part of the experiment
froan the ontset:

e That independent expert evaluation specialists from relevant
subjoct areas drawn from New Zealand or elsewhere might
be invited 1o review the programme as w whole;

That cach school or aroup of schools be required o make
provisions o keep prrents, the loeal comnumity, and
al other interested parties intormed  on the purpose,
progress, and results of such experimentation,
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Regional Centres for Research and Development

To provide such services efficiently and to ensure the total
research and development effort beeomes more effedtive, it is now
cdear hac educations! research can ne longer be regarded merely
G oa part-time activity pursued by few individuals tor their
private purposes and satistactions, While we have already acknows
ledaed that ample encouragement shonld alwins be given 1o the
crediive clots of individual teachers and scholins, we believe
that the etlective use of our resourees now depends upor provisions
tfor the appointiient ol an increasivg numbor of tudl-time vescarch
workers and the setting wp of adequate Tacilities Tor properls -
planted services. However, Iunvine taben caretul note of overseas
devespinents, we do not fivour e establishinent in New
Zealond of oalv one or teo very Liree centres (or research and
devdepent i chonion aong the lies ol those set up in the
oot decade s other countries,

Inwosunli s anmey with good commuuications and a hively and
comepereive toaching prelesion, we belicve thae the potential tor
helptul pollabsration is one of owr major assets. We have
recoman. tided theretore that a0 serie s of simall recional centres {or
cducdonal research and (l('\t'}n;)lm'n{ In pl'n';l'r\\i\'t'l} estabhished
i those ces wnich have o Bl range of certiany and other
cdrncationsd inet unons, oo provide the Lppropriate conditions
tor the meracement, siailing, and direction of these centres the
woersine pacty behees that thees centtes should be finaneed
idependdently ot the budaets of the nsttutions with whom
they o enperate regionally and chat thee Shoudd therclore beeome
o dineet huree awedanst the Vate: Edaeation,

Avowe envisawe them, cocb of these centres would evalvse
fovoaedt s perianent statt ot three o e research workers
wite. ~ectable sapporting sttt This establshment might be
supplorsented ent nme 1o nme, throush temporary joint
appeintinepts with local tertiary insdttions, by the secondment
ot teachans rom local schools, and by tellowship aud internship
attancenente We would expect each cene 1o be adiministered
by ccosecrchndinecror assiste b s smadi adv bsors group represeating
the tectonad tetiory institations, the recional administering saithorts
ties, aad the revional teachery” orconisations, To be fully
etboctve the working pany sueuests that such eentres should be
estatwsiued e bctitnies, possiblyv in associadon with the wachers
corrros stopowd i chaptess T ased T whibch will encearase
ettects o codbaberation with schools and other edueatonal services,
as vt s wath colleamin s i unversiies, teachers colleges, and
Gonnhoal nenoue o Tt mest be made clear, however, that these
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centres would be quite separate from and have quite different

functions from the research units on tertiary cducation which are

now heing set up in four of our universities and also at the Central

Institute of Technology,

{he primary purposes of such regional centres as the working

party foresees them would be:

fa - ‘To promote research programmes geared toward improving
school practices rather than rescarch projects chosen by
individuals seeking academic qualifications;

‘b, ‘To provide a resource centre where teachers and other
practitioners may assist with the planning of such research
programmes, confer on new  findings, consult specialised
libraries, examine new aids and materials, and participate
in spediahised courses;

i« Toserve as a central focus for colliboration among regional
institutions, organisations, or services which already have a
capacity or facilities and obligations for research, develop-
ment. or dissemination in the ficld of education;

‘d To offer alternative employment and carcer opportunities
for well-trained research workers, and additonal avenues
for secondments, fellowships, and short-term appointments
to be offered to practising teachers engaged on rescarch
or development activities;

‘e To facilitate the training and ficld experience of graduate
students and others prepared o embark upon a career in
cducational research;

i To act ws o snitable setting in which philanthropically-
tunded or contract research may be undertaken through
the appointment of temporary research assistants or fellows,

While these purposes suggest that such centres would be expected

to place a particular emphisis upon research related to school

practice and educitional policies, the working party hopes that
provision tor basic research would be builtinto thenr management
and tunding wrangements, In the opinion of the working party this is
accomplished most satistactorily by the provisions made for long-
term research programmes rather than short-term projects or con-
tracts, although these <hould not be excluded. 1t is acknowledged
that the management of research programmes requires a delicate
balancing of teameinitiated and sponsored-divected research, Fx-
perience suzgests, we believe, that small project-teams offer the most
etfective means tor creating an accumulation of research knowledge
and experience that is able to take full advantage of the opportunitics
for collaboration and dissemination within each region,
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New Requirements for Evaluation

Evaluation is an essential and integral part of the whole process
of skilled teaching, effective administration, programme or curri-
culum development, and educational reform. But the practices used
for evaluation at any time reflect the coneeption of schooling which
a nation adopts as well as the technical expertise available, Obli-
gations to develop effective procedures tor evaluation now present
themselves in many contexts, and affect the quality of decisions
being made constantly in such areas as: the supervision and
evaluation of teaching performance; assessiments of pupil progress;
cost-ctlectiveness  assessments of new programmes and training
courses; curriculum development: the measurement of educational
achievement; the effectiveness of new materials; architectural plans;
and the whole approach to the planning, programming, and
budgeting svstem (PPBS) that has now been adopted as the system
of financial management for Government expenditure. In all of
these areas, appropriate information systems have to be created
and maintained, and the relevance and sensitivity of the judgments
arrived at is i direct outcome of the technical expertise and wisdom
applied in each case,

Untortunately, within the field of education, »s in many other
arcds of public policy, many evaluative decisions ave to be made
at present at all levels on the basis of inadequate data and with
insuflicient expert knowledge of the consequences. We are conviuced
that a concerted effort to up-grade the quality of these decisions
is required in all these contexts, from individual classrooms to the
most senior administrative  oflices, We  therefore welcome  the
initial appointments rade to the Department of Education for
officers to specialise in the evaluation of new programmes of nursing
education and apprentice training, cost-effectiveness inquiries, and
curriculum evaluation. We also welcome the recent establishment
of an Examinations and Testing Unit in the Department of Edu-
cation, In the opinion of the working party these developments
are all in the right direction and we are anxious to ensure that they
are pursued promptly, with vigour and enterprise,

Beginning withe the Report of the Roval Commission on the
State Services 1962 modern approaches to the financial manage-
ment of Government expenditure have been introduced steadily
over the past decade®. The most significant major reform recently
has been the initiation of a Svstem of Integrated Government
Management Necounting SIGMN. which has been adopted in all

S [he Piinning und Contrii of (riernment Fxpenditure., Wellington: Lhe [reasry, 14973,
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Governmient departments since 1972-73, As a result of these de-
velopments, the Department of Education, along with other departe
mente, has now taken the initial step to implement a planaing, pro.
gramming, and budget svstem (PPBS) as an aid to allocating
resourees and ensuring tiat the programmes and activities financed
by Government are fultilling their intended objectives.

Within such a sysiem of financial management, the analysis and
evaluation of new or existing  programmes  becomes crucial
obligation. However, since so many of the beuelits of education are
intangible, and often out-weigh in signiticance those which are
measurable in more precise terms, the application of such proce-
dures in the field of education is an extraordinarily exacting exercise.
To establish this new approach to management, and to aclieve
maximum benefits from it, steps must therefore be taken promptly
to strengthen the analvtical and evaluative capacity of the planning
sections of the Department of Education. Sinee adequate training
in the exercising of these skills within the field of education is not at
present available in New Zealand, we urge that every effory be made
to send i smatl number of officers with these responsibilities overseas
for training at the carliest opportunity, This whole development,
however, is only one telling ilhastration of the specialised skills now
required for effective administration in many arcas.

With the cphasis upon vocational training courses for operatives,
apprentices, first-line s ipervisors, and managers which followed
from the National Development Conterence, and the subsequent
setting up of a large number of industry training boards under the
Vocational Training Council, there has been a steady expansion
i recent vears of requests for advice in evaluating various training
conrses. Such conrses are conducted under . variety of anspices
and valnable work in servicing some of these courses is already
provided informaily through the Training Within Industry scheme
operated by the Department of Labour, and within Government
departments by otlicers of the State Services Commission. From the
intormation available to us it is evident, however, that numerous
other organisations, professional associations, voluntary socicties,
aned industrial gronps are seeking help with the evaluating of courses
they wee providing.

Similarlye, the circimstances under which the techmical institutes
develop courses abso creates aconsiderable interest 1 course evalue
ation, and the same interest has also been evident in teachers
colleges over many vears, The deselopment of vesearch and advisory
units in the universities wille in the long run, expand profcssional
expertise in this areins But the focus of interest in the evaluation of a
wide range of voeational and professional conrses wsually lies out-
side the unisersities, and there are likely o be lhnitations on the
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capacity of the university unie to service this wider concern, even
if they were prepared o do sou Inthe time available, the working
party has ot been able to assemble sufficient infornution o1 canviss
opinion broadv enough to allow vs to recommend with: contidence
P U s o toseats hesesvices which need to be cveated i this gare e,
P these circunstanees we nesd content ourselves with o recommen-
dation i the vesearcin ecarhuation, aid edvisery services oquived
e the wheie field of tertiary education be examined tharengliy as
A matter of urdencey,

Research and Policy-making

Fhe worning party is strongly comvineed that reseirel: should plas
sovital partin the formulation of edueational policies at the highest
Fevell within the Department of Edueation, within advisory boards
cad statirany organisations, and within committees of inquiry that
are established from time to time, Mlmost all committees of inguiry
into educational matters over the past decade have reported
untavourably on the adeqguiey of the statistical and cther information
available o them, and several have otfered firm recommendations
tor the improvement of these serviees, While important edvances
have taken piace in the collation and publication of educational
statistios throngh the Department of Education, the vice-chancellors
comittes, and similar bodies, it is evident that major deficiencies
remain, These are particularly evident in the case of statistics on
ecducational expenditure, the use of facilives, adult education,
carlyechildiosd cdoeation, tne gualiny of the teaching foree, and
occupatiotial placement,

There ave andeed a0 vatiety of reasons for sugeesting that such
irformation and statistical services should be subjected o o con-
tinning eeview, Some of these arise from the growth and expansion
o the ediucation svstem, others from the adoption of new manage-
trent precednres and the proposed reforms ol examinations, the
anttodiction of LIV, and similar developments all of which will
reanive rebsant statistical icloomation for effective planiing and
well-intormed policy decisions, New Zealand's expandine inter-
peiional St ainns assedeted with e etiorts of TNLSCQ),
tes Oreantsation bor Beoaoiic: Cosopreration and - Deselopiment

ORCD L oed other dzencies to constres Usystems of policy-oriented
statistics or indicators retlectingg the intluence of editeational policies
cacthe et o ite wail adso el for increadng sonhisticwtion
statstical serviees, Poetheis the noressing imvolvement o the
camenuait, mothe lermeiaion of cducationad policies will require
crectds aneprossd Dclivies tor sorvicing intamation reauests, and

co e dissorndnation of stadiced snterteation iedudin e tend
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analyses. The installation of computer facilities in universitics,
technical institutes, and other places for administrative or technical
purposes, should ereate a potentially helpful resource which may be
used to assemble information for more eftective educational planning.
Bt collahoration between such institutions will he essential it full
advantage is to be taken of the opportunitics these facilities present.

We note with interest that the authors of the recent Report of the
Commuttee of Inquiry inty Education in South Australia, 1971 ‘known as
the Karmel Report) decided that the essential relationship which
must exist between research and policy-making would be achieved
satistactorily in South Australia only it' a director of research
was appointed who would be divectdy responsible to the Director-
General of Education, and in charge of the two branches of re-
search activity  that which relates to the improvement ot school
programmes, aid that which relates to the planning of tacilities and
resources. Signilicantly, too, this report recommended that the
directors o research should have equal standing with six other
directors within the South Australian Department of Education
responsible tor primary and secondary education, special services,
finance and administration, recruitment, and pevsonnel

We also draw attention to the Lact that more than a decade ago
the Conmmmission on Education "1962 expressed a comparable view
on the place of rescarch and information services within New
Zealand's Department of Education and recommended the im-
mediate creation of an additional assistant director ‘professional) o
co-ordinate such research with other considerations of broad policy
and forward plamming. Tt is evident that in the Department of
Education research has not vet been accorded the standing implied
by recommendations of this kind and in the opinion of the working
party this has been a source of much frustration in the planning of
the past decade.

