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PREFACE

The following case study is one in a series of five dealing with
innovation in education. All the studies are descriptive in nature and,
as the work of five different authors writing in their personal capacity,
they represent five quite individual syntheses and interpretations of
vast amounts of information. Yet the confusion that might be expected
from this method does not result. What emerges from these studies is
instead a reasonably coherent statement of educational responses to the
post-war demands of many more people for more and better education,

Perhaps it is not remarkable that the demands have been exerted so
consistently on such a variety of nations, nor.that the response to them
has for the most part been so quick and positive. The nations examined
in this book are remarkably similar in that all have a long and honour-

able tradition of public education, an industrialised economy and'a high-

standard of living. At first glance it even appears that their solu-
tions to the problem posed by recent educational demands are unusually
similar: structural reform, curricular reform, compensatory and/or
individualised learning systems - examples of each are easy to find in
any setting. Yet a closer reading of the five case studies reveals
wide and interesting variations: in priorities, in perceived solutions,
in strategies evolved or developed to implement them.

Such variety of couréé reflects to a large extent differences in
'national climate!, that peculiar combination of values, objectives,
aims and administrative tradition which, aside from language, makes a
nation distinctive. The explication of these differences is thus a
hidden theme of the five case studies taken as a whole, and an under-
standing of this hidden theme is necessary to illuminate the more.
obvious themes of change and growth.

An explanation of this point can be found by comparing, even super-
ficially, Scandinavian countries such as Norway and Sweden on the one
hand and the United States of America on the other. At least from the
viewpoint of the outside observer, Norway and Sweden have much in
common. Both relatively small in terms of population, they can also
claim a remarkably unified social and value structure. Furthermore,
their style - if such a generalisation can be made - seems to be to
have a clear idea of goals and then to set about methodically reaching
them. This process is aided by the existence of strong central govern-
ments which are able to plan and to legislate with a reasonably clear
assurance that what they propose will be achieved. Thus there exists
in Norway the National Council for Innovation in Education whose mandate
it is to make reality of reform laws passed by the central Parliament.
The Parliament, concerned in recent years with "large questions of the
role of schools in Society”, and sure enough ~f its constituency, has
concerned itself largely with structural reform and new curricula - on
a national scale.
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The situation in the United States 1s quite different, even if the
question of relative size of total population is ignored. The American \
federal government is based on a system of checks and balances so fine
that it “is often hard to determine either the source of impetus or its !
ultimate manifestation. The situation is further complicated by the
well-protected existence of states' rights - particularly the control
of education - and, once the issue of taxation is raised, by municipal
and regional claims as well. Perhaps more important, the rich diversity
of the American population inevitably means conflicting social and
ethnic interests, values, and views of national priorities. The past
decade of American life has indeed been one of fast-changing goals and
objectives and of massive social upheaval. Much of the upheaval has
‘connected itself to education and made demands accordingly: in the
light of this political and social back-ground, it is not surprising
that American education responded by producing such a variety of inno-
vations in every area and at every level that the final array can be
gquite bewildering, whilst at the same time providing a vast reservoir
of experience for others.

England and the Federal kepublic of Germany likewise provide .
differences quite distinctly their own. Writing of her own country's !
approach to recent educational change, the author c¢f the English case
study notes. ’

".....the English style is distinctive. You can seize on it
instantly. There is no acceptance of common objectives, except

e in the most general sense which inspired the last major education
act: the need to widen opportunities and eliminate the poverty
both of individual children and of the public provision of
education , There is no national plan for educaiisn, no law
which specifies where develepment.is necessary as in some OECD
countries. There is almost no theory. The point is character-
istically made in a recent'major report on education : ‘'we
invited the help of a number of distinguished educationists and
professors of educational philosophy ... They all confirmed the
view that general statements of aims were ¢f limited value and
that a pragmatic approach to education was likely to be more
fruitful.'"

The reference to "two decades of non-reform" in German education,
a phrase coined by Professor S.,B. Robinsohn, is slowly becoming eroded,
especially during the last two years, which have been marked by funda-
mental changes in many parts of the school system. With increasing co-
operation between the Lander and with the initiatives of the new Ministry
for Education and Science, the need for a more systematic approach to
educational reform, and especially to educational experimentation, seems
more important in Germany today than in many other countries.

Despite these differences in background and style, the five country
studies do show one overriding problem in common: the need to change
and improve their educational systems. Furthermore, as their experience
increases, they all face the reality that explicit measures to facili~
tate the management of educational change are necessary, that innovation
and improvement cannot be haphazardly left to chance.




A NOTE ON THE SWEDISH ADMINISTRATIVE SYSTEM

For the sake of clarity elsewhere in this report it is necessary
to include a brief note on the Swedish aéministrative system as it
applies to education and educational innovation.

Swedish Ministries are, by international standards, small.
They are the secretariats for the Ministers, concerned with the
political and economic policies for which the Ministers are answerable
to Parliament. They are concernmed with policy plamning on a short
and long term basis.

-~ Much of the work which would fall to a Ministry in most European
countries is done by independent boards - in the case of education,
the National Board of Education (responsible for schools) and the
Office of the Chancellor of the Universities (responsible for higher
education). These independent hoards administer the law of education.

Local administration is in the hands of the elected 1loecal
municipalities who number more than 900(1)-(for a population of 7.8
million)-and most of which are very small.

National policy is to give more power to the local authorities
and to reduce their number. The curriculum is firmly controlled
from the centre, though an increasing discretion is being given to
local authorities over optional areas of the curriculum. The costs
of education are divided as to 60 per cent from the State and 40 per
cent from the municipality. Teacher's salaries are tied to state
grants.

In addition to the municipalities, powers are delegated to
county education boards which are decentralised organs of the central
government.

Also of great importance are ad hoc Royal Commissions set up from
time to time to prepare recommendations on major aspects of policy.
In gome cases these Commissions include strong political representa-
tion as in the case of the 1946 Commission which formulated the
proposals laying down the main lines of comprehensive reform. In
others, though the public interest is always clearly represented,
experts may be more to the fore.

(1) The number of education authorities was reduced to 464 by
amalgamation of districts in 1971.

N
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PART I

EDUCATIONAL INNOVATION IN SWEDEN: INTRODUCTION

Sweden's strategy of change in education is coherent and self-
conscious. It is articulated to a degree which is unusual among-
OECD countries. It is based on the formulation of objectives at
every stage and level, and the application of consistent planning
procedures to achieve those objectives.

The strategy is now being adapted to the concept of 'rolling
reform', by which is understood a continual process of evaluation and
renewal, The aim is to make innovation a permanent state in which
curriculum and organisation are under constant review in the quest for
better responses to changing circumstances, new knowledge, more effec-
tive learning and better use of resources.

Before going on to describe the strategy in gredter detail and to
indicate some of the directions in which innovation in Swedish educa-
tion is pointing, it is necessary first to discuss some of the back-
ground factors. These include the political basis of Swedish educa-
tional reform, the strongly centralised nature of Swedish educational
administration, and the characteristics of the Swedish teaching '
profession. N

Political Commitment

At the centre of the strategy is a clear political commitment.
This needs to be stated at the outset. The Swedish approach to
educational reform can only be understood in the 1light of a solid
political consensus. All the main political parties now accept the
objectives of the comprehensive school which are, in effect, the
objectives of Swedish education. This is not to say that there is no
controversy, nor that earlier decisions were easy to reach. But what
stands out as abundantly clear is that the reform has its origin in
bold decisions taken on political and social grounds and that the
commitment to social equality and mass education which these decisions
entailed has now become part of the Swedish way of 1life - no longer a
matter of acrimonious debate, but rather part of the political climate.

The reforms emanate from a Royal Commission set up in 1946.
During the second world war there had been lengthy debates on the
future of Swedish education. The system at that time was divided.
The education of most of the children was limited to the elementary
school. Only a small proportion were taken out of the elementary
school for selective secondary education. Commissions of experts had
produced a succession of reports in which there were conflicting
proposals. The 1946 Commission, in which the politicians were strongly
represented, cut through the pedagogic controversies and demanded a
policy squarely based on social and political premises. 1In effect,
they asserted that education was too important to be left to the
educational experts. Instead of allowing pedagogic considerations to
determine educational organisation, the Commission insisted that the

E4
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educational system, a potent agent of social control, should be
subordinated to basic social policies, and in particular to ideals of
social equality and co-operation on the one hand, and the development
of individual talent on the other.

Here, in the jargon used by American curriculum experts,, was the
unambiguous agsertion of 'societal' interests from the outset. Just
as this has remained dominant in discussion of the aims of the
education system as a whole, so too has it applied to the application
of reforms at every level. The Royal Commission technique has been
applied to the comprehensive school (with the Comprehensive School
Committee of 1957) and the gium (the Gymnasium Committee) and to
subsequent investigation of %he fackskola (continuation school) and
entry to higher education. All these commissions operated under
directives which interpreted the main over-~riding polity objectives.

; .
This is something which has to be borne in mind in connection

with the research and investigation carried out for these commissions

as the OECD report on Educational Policy and Planning in Sweden {12615

made clear. The interplay between the politicians and social scientists

has amounted to a dialogue inside and outside the several Royal

Commissions. Much of the dialogue is inconclusive: policy in the

end has had to be based on judgement, aided but not determined, by

. research. Professor Husen's comment, quoted’ln the OECD document,

already referred to, is still to the point:. the research findings'
'first and foremost importance lay in the fact that they have
contributed to removing a host of prejudices and showing that what was
involved in the debate were value judgements rather than facts. The
school reform is, after all, a pelitical gquestion'. .

- “\

It seems important to stress this from the start, especially as
there could conceivably be a-temptation.as 'rolling reform' relies on
techniques of Research and Development, to expect too much of the
research function. The objectives are based on political conviction,
not research. If - to take an extreme case - political will demands
as an objective that, water should flow uphill it would be imprudent
to expect research to provide conclusive evidence on/which to base
such a policy.

The politieal will which lies behind Swedish educational policy
has to be seen against the background of the Swedish political system
in which the present governing party has occupied a leading role since
the early 1930's. It is this long-term stability of political control
which has made possible the ordered educational reform and the careful
preparation which has preceded each stage of its application. It has
also provided the healing element of time by which much of the heat
can be removed from the bitterest controversy. And this same political
stability, which has facilitated long term educational reform itself,
possibly stems from a social homogeneity and common purpose in a close
knit community of less than 8 million people, which makes the direction
of the reform generally popular.

Central Administration ) ) \

If the clarity with which social and political goals haveibeen
articulated is the first key to an understanding of Swedish educational
reform, the second concerns the system of educational administration.

S
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Swedish education is tightly controlled and directed by the central
government, through the Ministry of Education and its twin
administrative agencies, the National Board of Education and the
Office of the Chancellor of the Universities.

School reform and innovation is, therefore, directed from the
centre. The initiative is handed down through Parliament to the
National Board of Education, which in turn must organise change and
create the circumstances in which innovation takes place. The strong
central control exiends not only to matters of organisation and of
'quantitative' planning but also to the 'qualitative' planning of the
school curriculum. The syllabus and study plan for each type of
school is the direct responsibility of the central government.
Commissions set up to carry through major changes in organisation
have been expected to plan the whole programme of studies as well as
the administrative changes which a new system of organisation might
entail.

It so happens that a part of the reform is intended to introduce
a greater degree of decentralisation., Before the introduction of a.
comprehensive system, the elementary schools and the vocational
schools were run by the local municipal authorities, while the
secondary schools were State schools administered by the central
government. The policy is to increase the powers of the local
authorities - which now have been given responsibilities for the
.comprehensive schools and the secondary schools - without forfeiting
the even atandards of school provision which are claimed to be the
consequence of centralisation. /

In addition to the local authorities there is’also a layer of
'decentralised central government' based on the 24 administrative '
county units whose general functions include the appointment of
teachers for the 9 year comprehensive school and in-service training.
These county hoards of education are further responsible for the '
Planning and co~ordination of education in the different
municipalities. (1)

It “can be seen that, with some 900 local authorities in a
population of less than 8 million, many of the local bodies are very
small indeed, their chief officers being local head teachers. At the
other extreme is the local authority for the City of Stockholm with
a population of 800,000 and a director of education supported by a
strong professional staff. :

While, therefore, the policy of decentralisation has already
begun to have some effect - and some of the large authorities are,
themselves, centres of innovation - the fact remains that the Swedish
strategy is firmly founded on & strong central authority directing,
and if necessary imposing change at the will of Parliament. If the
word 'impose! carries extreme overtones, all that is intended is to
clarify the source and the autherity for innovation which is
undoubtedly located in the agencies of the central government.

It is this centralisation which has ensured that from the outset
matters of intermal school management such as streaming and
differentiation have been considered alongside larger questions of
organisation. Similarly, responsibility at the centre for the

(1) The number of education authorities was reduced to 464 by
amalgamation of districts in 1971.
9.
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planning of the curriculum méans responsibility also for teaching
methods. Where, in some systems, these matters might have been left
to the discretion of local authorities or to the teachers themselves,
Swedish centralism requires that they be considered as a whole and at
the centre. .

It would be wrong, in stressing this aspect of Swedish
educational administration, to imply an authoritarianism which does
not exist. But there is no doubt about where authority lies, nor yet
is there any reason to doubt that this is an important (and possibly
a somewhat corrosive) element in the relations between teachers and
administrators. It also forces the imnovators to employ fairly rigid
techniques where they might prefer to act in a more flexible way.

The Teaching Profession

Any strategy for innovation within an educational system must
take account of the teachers who élready staff the schools. Here
Sweden is in the remarkably fortunate position of having a good supply
of well qualified teachers, enjoying high. prestige and relatively
high salaries in a community which recognises the value of education.

The educational system has rapidly moved out of a gsituation in
which there were too few teachers into one in which there is now - -
gomething like a balance between supply and demand. Class sizes in
the comprehensive schools aasqme not more than 30 children to a class
except for the first year (the seven-year olds) where the maximum
permitted number is| 25. The teacher pupil ratio is, of course, much
more favourable t this -~ about 1:15 in the comprehensive achools
and 1:13 in the secondary schools.

The class teacdhers - those teachi in the first six grades of
the comprehensive schools (ages 7 to 13) - receive a two and a half
or three year training at colleges of education. Subject specialists
for the upper forms of the comprehensive schools and the secondary
schools have a university degree followed by a year's teacher training.
A second degree is normally required for senior posts in the uwpper
secondary schools. The differences in the education and training of
teachers are reflected in their professional associations, thei
salary scales and to-a large extent in their attitude towards th
educational reform. ;

The combined effect of a strong political will and a strong
central administration may have contributed somewhat to the alienation
of certain sections of the teaching profession, particularly 'subject
specialists' in the upper forms of the comprehensive schools and the
gymnasia. On tne other hand, new organisation, new curriculum and new
methods have been pressed upon them from above, some of which have
demanded changes in their congitions of service as well as their
pedagogic technique. Moreover, the very nature of the political
basis of the reform has meant that any groups who opposed aspects of
the change - for vhatever reason - have tended to be branded as
conservative, if not reactionary. None of this is surpriaing - if the
educational reform is indeed part of a social revolution, a certain
amount of ideological pressure is to be expected. But it certainly
increases the importance of in-service training (of which more later)
and, it could be that it does little to sharpen the self-critical

N
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faculties of those who are most committed to the reforms, and who have
been chosen for that reason to carry them out.

This could all become of greater importance as the Swedish system
moves forward from the heroic period of radical reform, wken major

steps forward were initiated by Royal Commission leading to legislation;

1nté;;6period of 'rolling reform' in which the pressure for innovation

is expécted to come from within the educational system.

It will be seen, then, that each of these three aspects of the
Swedish sducational scene - the political commitment, the centralised
administration and the large and highly qualified teaching profession -
contributes positively and negatively to the process of innovation.

- The political foundation is essential: yet the very strength of

political will necessary to carry out long term reform can set up its
own orthodoxy which may not always be conducive to innovation. The
centralised administration provides an efficient instrument for
organising change. But so far this has been a means of introducing
innovation from on top, with the limitations vwhich this implies in
respect of the professional self-confidence and inspiration of the
teachers. The highly qualified teaching profession makes possible
high standards and ambitious policies which would not be open to a
system with overlarge classes and undertrained staff. But this, too,
can be a limitatipn on innovation:- if radical change is needed which
alters the whole role of the teacher, the presence of a powerful cadre
of traditionally minded professional men and women is not going to be
an unmixed bleasing. .

13
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PART II

* INNOVATION STRATEGY

The basic strategy of Swedish educational innovation assumes

. 1. Clear political decisions on the goals of the educational
system and the objectives to be achieved in each type of school.
These major political decisions have, on the whole, been faken ~
on the advice of Royal Commissions on the basis of which the Minister

of Education formulates legislation for Parliament.

2. The refinement of these general goals and objectives into a
working curriculum and study plan for each type of school.

3. A programme of in-service training for teachers to assist the
introduction of new curricula and teaching methods.

4. A programme of Research and Development to support the &olicies i

of reform and. innovation. | .
\ e f
5. A system of continual revision bjy which the curriculum jand
study plan for each type of schooljis constantly assessed in terms of
its own objectives. ; Tm
1

’
K4

Aims and Objectives

According to the Swedish ‘Schools Act of 1962, the general aim of
the schools system is 'to impart knowledge to the pupils and train
their ability and also, in collaboration with the homes, to promote.
the development of the pupils to become harmonious persons and active
citizens aware of their responsibilities’.

These broad aims apply particularly to the comprehensive schools
or compulsory schools taking pupils from the age of 7 to 16 through
the first nine years of schooling. But they also apply to the
secondary schools and are taken as the point of departure for the
Syllabus and Study Plan manual (Liroplan) for the new gymnasium.

This general expression of the individual and social aims of the
educational system has been expanded and made more specific by the
- policies and statements of Ministers and educational leadera. As
Swedish techniques of innovation are directly\}inked to the
establishment of objectives and tha systematic' planning needed to -
achieve them, it may be helpful to summarise the five main objectives
of the Swedish educational system, as set out in the OECD publication
entitled Educational Policy and Planning in Sweden (1967).

Objective 1. This relates to equal opportunity for public
education without regard to income, social origin, sex or place of
residence. It also recognises that while opportunity should be
universal, individual talents differ, and that the aim of the school
system should be to Weet the differentiated needs of various groups

A Ny
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of students. No one branch-of education, however, 'should in itself
be considered more worthy of esteem than another, the entire school
system constituting a co-ordinated whole'.

~

Obgectivo 2. This concerns the function of the school system to

safeguard and strengthen the democratic system which depends on co-
operation and tolerence. From this are derived certain sub-goals, a

* common core of learning in the comprehensive schooles and the post-
ponement of differentiation; group work and discussion methods; civic
education; education which stimulates critical thinking.