At present no svstematic analvsis exists on the nature of the
national rescarch eftort in education and this seems symptomatic.
Most advanced countries, in the past 3 vears, have given assignifi-ant
measure of attention o reviews ot policy and practice in this field.
in the UUS.AL tor example, no less than [0 such reviews were
preparcd between 1967 and 1969, Similarly, in Australia, @ recent
report by Dr W, C, Radtord on Research into Education in Australia 1372
is an instructive example of the essential intormation required for
well-informed policy: making. While these reports and these from
other nations are revealing in demonstrating the areas to which
fittle attention has so far been given in this country, they do not
provide an adequate antidote tor our own Lack ot intormation on the
facilities vr capacities available here tor a sustained research cflort,
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We therefore place special emphasis upon the need for a balance
to be achicved in expanding the national and the regional facilities
for rescarch and development which we recommend. From the
intormation available, we understand that some progress i« now being
made in sttengthening the seseardls capabilities o the Department
of Education tor educational planning and evaluation, but are
doubttul whether this is vet bheing pursued with suthicient vigour.
In our view all of the research and statistical work undertaken
within the Deparuneat of Education wiil help, sooner or later, with
decisions abont planning and therefore is part o the whole process of
planning. Nonetheless, such activities as the analvsis of enrolment
patterns and demographic trends, studies of school size, projections
of teachers needed, school-leaving patterns, and the translation off
this intormation into requirements tor buildings, facilities, or teachers,
constitiite a4 someswhat ditferent activity trom studies ot the educas
tional processes whicl go onin schools. Rescarch of the Tatter kind
must be done largelv in schools and in close accord with teachers
and often with parents. To a very large extent at present, otlicers of
the Deparument of Education are obliged to rely upon the services
and goodwill ot other organisations in obtaining information relevant
to schoul practice. However, the success with which the massive
FEA suvvevs of educational achievement and attitude have been
carried through in recent vears is confirmation enough that the
tacilit’ s of the departmens can be used to advantage in administering
m mational projects.

For well-intormed policy: making on a wide range of professional
issues it is obvions that senior oflicers of the Department of Education,
the inspectorate, corviculum and advisory officers require an
intinate and pereeptive knowledge of school-buased research in many
tields, To addition o an expansion inits research staft to cope with
nidjor matters ot planning and evaluation, we believe that the
department abso requires an eapansion of research stafl who are
adequately qualitied to provide advice and intormation on such
matters as cducational measorement, prediciion, guidance, atvpical
children, educational finance, technical and vocational education,
curriculnm reviews, and social welfare issues. From the estimates
avinbable, and combining these with the requicements for pluanung
and evaluation, ot appears that the appomtment of from 20.25
spectalist rosearch otheers could be pustitied within the nest 3 vears,
When compared with the provisions tor persoanel of this Kind in the
Government departments of other nations this appears to be a
madest estitnate.

The second venttieant establishiment tor research services at the
tational Tevel is that provided by the New Zealand Council for
Educational Rewearch whose organiation and services have been
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transtormed oser the past decade, From small beginnings, it now
incorporates within its structure sections specialising in test develope
ment, information and publishing services, and rescarch on Maori
schooling. In addition, the council has improved its capacity for
initiating vesearch throngh sponsoship and wemporary appointments
in such tields as carlvechildhood education, post-sccondary educa-
tion, and administrative studies. Tt has also broadened its collabora-
tive work with a wide variety of statutory atid voluntary organisations
concerned with national policies in different ticlds,

We are aware that the council has already announced plans for an
expansion of these services and that progress is being made with the
implementation of these plans. However, it the recommendations
included in this report tor additional respousibilities to be taken up
by the council are to be implemented, it is clear that consideration
will have to e given to a widening of the modest expansion pro-
gramne which the council set itselt in 19710 Tt is also apparent that
s the mujor autonomous research organisation in the country, the
council is being called upon increasingly. first, to otlfer research
services bevond New Zealand in the South Pacitic and South-cast
Asia generallv, and secondly, as a co-ordinator of New Zealand's
participation in international research programmes, Such develop-
ments provide a valuable stimutus to the maintenance of excellence
in a tational vesearch etfort, and are a signiticant iflhistration of the
ty pes of expert help which other nations are now anxious to obtain
from smaller countries like New Zealand. In view ot the council’s
stecess i transmitting rescarch knowledge and expertise over a
broad tront, we believe that the expansion oi its services should be
continued onapprosimately the same scale as has been achieved
it e post Vo,

Priorities for Research and Development

The woerking party recognises that much ol the impetus for the
cireni concern about research and experimentation arises from an
assutiption that certain areas might be singled out for priovity
attention. Having reviewed the elaims which have been made, and
identified in this veport many of the areas in which research or
expei ntation iy desirable or urgent, we have concluded that the
Mot Enportant priority at the present time is to establish a general
organisatiotal capacity tor undertaking specibe programmes or tasks
iy thev arise in the futare, Tt is obvious that some priorities will be
exerciwd in planning such facilites or services but having outlined
the broad porposes to Le served the sworking party is reluctant to go
tartheer at this stage in specitving what tsks the various units,
contte s, or organiations should und- tiake. There are sound practical
FCsOTs ol s a position,
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Those at present engaged upon cducational research in New
Zealand are already guided by various priorities that cannot easily
be put aside. These include broad departmental, institutional, or
administrative needs as well as personal perceptions, the interests of
donors, and policy requirements, In Government oflices, the main
pricrities tend to emerge from the need for fairly prompt decisions
about curricula, examinations, buildings, teacher supply, and
recruitment. Elsewhere, priorities rest upon the perceptions of
individuals or organisation about:

‘o Important current problems which rescarch might help to
claritv or resolve:

‘b Important eontinuing problems in various arcas or sectors
which need to be understood by eachi generation regardless of
chianges in educational structures, organisations, and courses;

¢ Important prospectice developments towards which research or

esperimental studies may contribute useful data in advance
of ceneral or broader decisions,

However, in those under-developed arcas where the Government
or other crant-making organisations, or the standing committee to be
proposerd Later, adentity o need for a concerted effort of some
magnitide, the working party considers that senior scholars or
research administrators should be fuvited to present plans for
co-operativeand - multi-disciplinary  rescarch and  development
prozrammes of relevance to the issues toreseen. These proposals
might be enconraged, tor example, in such areas as the economics of
education, the conditions necessary for the effective education of the
handicapped, the educational peoblems of Polvnesian migrants, the
vole and status of teachers, modes of educating children in the carly-
childhood vears, or the cumnlative positive and negative influences
of home and the community, We suggest that the research directors
with proposals such as these should be encouraged to prepare pro-
grammes which wie not necessarily confined to one institution,
grogrepliue ared, or statl establishment, and which include definite
plans tor training poste-graduate students, teacher involvement, in-
service  training,  publication, and  dissemination. In o addition,
however and over and above snch cosordinated programmes, we
believe -t there shold also be an expansion of the opportunities
lor individual scholar, and teachers o seek sinall-grant assistance
without hindrance,

I general terms, and having tahen account of the varving
expevicnee and practices of other nations, we think it unwise to
seeh urdue centralisation in the determination of research priorvities,
Given the advisory svstem it proposes, the working party fasours
policies whick toster a dose association between teachers and research
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workers so that research priorities emerge out of the uncertainties
of classroom practice or problems of management and welfare, as
much as from broader planning objectives or theoretical questions.
Morcover, we consider that research workers, at various levels of
responsibility, need to be involved in the task of foresecing priorvities
so that steps can be taken progressively to prepare people for the
research required, to create carcer commitment to particular
programmes, and to design suitable forms of dissemination and
follow-up work. Unfortunately, the number of well-qualified research
workers available for imaginative, practice-oriented research in
such arcas as carly-childhood education, technical education,
linguistic rescarch, or the cconomies of education is distressingly
small. Since investment in research by inadequately qualified per-
sonnel is wastetul in terms ot effort and money, we place special
emphasis on the rapid expansion of training facilities so that such
priorities can be taken up, In the meantime we suggest that the
promising course of action would be to encourage cxeellence in
whatever tield it is found and wherever existing facilities already
offer scope for inncvative research of the highest quality.
To provide the services outlined we therefore recommend:

L. That the numbers of research workers employed in educational services
be doubled during the next 5 years to allow the following developments
lo lake place:

" The establishment of regional centres for research and develop-
ment in districts already provided with a full range of educational
institutions {schools, a teachers college, a techuical institute, and a
unizersity j;

b A substantial expansion in the research staff of the Department
of Fducation tv provide information cssential for the formulation of
polivy, programme, and curriculum evaluation, and the detelopment
of teachiny resources and facilities;

) | comparable expansion in the research staff of the New
Jealand Council for Educational Research providing for a steady
croccth of existing sercices as well as provision for additional functions.

2, That the proposcd stanaing committee on research and development
mee early attention o the research. eraluation, and ad:isory services
requirsd throuzh the whole field of tertiary education, and especially
tn thuse relatine to the abligations of the techmcal institutes, the
wdustrial training boards. and the Vocational "'rairing Council,
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Chapter 20 RESEARCH TRAINING AND
PROFESSIONAL DEVELOPMENT

Probable Staff Expansion

Since much educational research and development in New
Zcaland at present is a part-time activity, estimates of future staff
requirements based on the existing work force must be treated with
caution. However, it calculations are based upon existing full-time
appointments, and fractional-time allocadons of university staff,
curriculum oflicers, inspectors, teachers colle :es staff, and others,
it could perhaps be claimed that our rescarch services are at present
provided by an establishment equivaleat to about 70-80 fulltime
research workers. On the basis of this estimate we think that roughly
the same number of additional qualified research workers will be
required during the next 3 vears, bearing in mind the various
recommencations in this chapter.

Existing Staff Position

L 4

From discussions with those recru ting statl it has become evident
that the research workers required often need to exercise competen-
cies which are not strongly developed in existing university courses.
"This i a common situation in many parts of the world. Perhaps the
most commonly expressed need is tor statf competent in curriculum
theory and development, in materials production and evaluation,
and in the evaluation of educational change as it is occurring. Others
for whom a considerable need ‘s expressed are: aaministrative
specialists or economists prepared <o make a career in education on
such matters as cost-cffectivencss and management and systems
analysis; specialist inlormation staft’ who can translate research
findings into practical outcomes; and those rare individuals who can
design, manage, or lead large-scale evaluation projects. Of one
thing we may be certain: that part-time post-graduate courses at
the master’s level are by no means suilicient in themselves to provide
the competencies expected. This situation is recognised by the
universities, and we believe that the acceptance of a national
policy for developing educational rescarch will provide the incentive
they reqaire (o review cirrent training practices. In the meantime,
we note that; -

’

‘a; Not enough attention has yet been given by employing
bodies or those training students to varying levels of training
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for appointments at ditferent levels and what this might
entail in terms of courses, credits, dissertations, or multiple
reports instead of a thesis;

by Few post-graduate students preparing or planning a thesis
are ever ziven o chanee o work for organisations sdmine-
istrative oflices, or rescarch centres with someone  pro-
ducing high quality work, and where they could contribute
to a wider programme and meet colleagues of like mind;

«c; On completion of a thesis little direct cffort seems to be
made, outside the university context, to see that a graduate
follows up the “introduction” he has been given, by means
of post-doctoral or post-master internships in a recognised
centre here or in Australia;

‘dy Few attempts have vet been made to upgrade the skills and
understandings of rescarch workers, already acaderaically
cualified, through specialised workshops and seminars, or to
provide a modicum of rescarch training for senior people
such as inspectors, curriculum advisers, and members of
exanining panels, Some beginnings on the latter provisions
have been made, it is true, but they are essentially
uxploratory.,

Prospective Staff for Research and Development

Our recommendations are based on the assumption that we
can double our research and development activity within 3 vears,
and *reble it within a decade, it we are prepared to call upon
people alrcady qualified, provide them with essential support
statt and facilities, and replace them in their present positions by
people adequately equipped for those positions who are not research
scholars. This is probably also the least expensive solution. With a
parallel development of better training programmes, an expansion
of existing services, and the establishment of new centres where
careers may be foreseen, it is virtually certain that research and
development activities could become competitive in the search
for adequate statl, But quality and not simply quantity must be
aceepted ws atouchstone at every turn, Such a policy would require
carctul planning. Inevitably, it could ereate some tensions and
disappointments, but a rapid qualitative improvement in the
schooling we seek cannot be achieved without some penalties,

Coupled with such a policy, we consider that special courses
shonld be instituted to expand the knowledge and e=naertise of those
already holding positions of responsibility for resea .. and develop-
ment. Considerable scope now exists for collaboration with Nustra-
lian institutions in organising such courses, and on cecasiens the
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services of spedalises fiom niore distant countrics may also be
required, Similarly, opportunities should be created for statl’ from
tertiary institutions to be seconded from time to time to work full-
time in recognised research centres in New Zealand or Australia,
We bope that in due course suitable candidates will also come
torwasd tor the senior research tellowships that are already avail-
able tor educational research workers through the National Ree
search Advisory Council and similar bodies,

Initial Training Programmes

While we recognise that important changes have taken place in
the postgraduate training for educational vesearch being offered
by univewsities we believe that further improvements are still
possible and that some changes in emphasis are desirable, In
particelar we hope that universities will collaborate ciosely with
the propused research centres to ensure that:

e Postegraduate students will obtain experience in working

with experienced full-time research workers;
tb. The types of training most appropriately giver by such
centres will be wsed effectively tor post-graduate students;

¢ Thematic research being dirccted by such centres will be
able to benetit from the assistance of such students and that
universitics will permit these to be prepared within such
themes;

d  Stff undertaking particular types of rescarch in such centres

will be able to present reports on them for higher degrees.