Objective 3. “The third set of objectives are directad towards
general economic development - the preparation and training of skills
in the light of nationsl manpower needs. But this is subordinate to
the individual and social objectives summed up in the firat two
objectives 'above. :

4 Objective 4. This commits the educational sy. v s flexible
in order to respond to changing social, individual au. vconomic needs.
Fromx thias, it follows that education must be broad enough to allow

—£oT new vocational needs which may develop and require individuals to
change their occupation later on in life, and that premature speciali-
| sation and dead-end courses 'must be discouraged.

i

Objective 5. This has to,do with the effective use of the
educational system's limited himan and material resources, by a
-commitment to 'rationalisation' and the pursuit of the most efficient
"way of using teachers and arranging learning systems,

An important part of the Swedish method of innovation has been
based on the refinement of general aims of the educational system into
specific objectives for teachers in schsdls. The setting of clear
objectives has been used both as a means of changing the practice of
the teachers, and also to provide-criteria against which S0 evaluate
the succesgss of the innovatory process.

In this the Liroplan for each type of school plays an important
part. This document, running to 500 closely printed pages, which has
no, counterpart in less centralised schools systems, lays down the
syllabus, and study plan for the type of school in question. In
addition to setting out the content of the courses to be covered and
the number of hours to be devoted to each subject, it includes a long
introductory section explaining and elaborating the objectives of the
school and the recommended methods of instruction and internal . ‘
organisation which are related to these objectives. Here is part of
the Introduction: Goals and Principles to the Liroplan for the new
gymnasium which came into operatiom in 1966.

*1., Comprehensive Schools -~ Gymnasium

~*1.1., The purpose of the education of children and young
people, provided by society, is to communicate knowledge and
develop skills and, in collaboration with the home, encourage
the development of the pupiles into harmonious people and able,
responsible members of society.

*Thig is the substance of the first paragraph of the new
EducationAct. It‘refers to all instruction provided by society

- 23
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. the xork of the school is to promote the s&ll-round developm

R ;/WW ' . ///

-
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D

to children and young people, whether voluntary or compulsory.
Thus it is valid for the gymnasium as well as for the comprehen-

sive school,

the school will be focused on the individual pupil. The ailm of

t

of edach pupil, to encourage the development of his personality
and to make him a free, independent and harmonious being. The
*~aining which the school provides must-  be individual training. ..

*In the gymnasium, as in the comprehensive school, the wor?%:f

individual is ... a fellow-creature and a citizen. He is s
member of a family and of a circle of friends and acquaintances,
and he is a member of society. ... Therefore the gymnasium, like
the comprehensive school, must give social training. The /mocial
training provided by the school must lay the basis' of, and develop,
those qualities which will, in a period of rapid development,
enable the pupils to support and -strengthen the demooratic
principles of tolerance, co-operation and equality of séxes,

" nations and people. One of the principal aims of the social

training which the school provides is to instil into the pupils
respect for truth and justice, for the human dignity of all
people, for inviolability of human life and thereby for the right
to personal integrity. ...

*2. Tasks of the Gymnasium

"In the work of the gymnasium special attention should be given
to the folowing: '

"2.1. The instruction provided by the gymnasium is based on the
nine-year comprehensive school. It must provide a foundation for
further study at university level and other post-gymnasium
education, and for immediate entry into the labour market.

"One principal element of the instruotion provided ‘by the
gymnasium is to develop an independent and critical attitude.
The result may vary within wide limits, but from the very .
beginning the pupils should become accustomed to an inguiring
attitude towards the knowledge and information offered them
inside and outside the school, to check the correctness of ,
information, the structure of arguments and the reliability of
conclusion, and to make strict demands onintellectual honesty in
their evaluations of others' information and in expressing their
own views. ...

"A pupil should always be allowed, after independent consideration,
to accept or reject a judgement. This implies that the demand

for objectivity should be made a general rule for all

instruetion. ...

"In modern syciety understanding of, interest in, and willingness
to involve oneself in, other people's problems are necessary
complements/to knowledge. nsight into human and civie

situations is important for all those who, in their work, have to
act as leaders, or co-operate in otherways with people, and
inflvence 4ther people's/ponditions. Work at school, as in the
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»fields of science, administration and economic life, is based
upon continuouys co-operation between people. Collaboration in
social, occupational, political and other groups demands the will
to understand and to co-operate, even when opinions differ. Work
at international level involves that people judge others on the
_basis of their own traditionms, history and social life.

v "By paying attention in its work to the personal development of

* the pupils, the gymnasium also satisfies the demand for social
training. Such training, no more than individual development,
cannot be separated from other activities in the gymnasium.
Socidl training is intimately bound up with the whole work of the
school. Different methods of work, such as group work or
individual study, satisfy this demand just as well 28 do school
and environmental practice, or special preparation for future
tasgks. :

*2.2. An important task of the gymnasium is to develop further
what the comprehensive school has taught the pupil in terms of
general ability to communicats with others. A central task in
this is To develop his linguistic skill. The ability to express
oneself clearly and logically in one's own language, to formulate
one's thoughts both verbally and in writing, must be developed:
If it trains a great number of its citizens in the useof — —
foreign languages, Sweden will be able to maintain and widen the
contacts which further its cultural, technical, economic and

social expansion. Skill in foreign languages is therefore
necessary. ... Ve

*Mathematics is one of the means of communication which have
become increasingly important. Quantitative methods have

gained ground also in studies in which formerly these methods
were not employed. They have also gained a footing in economic
life and in administration; this is especially true of statistics,
which have become a valuable tool in making predictions,

analyses of ccits and work, and so on.

*"The aim of the gymnasium, therefore, must be, over and above the
foundation laid by the compulsory school, to develop the
mathematical skills of the students.

»2.3, In order to satisfy the demand for preparation for future
education, or occupation, the gymnasium must provide the gpecial
prevaration which the individual may want and need. It is
impossible, however, to allow each student to realise his interests. -
The personal aspirations and the demands of labour market and
society must be brought into balance. To determine this balance,
however, is not the task of the gymnasium. Therefore, there must
be, in the curriculum and organisation ¢f the school,
possibilities of taking inte account personal talents and interests,
and of letting them guide the pupil towards a more or less
individualised programme of studies. But even if divergences are
allowed within the common framework, the result must not be that
the individual pupils' study programmes differ too much from the
demands made by the branch in which they will be vorking after
school.
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"In particular in the sconomic and technical streams, the special
preparation the gymnasium offers must be planned carefully in
view of the tasks the students will be confronted with in their
working life. By its instruction, the gymnasium must offer
students a preparation for the labour market, for many of them
will, at the end of their gymnasium studies, go direct to -
economic life and administration.

"2.4. BSociety demands - besides certain special preparation and
s8kills in communication - general knowledge and skills common to
all or most people, a frame of reference in which important
phenomena in society and culture can be placed, and which will
facilitate contacts with and understanding of one's own and of
othgr peoples's culture."

The Ldroplan then goes on to discuss common core. The emphasis
is strongly sociological. Social and economic geography and civics
are needed to encourage a proper understanding of Scandinavia and
other countries and peoples in Europe and in "the so-called under-
developed - countries with which relations are more and more intensified."
With this goes an understanding of comparative religion and cultural
differences. All also are required to have an introduction to science
and technology, to history and art. Other aspects of the programme
singled out for special mentiorn include teaching about careers and
education beyond the school stage and physical education. There
follow comments on how pupils should be taught to carry out their
work. . .

"2.5. 1t is one of the tasks of all types of school to develop
the pupils' working habits. When they leave school, the pupils
should be able to perform tagks which require a sense of
responsibility, whether in their work or in connection with
further education. For the gymnasium this means that its pupils,
when they leave school, shall be accustomed to taking the
initiative in planning and performing large tasks, independently
or in co-operation with others. This includes the ability to
collect the necessary information, to interpret and evaluate it,
to plan their own work, and finally to assemble and report the
results. The gymnasium must further develop the training in
techniques and skills of studying and carrying out tasks with
which a beginning was made in the comprehensive school. This
implies also that the methods of studying in the gymnasium must
be such that they help to develop the students' ability to make
observations and to take the initiative, as well as to make
independent judgements." '

This general Introdvction is then followed by a second section
on 'General Principles' which describes in greater detail how the
earlier-stated objectives may be reached in school organisation and
instruction. \ ' |

Among other things, it spells out ways of promoting co-operation
between home and school; discusses the methods/ of consulting pupils
through the school's 'students' advisory council'; draws attention
to the importance of educationsl and vocatio guidance; lays down
principles for the options leading to higher education or employment.
There is a lengthy section,on 'teaching' whicﬁ indicates the manner in
which the teachers should prepare their courses and teaching materials.

o
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Another gection sets out to show how, by group work arranged in
various ways, the curriculum can be made, in the official view, to
contribute to the general aim of co-operation between pupils. Yet
another concerns the objective of independent study, study training
and guidance in study technique, on which great importance is placed.
Marking is discussed at seme length in view of a decision to end the
formal student examination at the end of the gymmasium and to introduce
a system of asseasment over the whole gymnasium course designed to
enable teachers to mark fairly from one end of the country to the
gthﬁ;iwithout recourse to external examinations except as a moderating

echnique.