[n particular, we consider that the present circumstances in
which master’s theses may be undertaken on a part-time basis with-
out a reduction in teaching respounsibilities should be reviewed.
Accordingly we suggest that employving authorities and schools
be encouraged to grant a period of leave for such purposes, parti-
cularly it field work in schools is planned, and that the universitics
should take the apportunity created by the presence of such students
to organise co-ordinated studies directed by senior supervisors, To
provid: ineertives for hich-quality training we also propose that a
range ot vost-graduate tellowships and  scholarships should be
desigued o prepare candidates for carcers in educational rescarch
and development. Having regard tor the stafling requirements
tor the nest decade or so, and plans in Auostralia with which this
countiy nust compete for searce manpower, the minimum require-
ments are tor 10 tellowships o be awarded annually within the
next 5 vears tor mature students o undertake full-time ML and
P b, dissertations and for up to 5 post-doctoral or post-masters
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internships to become available in the same period so that out.
standing students may follow up their initial research training within
a recognisable programme of on-going research, This proposal is in
line with comparable recommendations recently made in Australia,
but proportionate to the size of the country and present inade-
quacies,

Provisions for Institutional Evaluation

In the chapter on assessment in this report it has been recom-
mended that training in assessment practices be included in the
pre-service training of all teachers and that i sy stematic progranume
of in-service training be instituted [or practising teachers, This is to
be one of the functions of the Examinations and Testing Unit now
being set up in the Curriculum Development Unit of the Depart-
ment of Education,

Bevond this need for improved knowledge in making and record-
ing better judgments about pupil performance, we also recognise
that school principals and others who dircet educational organisa-
tions face important obligations for institutional and programme
evaluation. Within the educational world there ire at present no
services equivalent to the part plaved by management consulting
organisations in improving the administration of industrial firms,
public corporations, and so on, We think that many school principals
would welcome such hielp and advice, but believe that t{w inspece
torate system is not at present always well-equipped to provide it

In several countries, services of this kind are already provided by
university teachers on educational administration. .\s the adoption
of skilled and sensitive management practices in schools have such i
signiticant impact upon the improvement of both learning and
teaching, we therefore reconunend that provisions be made urgently
for high-level courses on institutional and programme cvaluations
designed especially for school principals and other educational
administrators.

Prospective Careers in Research

It the objective of providing for the employment of on establish-
ment of 130 equivalent full-time research workers by the end of the
decade is to be achieved, close attenton will also have to be given
to suitable cireer prospects for such specialised sttt In the proposed
regional research centres, the special units - teruary institutions,
NZCER. and the research sections of the Department of Education,
where hicrarchial establishments have been tradivional, the sworking



party considers that provisions should be made for status and salary
to be increased beyond normal levels for work of outstanding
quality that is of national importance. Highly productive and
imaginative rescarch workers should not be obliged to transfer to
administration. or the inspectorate, or other positions simply to gain
adequaie inandial rewards and recognition. Within the Department
of Education, in particular, those prepared to make a carcer of
resedarch should have opportunities to become eligible for salaries
equivalent to those holding senior positions in other parts of the
education service.

Accordingly, to provide for adequate stafing of the rescarch

establishment proposed we recommend:

1. That the universities be requested to examine their plans for improting
the training of research workers including consideration of the ways in
hich they i ill be able to eollaborate closely with the proposed regional
centres i arranging  post-graduate traiming and field experience for
senior students.

2, That provisions be made for awarding annually a range of post-
araduate fellueships and scholarships designed especially to prepare
condidates for careers in educational research and development.

3. That speeial courses be instituted to expand the knoicledge and expertise
of imspectors and others in responsibly positions on curriculum theory
ind decelopment, the design and analysis of experiments, test develop-
went and assessment, materials ccaluation, and programme analysis.

4. That offcers of the Department of Education be encouraged to attend

courses in training on programme planning and evaluation at the

International Institute  for  Educational Planning or similar inter-

nattoral agencies.

.
-t

1That programmes Jor the continuing education of teachers include a
reanlar series of seminars and conferences to enable school prmr:pals,
senior teaching staff, curriculum and advisory persoxnel, and senior
professtonal officers to exchange knowledge and experience on the
theors and problems of programme or institutional ezaluation.

b, lhat ‘p(m/ comvideration be given to collaboration with Australian
istitution, in upzrading and improcing competencies of specialised
revearch shl/.
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Chapter 21 PLANNING AND FINANCING
EDUCATIONAL RESEARCH

Estimates of Expenditure Required

It all the recommendations for research, evaluation, improved
statistical services, and experimentation in this report are imple-
mented tullve we estimate that the wtal additional expenditure over
current commitments on 1673 prices wonld amount o vary little
more than SLOBOGO0 by 1980 (for further details see chaprer 223,
On any international compartson such an estimate would appear as
avery medest additional outtav, We are eoavineed, nonetheless, that
ity impact upon the quality of learning and teaching throughont the
cducation svstem would be profoand,

To paeaide a bLasis for conparison, it may be noted in passing that
o compendions reporte Dy WG Radtord Bas recenthy estimated
that Aostralia is already emplesving an cquivalent of 800 tellaime
educational researely werkess¥0 Hone adopts onlya very modest
etinute of their average salary as AS8.000 per annum and asurmes
the cont of their supporting eapenses o be 75 percent of et huore,
this sugaests Ciat Aastradin i< spending at least ASTE million on
cducetional vesearch, broadly delined, at the present time, On the
basis of the Radford reporty it i equadly clear that o very major
advanee on tids enre is expected, and such plans are Ly o means
out ot step with those of othier advanced vations,

In the literarore deadine with edvecations? improveiaent 10 has
Lecome  conmnonplace to e that  bopereent ol Goverunent
expenditure should be spent on vesearch and development. Some
advocates set higher targets Tn 19620 fast prior to a vast expansion
of investment in edueational research in Canada, Dr Ko W, B,
Jockson, Direetor of the Ontario Institnte for Studies in Ldreation,
advised Lis conntrvmen that we need o devote aseadily increasing
amount cEmoney to reserch up toalesel ofatleast T pereent of the
educational hoaduet by 1970 and un o leve Lot posibly 3 pereent of
the edacadional budget subseguenth '+,

By whatever standard one defines “recearch and development™,
it cannot be cliimed that New Zealand's leved of expenditne onit
has ever been remotely like 1 pereentof the aunual vote for education,

U, L LR ool Re ook int s Bobestion n won e 19020 ANCRDEL repare, Nog 119713,
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Even if one generonsly lumps wogether the expenditure on all statis-
tical services, curriculum development, the preparation of teaching
aids, analvses of building designs and the like, along with research
expenditure fer se, the ratio would not rise above half of 1 percent,
It cne chooses a4 more stringent eriterion, sach as predictive and
theareticaly  oviented research of international  standard, it is
doubttul wiicthor we could claim o have heen allocating more than
I dollar in every 53,000 of the annual educational vote toward the
creation of tie basic knewledyge required for improved administration
and teaclimg, IFwe have an anxiety about our propesals it would be
that we have been too modest in caleulating what can be achicved in
the next 5 years,

Since the prime purpose for soch expenditure is to improve the
quality of teaching, Larning, and management at all levels of the
educarion svstem, we consider that this is a proper charge upon the
Vote: Education, Moreover, this provides tor the introduction of
ferms of management accounting which appear conducive 1o
pradent and sound plaming of research and development pros
grammes, \covrdinely, we recommend;:

Lo it tie prosivion of furds for the recommendations set ont, including
the o 2S5kt of aegional aesearch centres, become a ckarse wpon
the Voter Eduweation, and ot gfan the exivting budzets of oty or
wthe Listibdines witn whick these Lariows e saniations we o

12
lhargty,

Information and Statistical Services

Attendion has already been doawn 1o the Laet that admost all
committees of waguiry imto educational matters over the decade have
“eoorted nntavosrably apon the adequaey of the statistical intormae.-
tenservicr available to dhem, Toaconsiderable degree the problems
are perennial sinee the rapidity of social change s constantly
creatins new tashs in educational management, For thess and other
recsons we have concluded that the informagion and  statistical
services of the educational system shonld he subjected to continuing
review,

Siee e Adviory Counetl on Educational Planuing has g
responsthaity for advising the Minister of Education and  the
National - Development Council on priorities tor  educational
developirent it is obliged to view the education system as a whole,
Furthermerve, its membership reflects an obligation to co-ordinate
cducational planming with cther arcas of national development,
For these peasons the working party assumes that the council is well
placed to consider the adeqaracy of the intormation available for the
proper exercise of plaaning timctions,
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To enable the o 1o asunee responsibility for reviewing
statistical and  information services, we suggest that an expert
starding committee should be established for the following purposes:

4 To report and make recommendations to the Advisory
Cocecil on Pdoeatioansd Phoomier on mattets l'c“.lfil\"_’ to the
matare, collection, stovage, retriesal, and dissemination of
intormation, iecluding statistical information requiced for
cducational planning.

L To comsider and report to the Advisory Council on Educa-
tional Planing on matters relating to the dissemination of
educationa! information to the community at large, adminis-
tering agencies, the teaching sersvice, and training institutions,

T'o summarise, as we envisage it, this siinding committee would
assist the coundil to: e identity gaps in the existing provision of
motmsion ervices tor educational  development; by make
recomtiendations on any ar all of the following matters: {it the
nature of the information ty be collected. the sources from which
it is to b obtained, and the means of collecting, processing, storing,
andd publishing educational data: i the nature and extent of the
resourees ot the national, regional, and local levels which will be
required to provide such information: i) the recraitment, training,
and emplovnent of sttt tor such purposes: v the adequacy of
library tacilities, mechanised equipment, and accommodation for
these services: v the methods adopted for publishing and  dis-
seminating the intormation assembled, including relevant data
collected by statatory badies,  advisory  councils,  professional
associations, and local bodies,

Aecordingiy we recommend
2, A b tie Adibery Cowncil for Educativral Planning be requested to

esttblish an expert standing committee on educational information and

satitical serdices.

Planning Research Services

A sty group set up by the working party has examined the
provisions  lor tormulating  national  policies tor research in
acri: ulture, medicine, and scientifie services generally, and has
revieswed the practices adopted in several other countries which
have endeavonred to bring about a greater co-ordination o’ effort
as 4 coollary to Larger investments of Government funds in
educational research, TChas also keptin touch with a working party
on the social seiences set np by the National Research Advisory
Cor 1 whse repeatt will be .l‘.‘.t”:'.h}«' .;}u)l'll}'. In .l(l(“tinll, il has

¢
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noted that the New Zealand Couneil for Educational Rescarch does
not scek responsibility for advising the Government on rescarch
priorities, or for the setting up of new centres. ‘The working party
agrees that the character of this organisation would be greatly,
and possibly detrimentally, modified it it were asked to accept such
tesponsibilities. As Partiovmcni has onby recently cnacted legislation
updating the statutory recognition extended to this council, we also
assume that a further Act of Parliament on the same subject would
not be aceeptable for some time, even if this was desirable,

Taking all these considerations into account, and recognising
both the urgent need and the opporwnities for prompt action, we
have chosen to recommend an interim review body which s
immediately teasible, Moreover, we have concluded that the scale
and the nature of the research and evaluation services required for
cducational development justitv immediate and separate attention
from those which may arise tor the social sciences generally.
Theretore, to enable the planning of the research services recome
mended to proceed without delay, we propose that a second
standing committer of experts be established by the Advisory Council
for Educational Planning for the following functions:

a To advise the Minister of Education, through the Advisory
Council on Educational Planning, on matters related to
research and  development in education, including  the
neture of the current research effort, proposals for new
centres and research programmes, the allocation of funds,
the promotion of educational expeeimentation, the choiee of
prioritics,  opportunities for  uational and - international
collaboration, the waining, or up-grading ot research workers
and provisions for the effective use ot their shills;

b To consider aud report o the Advisory Couneil on Educa-
tieal Planning on any matter relating to research and
development in education referred to it by the council

Ie st be emphisised that this is regarded as aninterim measure
enlv. As owider renge of research tactlives become established, we
torsee the need fer the development of 4 more comprehensive
wltisory watem tor choosing priorities and - promoting a0 co-
crdinaton of effort, Bevond  this advisory structure, we also
appre chte that o cese can be made foracstatutors bady to allocate
tunds for research in universities, teachess colleges, and sintilar
oreanisations, srd note that many university peopled in partiendar,
e attracted o the esample of the Nestralian Advisory: Commirtee
tfor Reseaarchand Developme atin Edacation socup by an Sevol the
Federal Government i 1970 There s much scope tor debare on the
te e cbadn ey body which could most us-tully sumulate and gaide
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the development of fescareh services, We hope that the activities
of the expert st widing commitiee we have recommended will help
to stimulate such a debate and so prepare the way for the setting
up of an advisory body with wider powers.

W herefore vocommend:

.