\

The justification for quoting at this length from the Introduction
of the Liroplan is the significance which the Swedish theory of
innovation attaches to the statement of clear objectives. This is at
the heart of the system. There is, of course, room for debate as to
how clear the statement of objuctives really is. Some of the
objectives, inevitably, are in conflict with one another - or rather,
a state of tension exists in which a series of not wholly compatible
aims have to be held together in a working compromise. A statement
of goals does not relieve the planners or the practitioners of the
need to have priorities. All the objectives become priorities but
some are higher in rank order than others, and to be a low priority
womes to mean the same as being no priority at all.

Nevertheless, whether or not the statement of objectives is, or
is not quite as sure a guide to action as, in theory, it should be,
it serves its purpose because it is accepted at face wvalue. It
becomes a potent weapon in the hands of the planner, a blunt instrument
with which te concentrate attention on the application of agreed policy.

The oificial position is that the L&roplan is only guidance for
the teachers, prepared by the National Board of Education, which
experienced practitioners in the schools may take and apply at their
discretion. The study plan and syllabus, including the way in which
the weekly hours of work are to be divided, is centrally determined
(though local authorities are being given more marginal discretion).
These have to be followed. But much of the scheme is written in
general terms or provides options which allow the teacher considerable
latitude and room for mancesuvre. And, although on matters of method
and approach, the Liroplan represents the collective wisdom of .
practical teachers, inspectors and advisers, the teacher in the
classroom is technically free to prefer his own methods, provided they
are directed towards the overall goals of the plan.

The impression which a visitor to Sweden is likely to gain is
that the National Board of Education may be tempted somewhat to over-
state the importance and influence of this document which the teachers
are at pains (for reasons of professional autonomy) to understate.

v
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These differences of emphasis may not be unimportant in a consideration
of techniques of innovation as great weight has been attached within
the National Board of Education to the process of regular revisioﬁ\of

the LEroplan.
Methods of Revision

This is organised within the National Board of Education in the
department of general education (UA) where there are working groups
and committees concerned with curriculum. in each type of school. As
soon as & new curriculum is brought into operation it is the task of
the relevant group to set about the evaluation of the working of the
curriculum in the light of the stated goals and to prepare proposals
for revision.

These revisions have tended up to now to have been undertaken in
conjunction with changes in organisation following the operations of
a Royal Commiseion. The decision to introduce the new upper
secondary school in 1971 in which the gymnasium, facksola and
vocational schools are to be brought together, has necessitated a full
scale revision of the curriculum. N

Techniques by which the working groups within the ‘National
Board of Education have carried out the revision have varied,
according to different types of achool and different sections of the
curriculum. One method has been to investigate the existing practice
by the use of mixed reference groups - teachers, representatives of
employers and employees and universities, inspectors, administrators,
and often students themselves - and for the officials of the Mational
Board of Education to move forward in the light of ‘the recor.endations
of these bodies. According to circumstances varying weight might be
attached to the subjective judgements of teachers and others, and to
the more objective methods devised by social scientists in University
and other research institutes.

Curriculum building has been undertaken within the National
Board of Education, taking into account the availability of teaching
materials on dne hand and of the training and retraining of teachers
on the other. The stages, however organised, have been, first, the
investigation of how the schools are working - how closely they are
following the study plan and how successfully they are working towards
the stated objectives. This has meant evaluating not only the work
of the teachers but also the study plan itself. To a pragmatic
observer there appears.to be a heavy reliance on the statement of
abstract principle and the confident assertion on a priori grounds
that particular practices in schodl will contribute (or ought to
contribute) to the fulfilment of these abstract principles. Part of
the work on the revision of the study plan must be to test whether
the a priori reasoning has been borne out in practice.

Having evaluated the present practice, on the basis of reports
from school inspectors amd reference groups of teachers and teacher-
consultants, the working group has then had to take into account any
changes in demand -~ irom the employers, trade unioms, univeraities
and from the pupils themselves, and any conclusions these consumers of
education may have reached about the working of the existing
curriculum.
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New curricula have then been proposed which, without altering
the objectives, have been judged to contribute more effectively to
their achievement. This has been vhere the general suggestions have
had to be translated into a study plan which could in turn be passed
on to the teachers in the schools, and used as the basis for in-
gervice training.

It is clear that there have been many differences in the way the
actual’&urriculum bullding has been done in the past - in the amount
of detailed planning which has been undertaken and in the extent of
the field-testing which has been included. Different methods have
been found to be appropriate for different types of schools and even
for \different subjects within the curriculum as can be seen, for
instance in the revision of trade courses at the vocational school.

Tra;gzgg and Retraining of Teachers

wedish educational innovators have clearly recognised the
eriti importance of training and retraining in any strategy of
innovation. Spending by the National Board of Education under this
heading rose from 1.14 million Sw. Kr. ($230,000) in 1960 to

31.62 million Sw. Kr. ($6.3 million) in 1969. Some 260 teacher-
consultants are in service, working half-time as teathers and half-
time a8 curriculum advisers with other teachers. It ‘is estimated
(1969) that some 10,000 teachers will take part in courses, most of
them lasting a week but some extending to two or three Weeks. In
addition to the expenditure from central funds the local Authorities
spend about 10 million Sw. Kr. ($2 million) on local in-service
training schemes.

During recent years there has been an attempt tp promote more
short courses and local teachers' study circles where specific
curriculum questions can be studied with the aid of teaching materials
specially prepared for the purpose.

In the Autumn of 1969, a major programme of re-training began in
connection with the new curriculum to be introduced into the
comprehensive schools in 1970. All head teachers in the country were
to attend four-day courses, arranged on a regional basis. Similar
study conferences were planned for the spring of 1970 for all
. teachers in the comprehensive schools - 55,000 of them. Teachers in
the upper forms would attend for four days; those working in the lower
three forms will only attend the first two days. ,

The new 1970 curriculum for the comprehensive school involved

the extension of modern mathematics teaching and the introduction of
English at the third grade. Both of these changes have involved
special training for the teachers who have had to equip themselves
for new tasks. Radio, telexision and correspondence eourses are being
used for this purpose. Altogether the National Board of Education
allocates about 2 million Swy, Kr. l$400,000) to0 the planning and
~ production of study material \for in-service training. It will be seen

that, even leaving aside the \special programme for the introduction
of a new comprehensive school)| curriculum, the scale of the in-service
training effort is considerable, with about one teacher in 10
attending summer courses of from one to three weeks and an estimated
80,000 teachers taking part in up Ercfive obligatory study days each
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year when the schools can be closed while the teachers work.

In-service training and retraining is held to be important for
two separate reasons: first, as a means of introducing particular
changes in organisation, curriculum and method; and second, as a means
gf b:ilding up the professional self-confidence and commitment of the

eachers.

The inertis of the teaching profession is one of the restraints
which any concerted attempt to promote innovation must tackle. This
is true in Sweden as elsewhere. It is ironical, perhaps, that in
Sweden, where the comprehensive principle has most wholeheartedly been
adopted, the teachers are themselves fairly sharply divided by type of
training, school function, salary scale and professional association.

The teachers' unions belong to different trade union groups, which
adds to the divisions.

The Swedish authorities have recognised that the introduction of
new methods make heavy demands on the teachers. Even with the volume
of in-service training which is now undertaken there are complaints
from the teachers that not enough is being done to train them in the
use of new materials and methods and that the changes they have to
face are not being taken into account. Often these changes are subtle,
affecting the teaching craft itself, the teacher's feeling of security
in his mastery of the craft and the satisfaction which he derives from
his work. A part of the training and retraining programme has to be
directed at eliminating the fears of teachers on these grounds and
building up their confidence and competence in handling new techniques.

Much of the training programme concerns the individualisation of
instruction - a concept which any visitor to Sweden soon encounters
(and to which reference is made later). Individualisation is one of
the primary objectives of the system. ('the work of the school will
be focused on the individual pupil ...!'). What makes it a matter of
day to day concern, however, is the determirnation to postpone
differentiation, streaming and selection to the latest possible satage,
and to keep as much of the curriculum as possible common to all pupils
throughout the compulsory school from 7 to 16. Even if the centrality
of the individual were not stressed as clearly as it is in the stated
objectives the practical tasks of teaching in an unstreamed group
might be expected to place this in a prominent position.’ Unless the
teachers can be shown effective methods of individualising instruction
for a teaching group of 25-30 children of widely differing ability,
those who have been accustomed formerly to teaching selected groups
are likely to be frustrated by what seems to them the reduced
effectiveness of formal class teaching and the consequently lower
satisfaction which they will derive from the job.

Some of the pressure for retraining has come from complaints of
this kind. Teachers who have not discovered how to provide
individually for their ablest and least able pupils within the same
teaching group, have encountered discipline problems. The
theoretical answer to this has been to advocate a more active and
interesting classroom and school environment in which disciplinary
difficulties would disappear when all children were individually at
full stretch. Hence the emphasis on group methods and on teaching
aids, and, above all, on such individualised instructional systems
as are becoming available. :
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The most impcrtant and advanced of the individualised instructional
systems now coming into use - IMU mathematics - is described in a
, later section of this report. From the teachers' point of view the
question which is likely to arise is whether there is any conflict
between the co-operative goals of the school and the pedagogic
necessity to individualise instruction. As yet this remains an
academic question, though one of which teachers and administrators v
alike are well aware. The more extensively the curriculum were to be
individualised, the more acutely this could bear upon the schools.

Rolling Reform

As already mentioned, Swedish educational administrators believe
that the educational system should now move forward into a new phase
of development in which curriculum reform should be & psrmanent, self-
renewing condition. On this reasoning, innovation becomes a state of
mind and an administrative attitude, not something more or less
‘traumatic which requires@ Royal Commission to carry it through.

Royal Commissions, of course, will continue to be used where
appropriate. One of the features of the systematic approach to change
which the Swedeé have adopted has been that reform has been co-ordinated
. and eiforts have been made to ensure that the separate parts of the
system are prepared for the-consequences of changes in any one part.

A Commission is still likely to prove useful where structural changes
are needed. Among Commissions now working in the educational field is
a major inguiry into the organisation of poat-secondary education which
is studying the changes which will be required in the light of the
d!plosiop of numbers in secondary education and the consequential
pressure on higher education. When it is said, therefore, that rolling
reform will replace the more formal techniques of the Royal Commission,
this mainly concerns matters of curriculum and methods.

Two main reasons are given for the need for 'rolling reform'. The
first is that society and human knowledge are changing so fast that any
systeén which remains static soons becomes out of date. The second is
that the educational system must constantly seek to innovate in order
to rationalise: it must always be under the same pressure as any other
large scale enterprise 80 as to be able to use its human and material
resources to the best possible advantage.

-

A policy of rolling reform means seeking ways of systematising
the present processes of revisiop, relying less on the estimates of
teachers and others, and more on the social scientists. Plans are
already in hand now(l) for the revision and evaluation of the new
gymnesium curriculum. 7This is known as the LAG project. Some of the
thinking behind rolling curriculum reform is set out in a paper on
'Principles for the further revision of the Swedish gx%gésium and
and continuation school curricula' dated 28th June, 1968. This is
specifically concerned with the secondary schools' curriculum. The
techniques under discussion, however, apply to curriculum renewal
generally.

Rolling reform does not mean allowing reform to take place on the
initiative of the teachers themselves. "The fact that the Board of
Education will in the future play a primary role in the school planning
[in contrast to ad hoc Commissions/ should not mean that questions of

4

(1) Summer 1969. "
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method are to be attacked solely by teacher-steered reforms. On the
contrary, we should strive to develop planning methods with a view to
covering the relevant problems more completely and achieving an
improved optimal technique in step with development in the social
sciences. ...

"A self-evident aspect of revision is that of rationalisation.
Every change must be a gain and the results must be reflected in
more efficient teaching.

"The principles laid down for this 'rolling reform' .:. should
provide a pliable instrument for the continuous renewal of a
system previously characterised by a high degree of inertia ...

"We must try quickly to obtain an overall picture of how the new
system is functioning in relation to the educational aims
established with the decision of Parliament in 1964. The object
here is to Iocate the greatest faults and establish where the
greatest difficulties are encountered. This, if possible, should
be done in such terms as permit the ranking of different problems
in priority order. The 'problem sectors'! involved can be of
various kinds: specific systems of materials or methods, new - |
text books and other materials, more concrete recommendations, |
administrative measures in respect of joint classes and other
forms of grouping, questions relating to in-service training and
teaching qualifications, alterations to the time-table and, of
course, changes in the actual aims of teaching., If the target
set proves to have been 100 ambitious then it must be lowered;

if it is achieved with a wide margin, then we must either alter
the target or reduce the time allotted.

"The object must be to illustrate the situation of different
subjects as thoroughly and objectively as possible: <this can be
achieved partly by objective tests of the students' knowledge,
but it is at least as important to try to attack the problem in
the actual teaching process, e.g. by surveys among teachers and
students with other methods. We are, as yet, at too early &
stage in the discussion to say whether this should be by inter-
views, questionnaires, the critical incident method, or eimilar. ...
Such studies could mow be of great use, before any less desirable
teaching methods and material become firmly established, and
before teachers and students can accuse the Becard of Education of
coming too late. As regards the technical design, it should be
possible in the initial stages at least, and under certain
conditions, to make use of gymnasium inspectors and consultants
in the collection of information. However, it is very important
that the work of reform be clarified from the beginning in
collaboration with the institution or institutions that are to
participate by performing studies."

Central to this approach to curriculum renewal is a close study
of the internal function of the school and the teaching process itself.
Here, 'the emphasis must be on these important variables, namely:
time, principal subject matter, and method'.

The paper continues: “For internal functicn analysis to give
reliable results, it is necessary that general planning models be
scientifically evolved for teaching in different subjects. -It is

ey

-

i, 4

25 -




"important also to construct easily used tools to measure, for
instance, student attitudes to teaching in different subjects.

It is of particular importance to be able to chart how the new
forns of work introduced in the gymnasium and continuation school
function in practice. To obtain the relevant data for a future
analysis of the internal function of the curricula, more consistent
planning and application of the curricula will be necessary. This
will take the form of local studies at specific schools. ...

*The object is to let each school handle the investigation of a
particular line or sub-alternative. ... It is also intended that
the working groups at these schools should structure the content
of certain subject curricula, so that a study schedule can then be
built up in which such aspects as co-ordination, methods and aids
are considered in more detail. In this way, the aims of the
curriculum can be 'tuned' to the right level.

*The results of such activities will then be presented a8 a basis
for further analysee of the internal function of curricula. '

"I+ is important that the Board of Education penetrate from the
very beginning the different functions of the project, and give it
a general design that will cater satiafactorily for the demand for
topicality, by developing methods of work that make continuous
allowances for the requirements of recipients, and of society at
large. Experience of planning during the last year suggests an
increasing emphasis on the development of new methods in work.on
the curriculum, ... '

"The intention is primarily to evolve certain routine procedures
in the different functions of curricula work, to meet the
requirements for periodicity. Even if the Board of Education, I
through its gymnasium inspectors and school consultants, has the
means to follow the introductory phase of the new gymnasium and
continuation school in some detail, it would be unreasonable to
see this as the only instrument for a thorough analysis of all
phases and tendencies during the introductory period. And to base
future changes solely on the experience of the Board's officers
would be to underestimate the actual renewal taking place among
teachers 'out in the field'. More methodical analysis, and a
better way of channelling the flow of information, is very
necessary. We can say quite generally that the demand for rapid
changes in the curriculum will increase, owing largely to the
increasing mobility of the labour market, and this alone
necessitates and warrants a real effort to make work on the
curricula pliable. ...

"The demand for 'currency' can be met also by the Board of
Education, in accordance with the directive of the Minister,
keeping in contact with various reference groups, such as the
associations in different subjects, trade organisations etc.

To maintain continuous contact with such reference groups is an
essential aspect of work on the curricula.

*To meet the requirements of recipients and society at large

within the framework of the project, it is necessary to continue
with the methods of study applied on a limited scale by the
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Gymnasium Commission. It is possible, for instance, within the
Board of Education, with the help of the gymnasium inspectors and
other officers, to make quick, practical inquiries in order to
chart the problems that arise, and also to make larger-scale
studies among employers, e.g. in respect of how continuation
gchool students are adjusting to the labour market. ... In this
way, the requirements of subsequent employers can influence the

de ign of curricula more directly...

"A principle in planning the project has been that those engaged
in the different parts of it shall devote themselves mainly only
to their particular sector. ‘

"In planning the project, it was thus considered unsuitable that
those engaged in, say, amalysis, should at the same time be
called on to assess the proposals presented for a new curriculum.
The different ingredients of the project break down into what We
can call an analysis function, a construction function, and
field tgata. Other important aspects include consultation with
research.

The author goes on to discuss how, when the process of analysis
has been completed the actual work of curriculum construction begins.
The approach which he outlines is that developed at the University of
Gothenburg by Dr. Urban Dahloff and Dr. Erik Wallin in connection with
their studies in educational technology.

*On the basis of the material emerging in analysis, the leading
curriculum shall give such directives that temporarily engaged
experts are able fairly easily, and above all quickly, to produce
proposals for a new curriculum in their subject. Secondly, on
the basis of what the experts produce, the constructors are to
provide a foundation for any experimental activities ... which
will then be evaluated by the constructors, and furnish the basis
for a final decision on changes in the curriculum. ...

' "Changes in the requirements of recipients, and of society at
large, will also be channelled through the construction group.
With their capacity for goal-analysis ... this group will be able,
in the reconstruction of curricula, to exploit inmnovations
suggested not only by life in the schools but also by more
general considerations of educational policy. ...

"Owing to the great effort made on the analysis side of the project,
the space devoted to field tests has been reduced. The term
'experimental activities' has consciously been dropped in this
context. It is intended that the trials held in the future within
the project will reglly be 'field tests' of a given proposal.

Such a proposal will in a way already have been tested, in so far
as it is the result of very careful analysis, after which it will
have been goal-analysed and evaluated by experts in educational
technology. For this reason it is intended only to make isolated
field tests, and the costs of this should be relatively low."

/
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Not only does this approach Test on models formulated at
Gothenburg, it is also being carried out in close co-operation with
the university's Institute of Education.(1l) Several mesmbers of the
astaff of the National Board of Education who are invclved in the LAG
project have joined the Gothenburg course in educational technology
which has been set up with support from the Board's Research and
Development Funds. These include Mr. Cervall, who leads the project.

As will be seen from the diagram showing the system model of
educational technology developed in ¢onnection with the Gothenburg
course (see p. 30) the approach is sophisticated and theoretical, with
great emphasis on goal analysis. It covers both the general planning
of educational systems and the plamning of instruction - in other words
it looks at both large-scale and small-scale questions. *Instruction
might be defined as goal-directed and systematic modification of
behaviour.” The goals, principals and dimensions of education,
~obtained as a product of community planning, must be broken down step
| by step to be transferred by way of instruction to desired changes in
'the behaviour of the members of society.