S APt sud tiwe as o stiatony autharity or edeisory boarl iy
extahlished to farmadate wational res.ach policies for cducation, the
Llvvrs Counctl for Educational Planning te requested to set up an
expert stending committee on research and development in education to
qwe immediate adiiee on the decelapment of educational rescarch services.
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PART F COSTS, PRIORITIES, AND A
SUMMARY OF RECOMMENDATIONS

With the breadth of coverage of this report it would be impossible
to cost all the implications of our recommendations. We think,
however, that discussion of the recommendations will be more
usetul it some guidance is given on the relative costs of various
changes, ind this we have done through a series of illustrative
costings. The statement of priorities shoald not be taken as a
summary of the report, but as an attempt to state the essence of our
recommendations in as concise a form as possible. It should be read
within the context of the whole report, and in conjunction with the
summary of reccommendations which follows it.
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Chapter 22 FINANCIAL IMPLICATIONS

In an carlier chapter we illnstrated the size of education services
by noting th.- nearly one-third of the total population was actively
involved in one way or another, This figure makes education the
fitth largest industry in New Zealand, in terins of both the number
of emplovees and their aggregate earnings —bcehind the manufactur-
ing scctor, the wholesale/retail sector, the transport and communica-
tion scctor, and the construction industry,

In relation to the educational qualifications of the labour force,
the latest breakdown available {1966} showed that although teachers
constituted less than 3 percent of the total labour force, approximately
4 percent of the total group of those with some tertiary qualification
were involved in education, From the financial point of view, ‘he
ostimated net educational expenditure for 1973-74 is $:4+46.3 million,
which indicates that more than 16¢ in every dollar of net Government

expenditure is spent on education,

During the last 10 vears 1963 64 1o 1973-71) the net Govern-
ment expenditure in New Zealand has increased at an average
compound rate of approximately 11.8 percent per annum, while
cducational expenditure bas aver zed a compound increase of
15 percent per annum. During the first halt’ of that decade, the
educational population increased at a rate exceeding 3.5 pereent,
while in the latter halfl the rate has dropped to below 1.3 percent,
In the vears of the decade for which iigures are available {1963-64
to 1971 72 the gross national product of the country increased at

a compouned rate of aporoxunately 8.7 percent,

Tabde T ithiteates the magnitide of, and changes in, expenditure

dhiring the Lt o vears,
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Reterence 1o table 2, detailing the functional classification of
net Government expenditure, shows that education, with 16 percent
of the totad, is second only to social services. When considering
the large proportion of Government revenue spent in this area, it
onatnral to reise questions coneerning its expenditure, Table 3
shows the activities on which the education vote is expended. An
aternative breakdown of edacational expenditure into standard
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groups, as outlined in table 4, shows a different distribution of the
total expenditure among the various act:.ities which must be funded
for the education operation to function,
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Costing of Recommendations

In its deliberations the working party has recognised a reality
principle: it is not sufficient for recommendations to be desivable --
they should also be attainable. Before recommendations can be
implemented, their implications must be investigated from the
point of view of availability of finumee, resources, and manpower.
There would, for instance, be little point in recommending a 39
perceent increase in teaching staff in 1974 when there would be no
possibility of providing the necessary manpower.

To illustrate the amounts of money involved in implementing
some +f our recomtnendations, we have estimated the cost ot selected
developments. It should be emphasised that our objective is merely
to give examples: there has been no attempt to be exhaustive, nor
would such a detailed exercise have been possible with the time and
resourees available. As our aim is to illustrate rather than to provide
definitive costings we have given no more than an order of magni-
tnde concerning the costs involved. In a number of cases, only the
principal element in implementing a recommendation has been
costed,

Betore looking at the cost of recommendations tet us consider the
education vote as a whole so that the order of magnitide of costing
catt be seen in perspective. The 1973 estimates of educational
expenditure total 316 million so a transfer of 1¢ in every dollar of
Government expenditure to education from other votes would
provide an extra $27 million, To obtain this, Ic in every dollar of
Government revenue would have (o be transterred from other voues
see table 23 or alternatively, tax revenue would have to inerease by
approximately 1 percent. Similarly, an additional 2e in every
dollar of Government revenue allocated to education would produce
an extra $35 million and so on.

A series of examples, giving order of magnitude costs of various
recommendations, or groups or reconunendations, are given below,

(lais Size

For some time, there has been pressure to reduce class sizes:
staft Zstudent ratios of 1:20 have been requested for primers and
torms 6 and 7. and 1:30 for classes trom standard | to form 5.

Various interpretations concerning the meaning of the 1:20 and
1:30 ratios exist: alternative assumptions include effective class
student ratios, stafting schedules, and maximum class sizes —-these
give rise o widely ditfering results when used to caleulate the
number of teachers needed to achieve implementation.
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Example 1.—As an example, consider the increases in teaching
staff needed for primary schools to achieve stafl, student ratios of
1:20 in primer classes, 1:30 in standards. Starting from an assump-
tion that these ratios refer to staffing schedules, a calculation can be
made based on the fnterpretation that such staffing schedules would
produce effective class:student ratios of 1:16 and 1:26 respectively,

Implementation of these ratios would require tae following
increases in numbers of class teachers:

Primers .. 4,200 additional teachers
Standards .. 2,100 additional teachers

The cost of this increase in salaries alone would be of the order of
$36 million,

The School as a Professional Unit

There is evidence that decreased class size, except where applied
for specific educational or social objectives for which it has been
shown to be effective, may not be the panacea it is often thought
to be. We have emphasised previously that operation of the school
as  professional unit requires flexibility to undertake various forms
of organisation depending on the needs of the learners, the objectives
of the school, the aptitudes of the teachers, and the requirements of
the curriculum. Such tactors as reduction of class-contact time,
truining. increased ancillary staff, redefined roles for senior staff,
support trom advisors and through provision of resources, will often
facilitate achievement of curriculum objectives to a greater degree
than reduction in class size: indeed, we would hope to sce sub-
stantial variations in class size, according to objectives. Our sccond
example will illustrate costs for a series of items to support the
school as a professional unit,

Example 2-— $ million)
fa) Chapter 7* --Ancillary staff. Provided in the

ratio of 1 for every 8 teachers in addition to

existing provision, this requires 3,350 staf¥, for

whom an average salary of 54,500 per annum

is assumed . . . o 16.0
‘L, Chapter 7 —Bursarial assistance. To provide a

bursar for cach secondary school whose roll

exceeds 600 on salary scales outlined in the 1972

Report on Secondary School Administration .. 0.8

$Ps e are given t the chapters or study group reports in which the principal
s nesion o these Petns aris s,
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1c) (;haptcrs i1, 14 -‘Feacher centres. These will $million)
vary in cost, according to their location, size,
funcuon, etc. One estimate for cstabhshmg a
centre to serve a district containing approxi-
mately 20,000 pupils is:

~
Building and equipment .. .. 100,000
Stafl salanies -
Management, training, advisory 20,000
Ancillary .. . 9,000

Assuming a need for appumm.ucl\' 27 such
centres through New Zealand:

Capital cost $ million) ..

Aunnual salaries $.million:

d- Chapter 17, Study group report - I’mlm/m'un/
Guidance and Sapport Serzices, Suficient psycholo-
gists to achieve a ratio of' 1 per 6,000 children
in the 0-17 age group; plus a 206 pereent in-
crease in the number of vocational guidance
officers and upgrading of their salaries to the
pawvehologists’ scale;  plus suflicient visiting
wachers to provide one for every large school,

or two smaller scheols in the cities and farger
provincial towns e .. 1,
Sutlicient guidance counse llun over and above
posts already established to provide two coun-
sellors in schools whose rolls exceed 900, and
one in schools thh rolls between 200 and 900 1.8

e Chapters 11, - Heads of  depurtinent
curriculum .n.d resources. Provision of staff in
the ratio of 1 to 3,000 pupils on the following
Prasis:

Prisary:  curricalume-- seale - CLyooresonrees

wale B2 Secondary - curriculum --PR4: re-

souries - PR3 o .. .. ce 3.4
f) Chapters 7, 11 Additional stafling provision.

To atlow release of teachers, including princi-

pals, tor school-hased training, at two pesiods Sl iries

per week equivalent to 2 weeks per year, L 7.8

-~

=G

:

o
<

[&4]

dhe Teacher

A further empitasis in our report - cerollury in fact of anvmove
to increase «chool autonomy -has heen the need o support the
teachier in s davetoeday profesional activities, This will fuvolve

O
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changes in the natire of, and massive Inereases 1n inesers ice courses
for teachers, provision of more counselling services, non clase
comtact time, advisory services, teacher centres, and a redefined
tole tor senior statt emphasising professional rather than adminise
trative I !l!l'l"‘!l:..!).

AU st sighty some of these improvements do not appeas o
v olve o costsy tor exariple organisational and administrative
chanzes are nvolved inreordering the teaching day, as noted in
chaprer 7 Secondary Edueation; similar changes will release
inspestors from their grading function and allow concentration on
an advisory tunction, However, such senior statl require training tor
theiv vele, the present inducements for able educators to join the
inspectorate are inadequate, and a level of recruitment which has
allowed the secondiry inspectoriteacher ratio to tall o some two-
thirds of its previous valve, thereby toreing activity to be concen-
tated cn erading rather than advice, is « cause tor concern when
they must bear the brant of tulfilling an cffective advisory and
training 1eles Example 3 illustrates the cost of implementing some
of these teacher-oriented recommendations:

I camb's Annual
. - Salarie
a0 Chapter 8 Peacher study leave, $ willion-

o Provision of additional stafl” o allow 5

davs” study leave per term for teachiers

during the fivst 3 vears of their teaching

Service .. . .. .. 2.6
it Provision ot additional stafi to allow study

feave of 1 term tor every 7 vears of con-

tnuous teaching service . ot
i Operating costs for courses mounted tor
iand i, based on present teachers
¢ n”«'g’c' CXPLses . .. v 1.J
b Chapters 701 Ancillary statf, Provision in the
retio ot 1:8 as outhned in example 24 .. 16,0
¢ Chapter 7 Ineservice training. Provision ot
adddinonal sttt o allow aclease of teachers
ctber than those covered 0 a0 1 above for |
priiod oweck swchinol-based msservice training 3.0
(:uﬂ'
d Chaprerc LT - Teacher centres, s outlined $ million
N el 2o .. .. . 3.0
e Chaprers 7007 Services for childreen with
speciad needsyas ontlined i esample 20d L 1.5
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’ 44,



E

I.u.‘rning Revources

Iu the next decade, one ol the hey tactors in the impros ciient
U leatuing will be the inereasing application of a wider range of
learntng resonrees, We Luave pelerred to the role of Tearning resourees
poencenteging independent leamme, Teading i tan o ability
to tahe advantage of conunuing cducation: to their rele in pro-
viding exibility toomeet the varving needs of learners and avariety
ol selivol objectivest to their ability to assist in particnlar learning
situations such as mass or individual instruction and in providing
tor pupil activity during instructional time,

One of our major themes concerning  learning  resourees
orgaiisation at and bevond the schaol fevel o provide infermation
about resowrees and o phn and co-ordinate their selection and
provision s much less expensive than the provision ot huildings
and tesourees themselves, As shown i the following costing, cleva-
tion of libraries to the position referred to in the stady group report,
Foivaries in Fdic den, involves major capital expenditure, but this
~hould be seen in the context of an area neglected which now
requires o nnjor intusion of tunds to achieve a satistactory level,
Fducational television &5 another innjor item, costed here <o that it
may be reviewed against other desivable developments, Insuch cases,
the decision to be made s in which area the infusion of such levels
ol tunding will ¢ive the hest vreturns to lesirner and teacher, On such
a hanis, the position of libraries as suppliers of book resources may
be cconomically untenable, hut when seen as an essential -~ perhaps
central - part of the cesonrees organisation of the school, with staft’
trained accordingly, thetr role asumes much greater significance,

Ixample 4 - -

a  Chapter T oStady wronp veport Libaerres in
Fdduc ittor. To ackieve the staadards suggested
i the study group report Libreries ain Educetion

! l’x'im.n',\' ~ il
Clatttat costs
Botldnie. .. . .. 1.0
Furnitare and equipiment . 1.3
Stecks L. . C. C 12,5
Annual coses
Stk salaries .. .. .. 1.0
Library and book zrants . 0.9
o Secoadars
(..lpil‘ll ot benldine:. . . I2n
Ainrral Costs
LYINY 1 SENY IFERITN . . Db
iy arants L. . . h.b
2
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Example 4—-continued ${million)
(iii) Training for teachers and librarians to
reach the suggested standard:
Total cost . . ‘e 1.6
b Clapter 1L Report of the Committee off
Inquiry into the Uses of Television in Educa-
tion —Educational television. Provision of edu-
cational television as outlined in the above
report (1971 figures)

Capital cost . . ‘e 5.7
Annual cost o ‘o ‘o 1.2

<) Chapters 11, 1E--Teacher  centres.  (See
example 20 L. 3.5

dr Chapter 11 -Resources stafl in schools, Pro-
vision of @ head of resources, in the ratio of
1 unit per 3,000 pupils. (Primary: B2; second.

ary: PR3,, aunual cost .. . . 1.6

Plus 1 ancillary statl member  per 1,000

pupils at SHHU) per annum . ‘e 2.9
Riovearch

The working party has accorded o high priority to the role of
research and evaluation in improving learning and teaching in
New Zealand, While viewing the present provision with concern
and regarding expansion as a matter of urgeney, we nevertheless
recognise that the same low level of provision prevents effective
deployment of the major expansion we would wish to see. ‘Thus our
estinates ot additional tinaee over the next 3 years are relatively
modest. Broad estimates have bheen prepared ot the Kinds of ap-
propriations which seem realistic in preparing for a doubling of
ihe toscarch work foree over a Sevear period, and a balanced
development of both regional and national facilities. To facilitate
casy comparisons the estimates below are based upen the current
salary scales of persons emploved as university lecturers, on the
asswnption that these provide a reasonable guide to the salary and
statins of the research personnel reguired. In addition they include
provision tor supporting sttt at 35 percent ot a research worker's
saliries, and  provision for accommodation,  working  expenses,
equipment, and research materials at a turther 30 pereent of such
salaries, These estimates are additional to current expenditures on
research which the working party assumes will be continued.
Moreover, they provide only tor increased Government expenditure
under the Vote: Edacation and do not incorporate estimates from
other sotrces. research allocations within universities or oty
tertiary institutions, statutory bodies and so on,

50



E

The following tigures, which represent current price estimates
tor the recommendations made in chapter 19 will provide an ap-
proximate guide for the purpose of assessing the advantages to be
gained from such expenditure,

TABLL 3 - Apbirtosat RiseArcir AND DEVELOPMENT
Eavesbirre PrRoposy )

bt it T T juie 190
N ) N 3 H b

Seaff egpany n, regeenal

and uationad SO Rthun 2ud0500 0 423,500 578,000 T38,000 915,500
Specl esperieents and

Cutforis S oo 12wy THA00 o w8000 20,000
Traiine Flowheps and

scheiseshing Lo tdown ooy 46,5000 Sl T B
Speoiad cotwes gl wetae

1IN} . . ENELY 6,000 7000 8}, 000 a9.00n 10,000
Recoeareh planing . 2.4 2.0 3,000 J,u0n 3.0u0) 3,500

st 36,000 Fad i GTe 000 849,500 1Lo33.000
Other
To provide some indication of amounts involved for comparative
purposes, some costing has also been undertaken in the ficlds of
carly childhood education, continuing education, psychelogical and
other services, and Maori education,
a, Chapters 4, 7 —Community schools, To include
the following community tacilities over and
above those normally provided for a large
secondary school:

o \dditional site development; (:?."i'l“l
.« . A
o \dditional car parking; $ aniilion;

o \duptation ot school buildings;

e Community building:

e Swimming pool:

o Furniture and equipment

o Cost per school .. . .. 0.6

b, Chapter 3+ -Early-childiiood education:

1 Cost of taising the pereentage of children
in the 3 3 age group attending pre-school
classes from 40 pereent to 60 pereent,
o the basis of the recently introduced sub-

.\ldl"‘i: s luiu!--u
Building and equipment stubsidies .. 8.5
Teachers salartes . .. .. 1.2
taaniney  additionas wechor under

present policy L .. . 0.4
251
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i Chapters 5, 8 Teacher education. To
increase the teacher education programme
ftom a 2 to a 3.vear course .. .

Chapter 17, Studv Group Report  Pevchol-

o e Nt ! Nerigon,

i Proviston ol paswehologists i the ratio of
I per 6,000 members of the population
the 0 17 age ¢roup ..

i, Increase off 20 pereent in numbers of
vocational  guidanee  officers, and  up-
grading of salary scale to that of psy-
hologists .

Hi- Inerease in numbers of visiting weachers
to allow provision of one per large second-
v school or two smadler secondary
shools, to service schools in the contri-
buting area. . .. ..

v Improvement in weltre services and edu-
cational advising as outlined i the study
gloup teport -

v BEdueation and training ol special educa-
ron and other teachers

vio Provision of 1 remediad teacher for every
BOU state primary pupils in addition to
preseat stathing schedules: salaries

Chapter 16, Stady Group Report—Maort

Fode ctorop, Cionting is related to the recoms

mendations contatned in the study group

veport Moo Edueator, on the hasis of assumpe

Gors wabing hoim disenssions witho study group

uemmbers,

i To provide courses and  materials for
teacher education courses L.

i Lo train teachers of the Maort Languaage,
provide materials, and mount courses on
teaching of Bnghish to Maori students L

i Lo provide continuing education courses

atd eantetsion workers .. AN
o o edablishe reseqache projects ecluding
experimental schools ., .
232
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Chapter 23 A STATEMENT OF PRIORITIES

New Zealand is nor wlone inits teappraisad of the education it
otfers: there is a world-wide restatement o0 edicational objectives
and o questioning of traditional torms and processes, and as we
hawve excmined the many aspeets of learning and teaching we have
heen aware of this questioning, and have also had in mind the con-
cept of education developed by the Working Party on Aims and
Objectives. Tt is within this context that we have tried to concen-
trate on those areas which seem to us to be erucial it we are to move
in the right directions, and with enough speed to cope with the
changes which have been taking place in socicts throughout this
century and at an even greater pace at the present time, Whatever
changes there may be in the material circumstances of education,
there is no doubt that their etfectiveness will depend ultimately
upon the people through whom they are expressed. And within
these people, the most important element of all is attitude; and it is
because of this that e fint et of préorities iv attitudinal, \We have
drawn attention w them in many places throughout the report:
® L concept of the school s a professional unit and a learning

comzmunity, with all the implications which fow from this,

@ The concept ol lilelong education  education as a continuing
process extending from carly childhood to beyond the formal
school swstem.

® lhe concept of continuity throughont the whole educational
systent.

@ lhe concept of schoolscommunity cosoperation and  mutual
pport,

Bav attitndes are not enovel; we need the means to express the
through the complex network of educational structares and funetioas,
[t s because we reatice that many ot our detadled recommendations
call tor greater skill, ks ledge, and weight of vesponsibility on the
part of teachers that we place as vur first pagor priority for educational
detelopment the conttniinz: educstion of teackers, In traditional terms, we
call tor a very great ineveas ininsservice traiving; tor the simple
Facts of the matter are that nothing will happen to make any
substantial improve:snent to learning and weaching unless teachers
want it to happen and are ina position o make it happen.

Hoving said this ey to sav but dithicult to achieve -we need 1o
emphasise s weconrd i cancadiona! prioeti: adequate resources,
When we speak of recources swe reter to human as well as material
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resources - and we put the human ahead of the material, We have
made recommendations about a whole range of supporting services:
from the high-level advisory services of a redefined inspectorate,
through the various advisory officers and specialist services, to
ancithary stath, A< ve have seen, the education profession is massive
in economic and manpower terms, and if it is to be used most
dlectively then every possible support must be given to enable
teachers to function at as high a professional level as possible,
In this connection we should reiterate the key parts to be played by
principals, senior ad.ninistrative stafl; and inspectors, and our
concern that they be adequately trained for their exacting roles.

It should be abundantly clear from all that we have said about
tearning and teaching that the teacher-pupil relationship is central;
but in a svstemn dealing with elose on a third of the total population,
material resonrces must loom large - both from the point of view
of the teacher trving to translate objectives into reality, and from
the economic viewpoint. In making this a priority we stress the
need for integration of resources in “‘resource centres’; but this
illustrates the fact that we are dealing with a network of changes,
for resouree centres need to have the speeial advisers who can ensure
that resources are nsed effectively, and both they and the teachers
they advise need in-service training m resource use,

Given the teachers with supporting  in-service training and
resources, we still need to make certain that opportunitics for
development ave real and that constraints are removed, We there-
fore make as our third major educational prierity a set of tico recom-
mendation,:

o [he stremgthoning of school-based curricula within broad  guidelines
rather than slabuses,

e [he phasing out «f national examinations, along with a charse in the
school lrazing certificate, school reporting, and methods of assessment,

These two groups of recommendations hang together, and depend
for their effective realisation on all the prior recommendations.
Awain, they dllustrate the fact that we are dealing with a network
of chanzes, One thing needs to he said at this point: we think
that these particnlar recommendations represent essential steps
it the standard of learning and teaching for all pupils 15 to be
raised, and it parents and the community at large are to be given a
more aceurate and comprehensive assessment o the progress of
individual learners and of learners as a whole, We are aware of the
strong opinions o those who appose such changes on the grounds
that they Lail to take into account the legitimate interests of the
community and result in a lowering of the standard of education,
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We think that they are mistaken in theiv predictions of “softness™

in the system and slu;rt-slg,htcd in their view of what education s,
and shoutd be.

I chapges are 9 be made, if innovation s to be encourased, and
W setions attempt is o be niade o answer at least some ol the
questios which stll beset so moeh of educational activity - from
tie dvnamics of clsroom behaviour o the operation of the whole
adminisivative  structare - which supports  it—then  rescarch  and
coatuntion must he siien @ place of /)rmrm, and e place it as our fourth
viiar proant. "Fhis illustrates the ditlic ulty of a linear listing of
privritics, tor while many of the things we have mentioned are
relatively costlyv in terms of the total finaucial resources available,
researchand evaiuation make seadl elaims by comparison, And vet
& saostantial inerease in the tinancial provisions for reseavch would
Bove o revolutionary effect upon the vesearch seene in New Zea-
“lind education  an ettect which would enliven all the other
recommendations we make, Within this overall priority we would
stress the expaision of research services through regional research
and development centres, aud Cie training o vesearch workers,
bach of the other sectors and aspeats of education with
which we have dealt is important in it own right, and e s
hordlv possible to order them in crade priovite werms, But
within cach of these aspeets we cant point 10 an area or areas ot
emphasis which we think 1o be essential. Tt shonld aiso be
rewembered that the four atitudinal and the four educational
development priovities we have aleeady discussed areintimately
mveived i and have implicdions toeg cach ot these aspecets,
Athicugh we do not wish to sugeeat that only the areas ot emphasis
we stngde our are important and that the other recommendations
tor cach topic are not, nevertheless it foreed w6 pea ont our
major ciiphasis we would pick these:

@ Contineit s education: trairing of adult educators and the dec debment

CF My vy,

® l aivecldnood cdacation: Jeaert o Focitinn and the yational .ttion n/'

'

' :-l' bpean -,..‘-

@ Pty and secondary edacation: enstherany of e kool av a
g el ot Lo vl ke tramn 2 for prin pithy,

Py '

o | vachr cducation: continadr 7 elucation fur Il teacker.,

@ Vo atiomal cducation: cowsses for trinin viticors wed strewitherarg of
Cae "'.' "l/ _‘ .llt'l,('.

@ Connaty i educasion: et Blnkho a wred e 2 prafession,

@ Curocsunn: Ao o o vhenlabane Dairriond b

8
-t
~!

O

RIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

o Moral education: a pliowncd part of the curricelum,

@ \ssessent: streigthening school-based assessment,

® Resources: developing resource centres.

o Buildinzs: o fnio M Seba D Deiediopmet Group,

@ M.ori education: s iy Maort lanzuage teaching,

o Children with spedial needs: adequate  training for specialists wnd
seady aiailability of sutporting sercices.

o Rural education: realistic incentives o atiract leachers to rural areas.

@ Research: regional revearch conties,

We have not attempted 1o work within a fised sum available for
additional developmonts in education, although we realise that
devisions will ultimately be conditioned by financial realities,

[aprovements in learning and teaching will eall for an even
greater proportion of the national income it our recommendations
are aecepted, But we draw attention again to our four attitudinal
priorities, It these are accepted, then wavs and means will be
tound to make stignificant changes,
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Chapter 21 SUMMARY QF
RECOMMENDNTIONS

Chapter 1: Continuing Education

I. “That, subject to stipulations regarding pavient of reasonable
fees for these additional services, adult students he allowed to
enrol with the: Correspondence School, whether or not they live
near an institution where a class in the subject required is held
and whether or not they arve enrolled in such a class.

2. That the Correspondence School be authorised o prepare o
number of courses specifically designed to meet the needs of adults,

3. That, as o pilot project in addition to those proposed in
recommendation 3 of the UNESCO Lifelong i.ducation report,
the  Correspondence  School  be authorised to enter into @
cocoperative arrangement with a selected  secondary school or
schools for the purpose of making experiments in the combination
of correspondence stdy wi-h face-ta-face taition,

4. That all institntions responsible for courses in continuing
education be asked to review the adequacy of their programmes
tor women, anc the conditions under which they are offered.