*"Not least the development in programmed and so-called pre-
produced instruction has given rise to radically changed views on
such queations as defining objectives, steering and controlling
the quality of instruction. The whole of this process, from the
analyses made by the educational planner on the macro level to
the construction of the shortest instructional sequence iust be
well synchronised. We have chosen to call that part of education
concerned with the application and development' of methoda to
effectuate this development process 'Educational Techmology'. It
should already be clear that this field of work has become 8o
comprehensive that a differentiation of the functions can be

‘ discerned. The first phases of this process seem to coincide
well with the concept of Educational Planning, while the others
correspond most closely to what we mean when we speak of
Instructional Planning and Instructional Technology.

"The boundary between Educational Planning and the Instructional
Planning is often diffused, as these terms are applied to parts
of the same process.

"It was on this background that the Institute of Education deemed
it urgent to start a university course in Educational Technology.
This hew course satisfies a great need which is obviously present
and also prepares the way for a more comprehensive and systematic
view of problems of education and instruction, as hinted above. 1
For several redsons, Educational Planning has been given less

scope than Instructional Technology. The course is intended for

the growing group of people who, in various ways, are engaged in

or will become engaged in one way or another in planning,

construction, administration and evaluation of education and

training in the public educational system and in the commercial

(1) As it happens, however, the theoretical work by Dr. Dahlhoff on -
which the working model is based was not financed by the National
Board but by funds from the National Bank's Jubilee Fund.
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"and industrial sector, as well as in national and local
Zovernment, different forms of adult education and so on.(1)"

The course is mainly for educational administrators, curriculum '
experts and industrial training officers and to fit in with their
employment it has been arranged in eight units each lasting a week.
The intervals between these units are devoted to reading and practical
work on the systems in which they are currently employed. The
practical work is regarded as of great importance.

Another Gothenburg project - COMPASS (Comparative Analyses of
Objectives and Processes in School, Systems) - is playing an important
part in the LAG exercise. 1In order to assess the extent to which
existing courses fulfil the aims which the curriculum has béen given,

. Dr. Dahlhoff is carrying out an investigation in the Gothenburg
Secondary schools. Hie great concern is with the actual proceas of
teaching which in his view has been often overlooked in discussions of
organisation, intelligence and so on. He has shown, for instance, that
general statements about streaming or non-streaming are unlikely to be '
meaningful unless the actual teaching process is considered in detail
as well as the overall organisation.

In the COMPASS project, five subjects in grade 2 of the. gymnasium 1
are being closely examined. Four times a Zjﬁ% information is collected
from the pupils and the staff to establish\_// .
1. What the classes are dealing with at the time of inquiry.
2. By what methods. )
3. What they have been doing since the beginning of the teram.
4. What problems they have come up with.
The inquiry goes on to cover teachers' plans for the next period;
pupils' attitudes towards methods, subjects, teachers and their school
work in general, and the pupils' marks and results in standardised
tests. (See Chart p. 36)

Research and Development -

It will be seen that the method of curriculum reform outlined in
the LAG paper relies heavily on research and development and on the
assistance of experts in the social sciences from the universities and
teachers' colleges.

It takes a resolutely optimistic view of the extent to which
curriculum planning can be placed on a scientific basis. In the
confidence it reposes in 'the social scientists it reflects the efforts
made throughout the planning of the Swedish school reforms to build
research into the programme at every stage. Most of the Royal

’ ’

>

(1) From School Research Newsletter - 1968: 1, Planning and
construction of a university course in Educational Technology,
National Board of Education, Stockholm, Sweden,
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Commissions, which planned the different phases of the reform of the
educational system, incorporated programmes of educational and social
research. OSwedish politicians and administrators have gone further
than their counterparts in most other countries to form close links
between the research workers and the decision-makers.

In 1962 a new bureau - known as L4 -~ was formed in the Natiomal
Board of Education to plan and supervise educational research and .
development. 'R and D' funds allocated through L4 now amount to about
10 nillion Sw. Kr. ($2 million) a year, having risen steeply within
?g:oéaggOgew years from an original figure of about 2 million Sw. Kr.

, .

L4 is a small unit led (at the time of writing: 1969) by
Nils-Eric Svensson and Eskil Bjorklund. It does not undertake any
direct research itself. Inatead, it plans the distribution of NBE
research and development funds mainly to universities and research
institutes. As these funds represent the overwhelming preponderance
of the money avdilable for educational research and development, its
influence is ogyious.

According to Professor Harry Passow of Teachers' College, Columbia
University, who recently carried out a survey of Swedish educational
research activities and the part played by Bureau L4, (1968), the
Bureau "appears t have a web of close relationships with the various
research institutes wherein the research and development work is
actually undertaken, with the functioning bureaux and offices of the
National Board of Education, with the Ministry and its Commissions,
with practitioners in the field, with publishers and materials
producers, and with other research founding agencies such as the
Social Science Research Council. When direct access to the Director
General of the NBE is added and when one considers that basically
Bureau L4 is two individuals, the growth of this bureau's influence
becomes even more significant. Quite clearly, Bureau L4 is not in
business to distribute mimeographed research reports, rather, it views
its mission as contributing direectly to the determination of
aducational policy and to decision-making.(1)"

There are two ways in which proﬁects are chosen for support. In
many cases the initiative comes from~€he university or the research
ingstitutes. L4 is likely tc back a promisiong project which offers
itgself. The network of informal relationships is such that the
Bureau is likely to be able) to keep well infotmed about up-and-coming
people and ideas worth supporting. Many of the likely project leaders
are themselves in consultation with other branches of the National
Board of Education and there is a free flow of information about on-
going curriculum reform and innovation which keeps the research workers
in touch with thinking inside the National Board.

In other cases, the Bureau will 'solicit' proposals when it has a
clear demand for a particular kind of work to be undertaken in
connection with some work within the Board. It is obwvious that there

!

|
(1) Bureau L4 and Educational Research and Planning in Sweden. \
4. Harry Passow, NBE School Research Newsletter, 1968:9.
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It is 5bvious that there will be many occasions when a project takes
shape by a combination of these two methods.

To assist in weighing up the projects which are pu rd, the
Bureau has the assistance of an advisory Committee and a Consul
Committee, the latter body consisting of the heads of the various -

research institutes plus a number of influential co-opted members, being
the more important in determining policy. According to Professor
Passow, .

*Since 111 of the research and development is actually undertaken
at the research institutes, the heads are directly invoived in the
preparation of the budget, in the determination of which problem
areas will be tackled, and to a certain extent, where projects
will be placed. True, this is done in an advisory capacity but it
does represent a relationship between the Bureau L4 and its
project-operating institutes which is quite unique. In the context
of the Swedish system, this appears to be a positive relationship
and may help short circuit the delay in developing, funding and
implementing proposals.®
L4 has the responsibility for providing a policy framework within
which the National Board can support research and development, strong
enough to yield the positive advantages of coherence and co-operation,
yet not so intrusive as to impose any kind of stultifying uniformity.
It has, as it were, to orchestrate the themes which emerge from the
independent activities of original minds in the universities and
institutes, in harmony with those which come out of the practical
activities of the National Board. While it is clearly not possible to
draw a hard and fast line between pure and applied research in
education, the general assumption is that to be eligible for support
from L4, a project should be directed towards solving questions fairly
directly related to the needs of the schools.

In addition to the support of work at universitieL and research
institutes, money is also channelled into less cbvious social
science-based development projects such as those already undertaken by
the National Board of Education in comnection with curriculum reform..
These include the new 'development groups’ set up by a few local
authorities, among them Malm® (see p. 38). So far this local activity
is on a very small scale but may be expected to grow considerably if
the early experiments prove successful.

Systems Approach

As more funds have become available since 1964 the policy of NEE
has been to concentrate research and development efforts on the process
of instruction and in particular to develop a systems approach to
curriculum deveiopment. This has meant giving support to projects
using a Methods-Materials-Systems approach. Much of this work bears on
the individuslisation of instruction which is seen as one of the central

'problems in the development of mass education at the primary and

secondary stages.
It is the National Board of Education's expressed intent to

"improve the school by systematising and instrumentalising the
instructional approach.” It aims at designing "prototypes for
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*instructional systems and at the same time to develop, in so far as.
possible, models for more and more production-oriented research and
development."

In a memorandum on the development plans for 1968-69, the
National Board of Education wrote at some length about the direction
of the development work which it was intended to support and shows how
heavily committed it is to the instructional systems approach.

The memorandum statedi(l): "Naturally, the steps taken to raform
our schools depend largely on the views we hold about what is actually
meant by instruction. The traditional view - which is now beginning
to be questioned - implies that the main role of the teacher is to
transmit information. Concepts like class and lesson are fundamental
for our present instruction model. The task of the teacher is
conceived as to organise the pupils’ learning mainly by giving lessons
(class instruction).

*In Sweden the teacher’s work is usually defined as equivalent to
a certain number of lessons including preparations (teaching .
duties). One of the disadvantages of this way of measuring a
teacher's work is that it may-easily give the impression that the
most important thing is to give lessons, that the task is to:
communicate a certain - both informative and character treining -
message and that, if this is done conscientiously. it cannot be
helped if some pupils fail to acquire knowledge or learn skills
as well as might be wished. . N

N,
\

*The unit, the building block, according to this traditional
instruction model, is the lesson, a period of instruction led by
a teacher. The class-and-teacher thinking, however, leads to
difficult, laborious forms of work; the teacher has a rule always
to take the whole class or group into conaideration. The demand
for the individualisation of instruction within the framework of
the class will ususlly be difficult to satisfy. This model does
not pay sufficient attention to the'fact that the fundamental
point in instruction must be the learning activities of the
individual pupils.

*The class and lesson model means that the planning of instruction
is largely the responsibility of each individual teacher. ZEach
class works during each lesson according to the plans made for
that lesson by the teacher of the class. For most teachers and
pupils this can hardly give the desired quality and the desired
differentiation. The clams and lesson as a planning unit{ must
therefore be regarded as being both too large and too small. The
planning of instruction should be directed to the activities of
the individual pupils. In order to make this possidle it is
necessary to make use of more resources than are available with
the class as a planning unit. The planning must therefore be
‘done in a wider frame of reference than the class.

"What will an alternative instruction model look like?
Experience of research and development ... suggests the following,
perhaps slightly exaggerated, comparison between two instruction
models.

(1) Educational Research and Development-in Sweden. Plans for 1968-69.
NBE School Research Newsletter, 1967:2. .
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Instruction Models

Aspect

Present Model

Alternative Model

Planning unit

Class; 1lesson

Pupil, groups of pupils;
larger sections of
courses

Integration, Mainly by the individ- |Largely already at the
ual teacher; construction stage;

systematization, | often not best com- systematically tested
binations of media; combinations of medisa;

planning often great qualita- |effects of use pre-
tive differences dictable

Construction Usually only text- Ingtruction systems;

of instruc-

tional material

book;
without systematic
production and

aystematic construc-
tion and testing

testing
Teacher Primarily information |Primarily tutor,
function communicator *stimulator", work
leader
Personnel One teacher per class/ |Teams of teachers, e.g.
structure group and lesson, with senior masters,
with sole responsi- teachers, assistants,
bility . ete.
Realization Often slow, with un- May, in principle, be
of changes certain effect more rapid and certain
Individuali- Usually 1little May be made as com-
zation prehensive as desired
Pupil Often little (excent Great (study work in
activity for homework) school)
Learning Varying, difficult to . |Each pupil's progress
effect measure - |may be followed con-

tinuously

ro
\adh
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*In the opinion of the NBE, one of the principal aims of the 4
educational reform work is to develop and test the .alternative

model of instruction. This model is expressed here in general

terms. It is, of course, much easier said than done to change

school instruction in the way that is outlined here. If - or

more correctly, perhaps, to what extent - this can be realised,

depends, naturally, on how far we are prepared to devote our

resources to endeavours in this direction.

"On principle it is possible to construct instructional systems

of the type outlined here for a school subject or group of subjects
or for a certaln part thereof and for a number of annual courses
or parts of such courses. In such a case the content and forms

of work are defined and ordered to make a well-planned system.
Strict programming, in the accepted sense of the term, of pupil
activities cannot be considered except in very limited sectors,
e.g. training skills. The system must be flexible and aim in the
first place at creating methods by which pupils can work
independently, alone and in groups alternatively. The scope for
group work, discussion, lectures, laboratory work, demonstrations
and other 'social' situations, etc., is made within the given
framework as large as is considered necessary in each individual
case. The work of construction is extensive: the purpose is to
arrive at a system in which the work of pupils, teachers and other
personnel, and the utilisation of material resources of different
kinds (media combinations) best serve the various functions of
instruction (e.g. motivation, planning, presentation, directing
attention, problem solving, feed-back and eValuations.

"The task of the teacher will be mainly that of a tutor,
'stimulator', and, to a certain extent, the governing, responsible
sdministrator. The communication of information will be by way of
the different learning arrangements included in the instructional
system. In principle this will allow for a large measure of
individualisation, and it will thereby create scope for a
strengthening of the relation between the teacher and the
individual pupil, the teacher will have more opportunity of
devoting himself to the most important educational' tasks.

"Here instruction is planned to a great extent partly in the
constructional stage, with a large number of interchangeable
alternatives for different sections of a course, and partly in
the different schools (in collaboration with senior masters,
teachers, assistants and the pupils themselves).

"Since central parts of the courses will be tried in an
experimental way so that their learning wvalue can be determined,
it may be possible to guarantee that certain goals, considered
esgential in the curriculum, can be attained by all pupils. ..."

The memorandum goes on to describe the stages in a project
involving the development of teaching materials summarised in a simple
flow chart;

Plan- Pre- Ana- Cun- Field Prod- Train- | Use
ning tests | lysis struc- | test- | uction | ing
tion ing
Q2
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"The fundamental point in a systems approach", the memorandum
concludes, "is that all links in the chain of production are
developed within the framework of the same project.

"The main thing is to create direct and easily accessible
communication lines between the goal definitions of the curricula
and the various media combinations and teacher contributions
which facilitate the pupils' learning activities. All links in
the chain must fit into each other, and stand up to the demands
made: 15 a pupil does not learn what is required of him, it is
the fault of the system, not of the pupil.”

A8 already indicated, most of the research sponsored by'the Board
of Education through Bureau L4 is carried out at the research institutes
in the Universities and teachers Colleges.

A short.list of projects now in hand is appendeéd at the back of
this report to give some impres3sion of the range and character of the
programme. The examples to which reference is made in this report are
taken from Gothenburg and Malm® but these are, of course, only a small
part of the total research effort.

Individualisation

The individualisation of instruction is the recurring theme.
"One gains the impression that those projects which deal with the L
basic problems of individualising and differentiating instruction - \
whether in terms of diagnosing and analysing those differences or
developing materials and methods for meeting them - are at the heart of
the planning needed to realise the school reforms which have been
promulgated over the last few years.(1l)"

The outstanding example of this approach - gquoted to a vwisitor
wherever he goes - ig the IMU Mathematics project at the School of
Education, Malm8. The project was begun in 1963 and the materials are
now being field-teated on a large number of achools.

So far the main emphasis has been on producing material for grades
7 to 9 in the comprehensive school (ages 13-16), but preliminary
studies have also been carried out with younger and older children.

Tne decision to develop materials for this purpose originated in
the National Board of Education shortly after evidence was reczived of
work on programmed learning for mathematics in the United Statea in the
early 1960s.

The project has four aims:

1. to draw up and test self-instructional teaching materials in ’ -
mathematics,

2. to test suitable teaching methods for the use of the material,
3., to discover in what way the students should be grouped and the

teachers used in order to obtain the maximum effect from the
material and the method,

(1) Passow: op cit. 1




4. with the aid of the constructed material to measure the
effects of entirely individualised instruction.

%

The project, in fact, combines three different types of
innovation. First of all, it demands a review of the mathematics
syllabus and the revision of the content in line with 'modern
mathematics'. Second, it demands individualisation ~ the opportunity
for pupils to work on their own, at their own pace. And third, it
demands a new approach to the use of physical and human resources, new
ways of using staff, flexible class sizes, and a new attitude on the
part of teachers.

The material for the three school years of grades 7 to 9 is
divided into nine sections known as modules. Each module provides
work for a third of a school year, in the form of six to eight
components -~ work-books of from 50 to 150 pages each. Each module,
however, is provided at three levels of difficulty so that a pupil can
move at the speed and degree of complexity suited to his ability.

The student is piloted through the course by a series of
diagnostic tests taken after each component. Thus all take component
A at the start of the course, which lasts three or four weeks. They
then take a diagnostic .test, on the basis of which they go on to
component B at the appropriate level (Bl, B2 or B3), and so on through
the module. Switching from one level to another is guite frequent and
the units of work are arranged in such a way as to facilitate this. -

-

\X,
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Sketch illustrating the principle of a module. DP = diagnostic
teat. PP = prognostic test. A in the frame on the extreme
right marks the beginning of the next module.

The components each last about a month which means that the
teachers have about 10 occasions a year to help students choose the
right level of work for the next stage. "In this way and also because
students are relegated at intervals to ‘'zero level' the difficulty
level of the material to the students' actuasl performance and thereby
reduce the risks of students being assigned once and for all to a
particuldr level. Component D contains material for 'individual work',
that is to say, more independent tasks. The better students choose
vne or more such tasks themselves and receive material and suggestions
for the tasks which they will plan and carry out by themselves.




Reports on the tasks take place individually or in the form of a
little 'tutorial' for those students who have chosen the same thsk.(1)"

The scheme offers, in effect, about 10 million permutations and
combinations in the attempt to satisfy individual needs.

An unusual feature of the plan is a pamphlet for parents to help
them understand what is happening and to introduce them to the new
mathematics which their children are studying.

The material has now been under test since 1966 when the first
version was tried out in a school with a small test group of 75
students. On the basis of this, the work-books were revised: all
exercises with a 'solution frequency' of less than 80 per cent were
changed or rejected. (This reflects the strong PL influence).
Testing of the second version began in 1967 with a larger test group
of 300 students.

The third version is now being tested in some 300 classes:
11,500 students are taking part, of whom some 2,000 are being
investigated closely.

A visitor to a Malmd school where the material is being used
would find these classes - 80-90 children - may be supervised by two
teachers and one auxiliary (unqualified). (Other combinations of
classes may be taken by other combinations of teachers and auxiliaries).
A teaching group of 90 will be seated in a school dining hall or
assembly hall. Each child will have his own assignment, periodically
seeking assistance from one of the adults present. Some will be doing
a revision exercise using small tape-recorders and earphones. Others
will be doing diagnostic¢ tests. A few will be sitting doing nothing,
looking rather bored.