A That a rapid expansion of continning education be based
upon  the secondary  schools in close  association  with  local
Conmunities,

b That the pilor project pioposed tor selected secondany
sehools by the Lifelong Education: Committee and foreshadowed
by the developrients at Mangere and elsewhere be set up without
delay and that substantial encouragenment be given o serving
teachers and  education officers o specitalise in the field of
coutinuine edudation,

7o Thet regnlations be drawe up under section 200 of the
Feducaton Nev swith a view o encouraging the establishinent of
community centres at secondary and other schools with suitable
cactlities,

6. That hetter intevration between secondary - schoals and
communite lite e enconraved by the setting up ol experimental
worh espertence schemes for pupils wnd by the fnsitution of pro-
cedures acilivating the retrn of carly school Teavers tor tanthe
cducation,

|
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9, That the membership of the National Council of  Adult
Lducation be inereased by the addition of the following members:

2 One person nominated by each of such national bodies as:
i Vocational Training Couneil fto provide a formal link
with the vocational training sector:,
it National Council of Women.
iy New Zealand Maori Council
iv, National Youth Council.
b Twe persons professionally engaged in continting education,
[0, That the professiona] stafl of the National Council of \dult
Ldueation be increased for the purpose of investigating
A4 National needs in continuing education with specia reference
o disedvantaged and erthnie groups.
b The basis of applications for assistance by voluntary and
other bodtes,
¢ ClLhe success of pilot and other projects sponsored by the
counwil or other public bodies.

Chapter 5: Early-childhood Education

L, That programues in parent education be substantially
expanded and strengthened, with the resources of all bodies con-
cerned with carly=childhood education and parent education being
mobilised and co-ordinated in support of such programmes.

9 That considerstion be given to the establishment of a co-
ordinating body sirailar to the British National Children’s Bureau,

3. That, in any planning for the development of community
centres, special attention be given o the incorporation of early-
childhood education and parent education facilities as an integral
part of the centre,

4. That, in the allocation of funds for carly-childhood education
or bon conmsunity contres with carhy-childhood education facilities,
the Government give priority to new housing arcas and arcas ol
special need.

5. That the National Advisory Coundil on Pre-school Education
mitiate o review of present teaining schemes, with a view to providing
e mireseation at the higher Tevels of rraining while allowing for
dive -y i iminal nainne,

b, b the Departeent of Lducaion provide the Nauonal

\dyisony Conmncil with a0 secretariat which s strong cnough to
ciable i o carty out it various functions.
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7. That the Departnent of Education promote and support time
developments in the field of earlvechildhond education by appointine,
at an early date, an oflicer of senior status 1o have overall responsis
bility lor the lield and that this ofheer be supported by prolessional
and administrative siatll '

8. That urgent autention be given o the establisfiment of o policy
for the provision of child-care services, and that this poliey clearly
state that all child-care services shonld make adequate provision, in
statling and facilites, for a developmental ad not merely cnetodial
enviromment.

Chapter 6: The Primary Schoo!l

. “That there e a substuntial inevease in the number of primany
studentships  division 810 and that more opporiunitics e nade
available tor experienced teachers to complete university degrees
through full-time university study.

2. That greater freedom be given to primary schools to implement
programmes whicl are innovative in nawnre,

3. That prineipals be given athority 1o approve, and accepi
overall responsibility for innovative progeaanmmes in their schools,

Lo That schools be required o aceept responsibility for explaning
their aims and programmes o parents and for tking all posible
measures to ensure that this responsibility is met.

b, That the Department of Education, through i Curriculum
Development Unit or through the inspectorate acting in an advisory
capacity, collate and make available, on request, examples or
effective techniques which have been cmploved by schools in
communicating with their local community concerning the objectves
and programmes of the school,

6. That provision be made for newlv-appointed principals o
receive svstemmatis training in school administration, and thae all
principals he given opporiunities, threuels sebstantial fisservice
courses and seminars, 1o study school administracion and other
nntters televant to their leadeship role e the schoel

7o That steps be taken to mereise the wvailabiline oFancillaes s
10 hotlr primcipals and teachers,

8. o TThat the advisory servicees be substantiaaly strengchened and
that their establishinent be recast en the basis of a ratio related 1o
the number of teachers in the primary service,

g b That there be an carlv and substonial fnerease im0 the
nuraber of adviers inothe Gelds of teadine cnd oo beto o <.
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9, That newhv-appointed advisers be given o period of” basie
taining telated o their new position, and that provision be mude
for advisers in the il to heep abreast of their special fields through
further periods of in-sevvice training or study,

10, That there be a substantial strengthening of imtad and in-
werviee tinning m methods of assessiment, and that prinaey wachers
swdving tor degrees he encowraged o include advanced courses
in educational assessment and evaluation in their university work,

1. That, as a long-term objective, all primary schools of medium
size or above have at least one teacher with a position of respon-
sibility sho has an adequate qualification in the area ol educational
assessinent, and who canact as a resource person and adviser for
the school as w whaole,

P2, That changes in the role of the inspectorate which ave aimed
at climinating the individual grading function and inereasiug the
advisory finctien be regarded as a matter of urgency,

1. That there be a thorough examination ol the inspectorial
astem which wordd include: the seleetion and training of inspectors;
debinition of their voles in relation to individual teachers and the
wark of the seliool asa whole s consaltative procedures through which
they mas be more etteetive in helping teachers to develop individual
whioal programmies: the nature and resolution of any “communica-
ton gap” between epectors and weachers,

Chapter 7: Secondary Education

. a That priodine be given to improved and increased teacher
cducation, both presservice and an-service, as reconmended
chapter & on teacher education,

1. b That such teacher edncation take account of the leader-
ship role of senior stafl as well as the need to develop innovative
SKills and attitndes,

2 That in view of the inereasing responsibilities of senior staft
or fnitiating and co-ordinating schiool progranunes, theiv weaching
and rontine adiministrative load be adjnsted o cnable this leader-
ip tonction 1o be carried ont,

ot 1o promote etlicient professional activities as defined in
this chapter:

4 e amount of clisecontact time in proportion to - total

wenhing tinee be redaced substantially tor all teaching stath:

b Ehe strnctne of the teaching day be reoraanised to veduee

the aanonnt of contimiots tescontact time for teachens

.m-! !-il’)” .
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Lo Phat adequate vescnnces el in pantionlan, agreatls inceased
provision of sapport statl, be provided o Buclinate prefiecionat
teavher activiny,

5 That provision of suitable anidance networks as onvisaged in
the 1971 Depariment of Edueation venort, Coedanee e Ne o fus s
Nehoolsand now aecepted as polics | he regarded as an integral par
of the stathing establishiment of every secondary sehool,

6. That in the planning of the secondary curricnlum  lor
example, in the choice of subjects offered hovs and girls; the content
of social studies and hiberal studies programmes, and the preparation
of resoce mateials  the Bepartment of Education and all second-
ary sehools he asked o take account of changing attitudes towards
the voles of women and men,

rooa Thatschiools he encouraged to devise cureienbappopiace
o the individoal and collective needs of thor students within
broad gaidelines and subject o procedies of aeconntability,

7. b That the flexibility sought in carricnlam oreanisation
and teaching methods bhe matched by Hesibility in sehool organisa-
tion to allow tor actsities which de not fit the normal time tabline
p.'nh-rn,

7o o hat sehoots Be statled o allow o one or e oi the
sl ot cach whool to be desdignated comicalum devclopiment
leaders to work i conjunetion with heads of departnents and o
assistin constrnetion of curienbe relesant o individaal aud
collective needs,

ao That the emphasis in continning education comses bor teachers
move towards wholesstall training on a school-bayaschon] bash o
crsuce stall elfectiveness for their chosen obicetives,

9, That greater ase be made of community resonrces, inchidine.
work experience for those students who would cain substantial
henefittromviv: and converselv that thiough their school proveanne.
students e viven realistic opportunities o appreciate their ge-
spoasihilities towaads the commnmin,

O, That conmmanity wae of whools Decrease sabstantially, and
that solociy wh b recoznie the need, e peepared to work fon
add are cetvely supported by their lovan anthiering, Le desdenand
commuity sehaols tor the initation of commuanity proecn antae
thoat additional faciline o e provided tollowine o apent of v -
gquitements tor these progiatnmes: that evahaion e node of e
et one el e proconnge. o oot e that e g e

Ceti cedntaitiveent fae b o,

nl
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1L o, That community programimes be controlled by a senior
stafl member, such as an appointee at deputy principal lesel 1o
nndertake this funetion,

Tho b Hhat statl appointed to man consmunity. progranines be
attached to the wohoal,

12, That local anthorities be enconraged to place community
facilities in or adjacent to selected schools,

13, ‘T'hat planning of new schools take account of possible com-
munity usage  for example, in parking facilities, increased library
provision, and increased grounds and sports acilities bearing
i mi sd thet comvenience of access s a Key faetor in achieving usage
of tacilities,

TE That stafl and students be accorded  the vight ol active,
responsilile, and democratic participation in the atlairs of the school,

15, “That variations in the school system such as urban area and
form & 7 ~chools, form 13, torm 6 7, and form 6 8 colleges he
established as properiv evaluated experiments,

o, That irrespective of any organisational clinges, terachinge
and learning in forms b oand 7 be improved by the provision of
facilities and conditions which 1ake account ol the age and maturity
of the students i those forms.

17. "That schools be so stafled that they can employ managerial
techniques and  administrative  arvangements which will - ensure
that students have a sense of belonging 1o a unit withe which they can
readily identily and satistactorily relate, but that the unit size should
not be so small as o impede learning and teaching through Lack
ol special pesources or inability o ofter specialisation where appro-
priate.

Chapter 8: The General and Professional Education of
Teachers

I, T hat the education of weachers be ceomrganised o mabe it a
continnons, co-ordinated process which Begins with presservace
preparation and continnes throughon the teachers’ careers,

J. Phat the Department of Education delegate a greater degree
of tespensibilitg to suitably representative Tocal agendies in develop-
ing and cosordimatimg provisions for reacher education,

oL hat the functions of teachiers colleges be extended e provide
tor the pre-senvice needs of teachiers prepatine o work ot vanions
levels nothe svaren,
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1. That the functions and resources of teachers colleges be
extended to enable them o contribute substantially towards the
further education of teachers,

5. That means be developed to enable teachers to gain eredit
towards  higher  qualifications through o« vailety of continuing
cdncation courses,

6. That the stathng and resources of teachers colleges be strengthe
ened to enabie them o effectively meet the demands of modern
teacher education at both presservice and continuing education
levels.

7. That wherever appropriate, teachers colleges be encouraged
and serviced o provide courses in teaching techniques for people
with part-time teaching responsibilities,

8. That teachers colleges be provided with sutlicient resources for
vesearch 1o enable them o evaluate their programmes eftectively
and explore new learning and teaching approaches.

O That as o means of further improving teacher education,
teachers colleges and other tertiary institntions be strongly en-
couraged 1o develop such forms of co-operation as are appropriate
for local conditions.

too 50 That all antrained teachers appointed to a twechnical
wstitute for the fist time undertake 4 common training programme.

[0, b That voluntary study programmes be introduced which
provide an opportaniny tor fulleime ttors to undertake studies
leading to an appropriste teachers” qualification, and for part-time
ttors to undertake studies which will enable them to perform their
dunes as teachers with greater confidence and effectiveness.

P That adequate programmes of continuing teacher training
be dev foped tor staft in all tervary istitutions,

12, That universities, technical institutes, and teachers colleges
explore the possibilities of co-operation both at national and local
fevels in setiing up training programmes,

13, "That the University Grants Committee consider the setting
up of a joint commitee similar e fjuncion o the educational
deselopment committer estanlished by the University Grauts
Comnntter in Britain,

Chapter: 9 Vocational Education

. ' Thar shere be immediae implementation ol reconmmendation
bow ol ihe report on Ditelone Educaton, namels s That the Depani-
vent wf boucation he abod to conene meetins wetth the Nattonal Conneil
wp A B it ad tie Vocrtaonad Chaining Counctd to foster furiher
expervwental pongrammes for adult teaciers and trainers in co-operation with
fer acrang ol
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20 a0 That esperinental work  orientation programimes be
established at secondary level in differing socio-economic arcas,

2,00 CThat these programmes be evaluated alier participants
Ieove Chieosenand taken up their caneers,

20 CThat the problems associated with providimg work experi-
ence as o part of such progranunes be tully investigated with a view
o providing work esperience for all those who would derive

stthstantial benefit therelvom,

2, 6l Dependent upon the success of the experimental pro-
cratnes, that all secondary schools be encouraget o develop and
implement programmes of this nature,

o T Hhat improved presservice and insservice trainiug, together
with provision for “time-ont”™ experience in industry, commeree,
and other fields, be provided for all vocational guidance personnel,

3. b That increased emphasis be placed on strengthening the
vocational enidance element of all gnidance counsellors’ work in
order to ensure that current and future vocational guidance needs
are adeguately met,

t. o That the Curriculum Development Unit be asked 1o
conditet an immediaee and full investigation into the problem of
audents lacking the basie skills and the means by which these
problemis may be remedied.

1. b That, following this investigation, appropriate programmes
to overcome any problems in the basic skills be developed and
imiplemented throughout primary and secondary schools,

o That the Vecational Training Couneil appoint o jiaion
otheer tosponsible fos developing and maintaining liaison between
indisny and educaional agencies at all levels,

5.0 b CThat the Vocarional ‘Training Council through its liaison
othicer :
Onzanise e promote seminars and conferences oncaspeets
b cducation which e ol major intevest o indusiry and
vdducation,
- Develop a comprehemsive svstem of disseminating inlorna-
tion and ideas of interest 1o both industry and education,

Yoo That the Vocatonal Traming Council bhe invited 1o
notnitate representatines as anetbers ol educational cotmittecs
s heas tat proposed o chonter T The Coericulumey where close
links between industy and education would be beneficial,
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6. That the New Zealand Council for Educational Research, the
Vocational Training Council, and such bodies as the Industrial
Relations Centre at Victoria University be asked to confer about
establishing continuing and comprehensive rescarch programmes in
this field,

7. That increased resources be made available to technical
institutes to cnable them to provide a wider range of vocational
cducation to meet current and future needs.

8. That the building of hostels for technician. and apprentices
be given equal priority with hostels for other types of students.

9. That industry training boards and technical institutes examine
current training programmes with a view to providing greater
flexibility and scope for the training of women.

10. That the Vocational Training Council and the National
Advisory Council on the Employment of Women examine the need
for such provisions in New Zealand and make appropriate recom-
mendations to the Government,.

1. ‘That the Vocational ‘Training Council be asked to carry out
an investigation into the problems and needs of all ethnic minoritics
in the labour force with a view to implementing appropriate
educational programmes,

Chapter 10: Continuity

1. ‘T'hat there be a unified teaching service in New Zcaland, with
common certification or registration, comparable conditions of
service, and a single salary scale; and that differentials in salary
and appointment be related to experience, relevant qualifications,
and weight of responsibility carried.

2. That this professional unitication extend to all the supporting
and advisory services, including the inspectorate,

3. That the two major professional teacher organisations, the New
Zcaland Educational Institute and the New Zealand Post-primary
Teachers' Association, be requested to set up a joint committee to
study ways and means of moving towards the establishment of a
single professional organisation for teachers.

Chapter 11: The Curriculum

I. That the further development of school-based curricula within
broad national guidelines be encouraged and supported; and that
mechanisms for broadly-based staft’ consultation and co-operative
planning within the school and between the school and local
advisory services be strengthened.
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6. That the New Zealand Coundil for Educational Research, the
Vocational Training Council, and such bodies as the Industrial
Relations Centre at Victoria University be asked to confer about
establishing continuing and comprehensive research programmes in
this tield,

7. That increased resources be made available to technical
institutes to enable them to provide a wider range of vocational
education to meet current and future needs.

8. That the building of hostels for technicians and apprentices
. . . . . 1Y
be given equal priority with hostels for other types of students.

4, That industry training boards and technical instftiites examine
current training programmes with a view to providing greater
flexibility and scope for the training of women.

10. That the Vocational Training Council and the National
Advisory Council on the Employment of Women examine the need
for such provisions in New Zealand and make appropriate recom-
mendations to the Governiment,

1. That the Vocational Training Council be asked to carry cut
an investigation into the problems and needs of all ethnic minorities
in the labour force with a view to implementing appropriate
educational programmues.

Chapter 10: Continuity

1. That there be a unified teaching service in New Zealand, with
common certification or registration, comparable conditions of
service, and a single salary scale; and that differentials in salary
and appointment be related to experience, relevant qualifications,
and weight of responsibility carried.

2. That this professional unitication extend to all the supporting
and advisory services, including the inspectorate,

3. That the two major professional teacher organisations, the New
Zealand Educational Institute and the New Zealand Post-primary
Teachers” Association, be requested to set up a joint committee to
sty wavs and means of moving towards the establishment of a
single professional organisation for teachers.

Chapter 11: The Curriculum

1. ‘That the further development ot school-based curricula within
broad national guidelines be encouraged and supported; and that
mechanisms for broadly-based staff’ consultation and co-operative
planning within the school and between the school and local
advisory services be strengthened.
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. That a liaison and consultative committee containing wider
rcprcwm.mon from the various broad groups (mcludmg cmploycrs)
interested in the curriculum in schools be established in association
with the Curriculum Development Unit,

3 Thatonee this Halson comittee has been established, and gains
in experience, it consider the desirability of’ recommending the
establishment of an advisory committee which would take over its
own and other functions regarding curriculum development.

+. i) The inspectors of schools be progressively freed from their
teacher-grading tunctions so that they can devote mole time to
advising and assisting teachers to develop and appraise teaching
programmes in their schools, to the organisation of courses and
resources for schools, and to informing the community about
educational developments,

bo7be That the Curriculum Development Unit be strengthened
to enable it to continue to carry out national functions, fu. example,
initiating local and national pilot schemes, evaluating curriculum
processes. carrying out research and development on the curriculum,
devising and deploying resources, working with guideline committees
towards the production of national guidelines and ensuring con-
tinuity of curriculum,

3. That more schools be encouraged to explore ways and means of
establishing closer relations between themselves and their com-
munities so that:

‘a) Parents and others may make greater use of school resources;

‘b)  Greater use may be made of community resources to provide

relevant learning experiences for their pupils,

-t)  Parents may be given realistic regular opportunities to gain

information about the school curriculum and to discuss the
nature of that curriculum with staff.

6. (a) That local teachers (and resource) centres be established
to assist teachers in designing and implementing new curricula at
all levels.

6. {b) That teachers be given more time to prepare and evaluate
curriculum development in their schools.

6. 7 That schools adopt {or extend) policies of sharing their
resources ‘equipment and staff) within a school and with neigh-
bouring schools.

Chapter 12: Moral Education

1. “T'hat schools examine their own rules and regulations and the
means by which they are enforced, bearing in mind that these
details of social organisations are powerful examples for pupils
of the ways in which fundamental moral principles are applied
in everyday social life. .
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2. That through discussion, publication, and any other mcans of
communication between the school, parents, and local community
agencies and services, the obligations of the school to parents and
the community. and of parents and the commurity to the school,
be clearly delincated and stated.

3. That, as a contribution to this task of communication, the
Cuurriculum Development Unit be asked to gather and make avail-
able, on request, examples of statements or guides compiled by
schools concerning codes of behaviour, agreed principles of co-
operation and responsibility between home and school, and pupil
responsibility and involvement in the social affairs of the school.

4. That the ability to discuss and evaluate moral issues and to
learn what is involved in translating precepts into practice be a
central rather than a peripheral outcome of teaching activities in
the area of moral education. Moral education should, therefore, be a
deliberately planned part of the curriculum in schools.

5. That di.cussion, debate, or other activities be guided by the

following goa's:

(a) Developing awareness of the function of social rules in
particular socictics and of the moral principles implicit in
such rules;

(b) PRecognising differing personal ideals and values which
individuals hold, respecting the right of individuals to differ,
and becoming aware of the set of values from which their
own ideals are crystallising;

(c) Developing the ability to discuss and accept the existence of
alternative points of view on moral issues, learning to apply
the criterion of rationality to moral judgments, and learning
to follow through the consequences and obligations arising
from moral decisions;

fd) Recognising and learning to appreciate the moral issues
involved in the reciprocal rights of individual and society.

6. That the role of the teacher in discussions on moral issucs be
managerial—he should deliberately remain a neutral promoter of
activity except wheve his professional judgment indicates a need for
intervention. In these circumstances, the position he adopts shouid
be directed towards the welfare of his pupils and their families rather
than towards the reflection of his personal set of values.

7. That --

fa) In-service training and guidance be provided for the roles

the teacher is expected to fulfil in moral education, and that,
when appropriate, specialists from relevant disciplines be
consulted in the setting up of such courses;
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(b e Curriculum Development Unit be strengthened to
allow for the development of resource materials which may
be used as a basis for topics in moral education over a wide
range of levels in the school swstem;

¢ Pilot programmes be encouraged and  that provision be
made o evaluate such programmes and to make the results
widely available if they are judged to be helptul o teachers.

Chapter 13: Assessment

[, That every secondary school leaver receive a leaving certificate
which gives 4 complete record of his attainments.

2. That over the next 5 vears external examinations be phased
out and repliced by a system of internal assessment within schools.

3. Lhat during the transition period standards between schools
and subject groups be controlled by means of moderating pro-
cedures,

{. That the initial training of teachers in assessment principles
and procedures be strengthened and that all student teachers be
reqquired to take suitable courses i1 assessment,

5. That more in-service tuining in assessment principles and
procedures be made available to practising teachers at all levels.

6. That the Examinations and Testing Unit of the Curriculum
Development Unit be given sufficient staff and facilitics to enable
.ldt'qu.x(t' support to be qiwn to teachers,

7. That provision be made for a regular series of national assess-
nents of scholastic standards and relevant auitudes in the basic
subjects at intervals of not more than 10 years in each field.

&. That provision be made to cnable educational institutions to
request evaluation of their curricula and objectives, and the extent
to which their objectives are betng met.

9, That the pracuce of publizhing the results of cducational
Lescssinent including external examinations, be discontinued, and
that at and bevond the secondary school level no formal record be
teleased without the prior consent of the student,

Chapter 14: Learning Resources

1. That the basic equipment entidement for schools provide more
flenibility and choice so that resources may be selected to suit the
needs of individual schools,

5 That maintenance of cquipment be part of the basic en-
titlement.
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3. That there be an annual review of the equipment scheme to
take account of new products and changes in curricula and teaching
methods.

4. That advisory services be cstablished to provide information
on what resources are avaifable and how they can be used most
cffectively,

3. That resource centres be established at all schools with
functions and facilities to suit local conditions.

6. That adequate statfing be made available to manage and
OPETAte resource centres,

7. That weachers centres be established, initially in the major
population centres and as soon as possible thereafter on a wider
scales that provision of the centres be flexible and that the centre be
designed to serve the needs of a particular area.

B. That i leyear tulltime course be set up in the New Zealand
Library School, open to trained teachers and to trained librarians
with suitable qualifications and experience, qualifying those who
complete it for professional status as school librartans,

Y. That in order to provide appropriate training for professional
libratians and library assistants employed in schools, options in
school librarianship be included in the diploma and certificate
courses conducted by the library school,

10, “That teachers colleges institute a basic course for all students
in the use of books, libraries, and other media,

I That as aninterim measure, immediate provision be made for
a substantial inerease in the present ancillary staft entitlement for
both primary and secondary schools, and in tertary institutions
where such entitlement is provided.

12, “That at all levels there be aspeditie allocation of ume for
ancillary staft to support teachers and lecturers in the preparation
of teaching matenals, the use and maintenance of equipment, and
in associated tasks,

3. "That andillary statt be actively recruited and paid rates which

provide apantractive  altevmative o other cmplovment  op-
portunities,

LE That all student teachers be given courses including stndy of
the technology of education, the impact of technology on education,
and the application of technology to education.

I3, That use of w vaniety of learning resources be intergrated into
all teacher education subjoct courses,
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16, Lhat increased emphasis be given to providing early op-
portunity for teachers to have in-service courses on the application
of learning resources to the achicvement of curriculum objectives.

17. That a resources unit with responsibility for the learning
resources ficld be established within the Department of Fducation,

18. That planning, development, implementation, and evalua-
tion in the ficld of learning resources be ¢ -ordinated at the national
level.

19. That a council, representative of educational and lay
organisations, be evstablished to advise the Department of Education
on co-ordination and devclopments in the field of learning
resources,

20. That no decisions regarding the ¢ mmencement of edu-
cational television in schools be made before the establishment of a
national co-ordinating body. Pilot schemes and the level of
introduction of educational television should be decided by this
body,

If @ decision is made to proceed twith educational television:

21. That an educational broadcasting section be established
within the resources unit with responsibility for initiation,
preparation, and evaluation of educational programmes, and for
advising and establishing liaison with broadcasting agencics.

22 That educational television have its own production studios
and that a career structure be established for educational programme
production stafl.

23 That in the new broadeasting structure, there be - -

-, Provision tor effective co-ordination and co-operation in the
ficld of educational broa-lcasting by establishing working
arrangements whereby  educational  authorives and other
interested parties participate as appropriate, in the selection,
planning, and evaluation of educational prog-ammes;

b Minimum periods of broadcast time set aside for continuing

education progranmes,

Chapter 15: Buildings

. that the School Development Group be strengthened sub.
staninadly to allow for more research and exploratory activities in
all wspects of school design, and o facilitate the flow of information
about new developments through regular publications.

2. That school districts encourage the setting up of joint study
groups in the area of school design, and that regular in-service
courses in this area involving members of the relevant protessions
be provided,
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3. That an educationist with special knowledge in the area of
curriculum and teaching method be appointed as a regular member
of the Schoo! Development Group.

Chapter 16: Maori Education

1. That urgent attention be given to upgrading pre-service
courses and extending in-service courses to provide for more
extensive study of’;

‘a) The learning patterns of Maori children;

(by Maori language and culture, and ways in which these can be

integrated into and taught in appropriate fields of study.

2. That in appropriate subjects and to the greatest extent possible,
Maori language and culture be included in the curriculum at all
stages of the education system.

3. That the particular needs of Maori parents and their children
be taken into account in the provision of facilities for carly-childhood
cducation,

+. That the vocational needs of the Maori in both urban and
rural arcas be catered for by an extension of pre-vocational and
vocadonal  courses, and  greater provision of opportunities  for
“second-chance’ education.

5. That urgent attention be given to the establishment of courses
and facilities based on community colleges, community centres, or
secondary schools, which provide for the varied and particular
needs of the Maori people.

t. ‘That the Government provide greater financial support for
appropriate research projects and  that an experimental school
based on a0 muaracccommunity concept be established to allow
various programmes to be implemented and evaluated.

Chapter 17: Psychological, Guidance, and Support Services
and Children with Special Needs

i. Lhat the Psvehological Service be expanded substantially so
that 1t can meet more readily the many demands placed on it

2o That the Vocational Guidance Service be upgraded and
expanded so that it can provide more effectively for the vocational
cuidance of adoleseents and voung adults and support the de-
velopment of the guidance network in secondary schools.

3. That more visiting teachers be appointed and that where
possible they service groups of s«chools on the hasis of one visiting
tracher 1o cach secondary school or pair of schools in the case of
smaller schools and the dntermediate, primary, and presschools
around it




4. That urgency be given to the setting up of a committee of
inquiry or similar body with powers to examine inter-relationship
and co-ordination among psychological, guidance, and support
services of Government departments such as Education, Health,
Justice, and Social Wellare; of voluntary organisations such as the
Crippled Children Society and the Intellectually Handicapped
Children’s Socicty; and of statutory bodies such as local and
regional authorities and hospital boards.

5. That psychological, guidance, and support services be developed
on a co-ordinated basis within local communities in such a wav
that they are readily accessible to parents, teachers, and others who
need them, and that the committee of inquiry investigate ways of
implementing this principle.

6. That teachers in training, from pre-school to sccondary,
receive basic training in special education, so that they have suflicient
expertise to recognise children with learning difficulties, knowledge
of the main kinds of atypical development and of the array of special
services, and specitic information on how to seek the help of
specialists.

7. ‘That remedial education receive greater emphasis in teacher
training and that there be appointed to schools specialist remedial
teachers to help classroom teachers cope with children with serious
learning deficits,

8. That arcas where children are educationally disadvantaged be
identificd and that special efforts be made in school, family, and
commuuity to help these children achieve at levels nearer their
capabilities.

9, ‘That full-time courses of education and training be developed
in teachers colleges for teachers entering the field of special
cdueation,

10. That the education and training of children with special
necds take place, to the greatest extent possible, within the environs

of local schools.

1. That provisions for children in special education include
greater emphasis on family guidance and support at every stage
from carly-childhood te adulthood, and on after care heyond the
school vears,

12 That where changes in the provisions for special education
are likely w oceur, parents of children who are likely to be atlected
by the development be informed and, where appropriate, consulted.
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Chapter 18: The Education of Rural Children

I. That studies be undertaken and some experimental schemes
inaugurated to determine the most suitable pattern for a specifically
rural form of carly-childhood education,

2 That in the study of rural carly-childhood education parti-
cular attention be given to the needs of the Maori members of rural
comnmunities.

3. ‘That there be provision of realistic locality allowances and or
salary differentials in favour of rural teachers at such a level as to
constitute an effective incentive.

4. "That there be provision of Hats suitable for single teachers or
teachers with small families.

b That there be loan finance linked o a system of purchase and
guaranteed resale of houses for teachers.

b. That rural communities be involved, at an carly stage, in any
planning and discussion concerning consolidation.

7. That Hesibility in the implementation of change be a par:t-
mount principle, that educational instivutions be adapted 1o the
needs of the communitios they serve, and that eve v etfort be made
to ensure tat the education of the rural child proceeds as a
Contnuous process,

8. That in any provision of secomdary school hostel accom-
modation particular attention be given to the community life of
the boarders.

“Thatin arcas where they are practical tor geographic and other
reasons, the establishment of J-day hostels be enconraged.

0. That bowrding bursaries be adjusted o make secondary
celncation as free 1o the countey child as i is o his urban counter-

part.

Chapter 19: Expansion of Research Services

Lo That the numbors of research workers cimploved i educarional
services he doubled during the nest 5 vears o allow the following
developments o take place:

a The establishment of yegional centres for resear and

deselopment i districts aiready provided with a tull range
of cducational insttutions  scheols, a4 teachers college, a
technical institute, and a0 university; ;

b\ substantial expansion in the research staff of the Depart-
ment of Education to provide information essential for the
tormulation of policy, prociamme, and curriculam evalua-
tion, and the development of teaching resources and facilities ;
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(c: .\ comparable cxpansion in the research staff of the New
Zealand Council for Educational Research providing for a
steady growth of existing services as well as provision for
additional functions,

2. That the proposed standing .ommittee on research and
development give carly attention to the research, evaluation,
and advisory services required through the whole field of tertiary
education, and especially to those relating to the obligations of the
technical institutes, the industrial training boards, and the Voca-
tional Training Council.

Chapter 20: Research Training and Professional Develop-
ment

1. ‘I'hat the universities be requested to examine their plans for
improving the training of research workers including consideration
of the wavs in which they will be able to collaborate closely with
the proposed regional centres in arranging post-graduate training
and field experience for senior students.

2, That provisions be made for awarding annually a range of
post-graduate fellowships and scholarships designed especially to
prepare candidates for careers in educational research and develop-
ment.,

3. ‘That special courses be instituted to expand the knowledge
and expertise of inspectors and others ia responsible positions on
curricnlum theory and development, the design and analysis of
experiients, test development and assessment, materials evalua-
tion, and progranume analysis,

1. ‘That officers of the Department of Education Le encouraged
to attend cotrses i training on programme planning and evalua-
tion at the International Institute for Fducational Planning or
stmilar international agencies,

5. Lhat programmes for the continuing education of teachers
include a regular series of seminars and conferences to enable school
principals, senior teaching statl, curriculum and advisory personnel,
and <enior professional officers to exchange knowledge and exper-
icnce on the theory and problems of programme or institutional
evabiation,

o That spedal consideration be given to colluboration with
Anstralian institations in upgrading and improving competencies
ot specialised rescarch stal™
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Chapter 21; Planning and Financing Educational Research

1. That the provision of funds for the recommendations set out,
including the establishment of regional research centres, become a
charge upon the Vote: Education, and not upon the existing budgets
of tertiary or other institutions with which these various organisa-
tions arc to collaborate.

2. That the Advisory Council for Educational Planning be
requested to establish an expert standing committee on educational
information and statistical services.

3. That until such time as a statutory authority or advisory
board is established to formulate national research policies for
education, the Advisorv Council for Educational Planning be.
requested to set up an expert standing committee on research and
development in education to give immediate advice on the develop-
ment of educational research services,

APPENDIX

SUBMISSIONS, PAPERS, STUDY GROUP MEMBERSHIP,
AND VISITORS TO THE WORKING PARTY

When it began its task the working party had availible to it
submissions on educational priorities reccived by the Advisory
Council on Educational Planning and the Educational Prioritics
Conference secretariat.

The submissions were—

11 Inresponse to the Advisory Council’s invitation of May 1970
to a group of selected educational organisations for submis-
sions on educational priotities, which the council hoped to
use for its own information,

| B

Responses to a November 1970 invitation to the public at
large for submissions following the Minister of Education’s
request  that the Advisory Council *survey community
opinion” in prepating for him a report on educational
prioriies,

3+ Revised, amended, and new submissions made to the Ad-
visory Council when it subsequently decided to use the
submissions as source material for the Educationa. Prioritics
Conference 1972,

2]
~1
($1]




During the course of the working party’s deliberations, supple-
mentary submissions were received from:

A

Advisory Council on Educational Planning (Standing Com-
mittee on Teacher Training.

Federated Farmers of New Zealand,

Maort Organisation on Human Rights,

National Advisory Council on Employment of Women,

National Youth Gouncil of New Zealand.

New Zealand Association of Health, Physical Education, and
Recreation,

New  Zealand  Council for  Christian - Education (Otago
Committee,)

New Zealand Educational Institute,

New Zealund Employers' Federation,

New Zealand Nurses’ Association,

New Zealand Playeentre Federation,

New Zealand Post Primary Teachers® Association,

New Zealand Psyehological Service Association,

New Zealand School Committees’ Federation,

Women's Division  Federated Farmers of New Zealand.,

E. P. Blampied, Christchurch,

Mirs H. Brew, Wellington.

AL G, Brooker, Invercargill,

D. Brough and D. Wills, Wellington.

P. E. Courtney, Christchurch,

F. Doolin, Auckland.

AL DL Kells, Mangakino,

P. Macakill, Wellington,

M. B, Parsons, Chnstchurcls,

D). Watvon, Auckland,

P. G. Wilson, Dunedin,

number of study groups were established to prepare reports for

the working party, These groups invoived persons other than working
party members, and acknowledgment is made of their contribution,

.\.: con

ders Flucation

R. P. G. Parr. Auckband: B H. Mcelean, Auckland; J. Millar,

.lh-'\

Dr

Auckland. .\ number of other persons were co-opted to assist
o specific occasions,
veert

W. B Elley. Wellington  (Chairmani; J. R, Caldwell,
Wellineton: H. Offenberger, Wellington; B, B, Ramage,
Wellington; M. Ross, Upper Hutt; Jo D, Murdoch, Chuiist-
charch,
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Research
Professor P. S. Freyberg, Hamilton; Protessor G, G. N. Hill,
Paimerston North; L. J. Ingham, Wellington; Professor G. A\.
Nuthall, Christcliurch,

Educatinal Technology
Jo ‘T, Dykes, Christchurch; A, E. Lyne, Wellington; Po R, Miles,
Wellington; E. A. Palmer, Porirua: J. W. Quinn, Auckland;
B. W. Smyth, Christchurch; C, J. Wright, Christchurch,

Likraries
G. R. McDonald, Wellington (Chairman); J. W. Blackwood,
Palerston North; Miss J. R. Campbell, Wellington; Miss
J.o Do MacLean, Wellington; Mrs L. M. Rosier, Wellington;
D. M. Wylie, Wellington,

Muaori Education
Dr R, A, Benton, Wellington; J. Bennett, Havelock North;
Mrs A0 N, H. Bosch, Wellington; K. Dewes, Wellington;
P. Ranby, Wellington; ‘T, Reedy, Auckland; T, K. Roval,
Wellington; N, Fo Smith, Wellington; N. A, Watene, Petone,

Spectal Fducation
D. E. Gunn, Wellington; Dr S. J. Havill, Palmerston North;
A R. Kerse, Wellington; M. B, Parsons, Christchurch,

Guidance and Counselling
M. L. Boyd, Wellington; D, Brown, Porirua; Mrs D, McNaughton,
Auckland: Miss H. Ryburn, Auckland: Miss R, Swatland,
Wellington; E. J. Wadsworth, Palmerston North; 1. Wood,
Lower Hutt,

A seminar on carly-childhood education was conducted by the
working party and the following attended:

Protessor A, E. Fieldhouse, Wellington (Chairman); Mrs S,

Davies, Wellington; Mrs X, Densem, Christchurch; Mrs

R. A. Llliott, Rotorua; Miss I.. M. C. Ingram, Motuecka;

Mrs .\, Johnson, Upper Hutt; Mrs D, Johnson, Porirua;

Miss W, Lee, Napier; Miss J. Mitchell, Lower Futt; Mrs B,
Morris, Wellington; Mrs I Tawhiwhirangi, Wellington,

At the request of the working party papers were prepared by
Department of Education fseveral).
Curriculum Development Unit, Department of’ Education,
Professor R, S, Adams—“The Role of the Teacher™.
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The working party reccived visits from:
Hon. P. A. Amos, Minister of Education.

Professor F. W. Holmes, Chairman, Advisory Council on

Fducauonal Planning.

Head Oftice, Department of Education:

P. W. Boag, Director of Sccondary Education; H. Egdell,
Chicf’ Exccutive Officer (Special Duties); A. E. Hinton,
Assistant Director-General (Administrative); J. J. Lee,
Dircctor of Primary Fducation; B. B. Ramage, Inspector
of Secondary Schools; W. L. Renwick, Assistant Director-
General; ‘I K. Royal, Inspector of Maori and Islands
Education; A. F. Smith, Officer for Maori and Islands
Education; K. M. Woodward, Seaior Inspector of
Secondary Schools.

Curriculum Development Unit, Department of Education:

R. G. Aitken; D. J. Francis; G. R. McDonald; P. R. Miles;
Q0. Tate.

Dr W. B. Elley, Assistant Director, New Zealand Council for
Educational Research,

Dr R. Fitzgerald, Chief Research Officer, Australian Council
for Educational Research.

Hon. A. H. Nordmeyer, Chairman, Working Party on
Organisation and Administration.

J. R. Osborne, Chairman, Working Party on Aims and
Objectives,

R. C. Stuart, Director, Vocational Training Council.

Working Party Meetings

The working party first met at Hogben House, Christchurch,
between 24-27 October 1972, Following that, 12 meetings, spread
over a total of 18 days, were held in Wellington until the working
party completed its deliberations on 4 December 1973.
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