The team teaching approach and the big class organisation has
been adopted for a number of reasons:

- students' work must be fregquently checked and testéd

- teachers have to keep careful notes on the progress of
individual students

- there is a lot of material to cope with

- this means a lot of routine clerical work for which an
unqualified assistant i3 eminently suitable

- "the majority of the teachers and some of the students
considered that the students' motivation could be further
stimulated if individual tasks could be replaced from time to
time by group activities”.

The organisation of staff and students in this pattern leads to
financial savings. It is estimated that the money saved by the use

(1) §ggé Facts About IMU, Hastad, Svensson and Oreberg, Department of
Educational and Psychological Research, School of Education,
Malm¥, 1968.
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of unqualified auxiliaries is sufficient to cover the extra costs of
the expensive work-books - the cost of materials is about $20 a head,
a year - and also making a real saving. This reflects partly the high
level of teachers' salaries in Sweden and the differential between the
teachers's pay and that of the assistant. The following description
of how a typical lesson is prepared and conducted is from Some Facts
About IMU by Hastad, Svensson and Oreberg.

"l. The lesson is prepared during a conference held by the
teaching team to determine which tests will be held, what group
instruction will take place, who is to be responsible for the
group instruction, which material is to be distributed to which
students, etc. The assistant takes notes throughout the
conference.

*2. The group instruction, if any, is prepared by'the teacher
nominated. !

*3. Before the lesson commences, the assistant produces all the
material required. )

*4. During the lesson the assiptant is busy distributing and
collecting material, supervising students carrying out diagnostic
tests or solving problems, noting the students' progresa through
the course, the extent of theif homework, checking their
attendance and so on. The assistant should be sufficiently
familiar with the material so as to be able to answer simple
questions posed by the students. In general, however, she will
refer the student to one c¢f the teachers. Meanwhile, the teachers
circulate among the students/, helping those who have got stuck,
seeing to it that the students work carefully and in accordance
with the instructions laid down, giving the students encouragement
and spurring them on, discussing the results of diagnostic tests,
helping the students to choose suitable sections for revision,
etc. One of the teachers may be busy on group instruction.

# "5, After the lesson the assistant arranges all the material.

!

*6. Before the next conference the assistant corrects the

students' diagnostic tegts and enters up all the data on the

students' progress, etec. The scope of the assistant's work is

normally subject to local circumstances, but the following tasks

are probably her most important ones.
|
|
|
|

" - To attend the lessons /
" - To be responsible for the material

to ensure that the material is stored neatly so that it
can be clearly surveyed

to select the material required before the lessons

to maintain a complete stock by making the necessary
orders for replacement

. - To register the current work of the students
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-

. the students' progress in their studies (once a week)
the students' homework (once a week)

results of the diagnostic tests

résults of prognostic tests

booklets currently used by the students

. - To register student data
previous marks
test results

contacts with parents or guardians

To correct diagnostic tests ,

To copy out and make stencils of material produced by the
teachers for group instruction

Clerical duties of various kinds, including keeping the
minutes at conferences, notes on group instruction, notes
on absence.

"7, At the next conference (2 minimum of 1 conference per week
per big class is necessary) the teaching team discuss their
experiences, go through the results of the diagnostic tests,
decide on measures to be taken following the results, for examjyle
individual revision or group instructions, survey the students'
progress in their studies, decide whether any students require
further encouragement, help, etc. The following questions are
dealt with at the majority of conferences:

" - How far have the students progressed with their work?
How much homework have they been doing? Do any students
need special homework?

" - How have the diagnostic tests turned out? Which students
need to revise their work?

. - Ought there to be group instruction next time? What type
of group instruction? Wwho is to organise 1t?

" - Are there any students who have nearly coapleted their
booklets? Which booklets should we recommend for their
next phase?"

In addition to the IMU project there are -others using similar
techniques being carried out in the teaching of English and German.

No one who talks with Swedish officials about innovation can doubt
that great store is set by these schemes. Although the IMU project has
been carefully researched, it is too soon to evaluate it fully. Those
most directly concerned with it tend to be more cautious in what they
claim.thjn the central administration, which seems at times to have
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decided already that necessity demands that it shall live up to the
hopes placed upon it.

It seems that this project, like others relying on programmed
instruction through a single medium - and in this case, the printed
page - makes considerable demands on the students' powers of
perseverance. The pupils' interest is strongly stimulated at the out-
set. The curve rises, then it begins to fall. There is no doubt that
it is daunting for a visitor to enter a classroom at 8.15 a.m. to be
told that the 90 children sitting at their desks working at their
assignments with more or less enthusiasm were starting a self-
instructional lesson which would last for one hour and 40 minutes. It
would become still more daunting if the rest of the curriculum were
being similarly individualised.

This raised one of the minor conflicts between objectives which
must arise quite frequently. The long, double period was the logical
outcome of a policy laid down by the National Board of Education to
improve the pupils' study technique and powers of independent work.
Chopping the curriculum up into short periods, with time wasted in
between is held to militate against sustained and purposeful study.
But long periods of unbroken study may in themselves conflict with the
aims of individualisation, if it proves difficult to sustain motivation
for individual study on IMU lines for so long a period on end. It may
be that the a _priori reasoning in favour of longer periods of study is
being challenged in this respect by experiment.

As to individualisation as such, it seems the IMU project has
started from the premise that the work should be made as fully
independent of the teacher as possible - the statement of aims uses the
phrase 'entirely individualised instruction'. It must strike some
observers as another paradox, that this attempt to go the whole distance
in the direction of self-instruction should take place in a school
system which is particularly well endowed with well qualified teachers.
The explanation is not wholly economic, though the rational use of
resources is recognised as of great importance. It is more likely to
stem from the theoretical basis of the Methods-Materials-Systems
approach which aims to make learning depend as little as possible on
the intervention of the class teacher and as much as possible on the
design of the 'super-teachers' responsible for the system as a whole.

It could be that this assumption is coming to be questioned, as
experience challenges the attractive but essentially nafve belief that
there can be a 'best' method of teaching which can be universalised
through a 'best' set of structured, individuslised teaching materials.

The interesting point of development may be the way in which the
more active participation of the teachers is combined with the use of
the new instructional materials - not only by general tutorial activity
but from time to time in more orthodox forms of group teaching and
activity.

AN
The IMU project - as the prototype of the more ambitious attempts
at individualisation - again underlines the need for the retraining of
teachers. As the earlier quotation from Bjorklund and Svensson made
clear (pp. 35-38) this goes to the heart of the matter. Individuali-
sation presents a frontal challenge to the traditional role of the
teacher.
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"Good instruction has up to now been considered to be synonymous
with good teachers. The teaching function rather than the
learning function has been considered to be the essential factor
in education. In the present development in this respect the
emphasis is shifting towards an increased interest in the pupils
learning activities. Accordingly, it becomes more and more -
accepted that the teaching ability 18 to be measured not by what
the teacher does but by what happens to the student and how he
ultimately performs. In addition, the requirement today is that
the instruction should be individualised so that each pupil is
given optimal possibilities for advancement in his school work
from his own current level of knowledge and ability to higher
levels. A general application of the ordinary class instruction
conducted by the teacher from his desk is obviously neither
efficient nor ratiopal.(1l)"

When asked about this - the size of the revolution in thinking
which is demsnded - Swedish administrators will point to the big
programme of in-service training now undertaken (see p. 22) but concede
that as yet the majority of teachars are unaware of the magnitude of
the changes demanded. Some who have faced the challenge have responded
to 1t with enthusiasm. Others have faced it and withdrawn to cultivate
their traditional skills. But for the most part, even in Sweden, where
the level of concern is high and the direction of advance is clear, it
is atill not difficult for moat teachers to remain oblivious of what
researchers mean when they talk about Methods-Materials-System.

If an unduly wide gap exists between the innovators and the
practitioners, the limitations this must impose are obvious enough.
According to some research workers it is also hindering research and
‘development. Some teachers have become reluctant to answer question-
naires and supply information needed for research projects.

. It is in this connection, perhaﬁs, that work at the local level -
teacher-led development which clearly has a low place in the hierarchy
of innovation in Sweden - may come into its own.

Locél Development Groups

One way in which the innovators have sought to spread the message
of *rolling reform' has been by setting up a small number of local
‘development groups, based on some of the more progressive local

authorities. Since 1964, Malmd has been one of these local authoritiif.

Under the leadership of Mr. Lars Kjellman, the director of education,
and his staff, the city has established a series of projects which !
include team teaching, the integration of social studies, experimental
methods of study training and the use of other new teaching methods
and teaching aids. :

Valuable knowledge and experience is being gained about the
practical applications of new ideas such as team teaching. A visitor
to a Malmd comprehensive school may find these classes together in a
lecture room watching a film strip and listening to a tape on a topic
on current affairs. From this the classes will mave to their own rooms
with individual or group assignments. These will require them to use

(1) E. Bjorklund, Educational Innovation in Sweden, 1966.
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the school library and resources centre, collecting stencilled working
papers and, if necessary, drawing on further material on tape and film
strip. At a later stage the groups will be reassembled to collate
their separate activities and share their exveriences.

The development ‘work is focused on the main objectives.laid down
for the schools and {g aimed at making a reality of the educational
_ reform. Much of it is closely related to the retraining of teachers
. but because it is locally directed and teacher-led, it has certain
' advantages over other forms of in-service training.- Having started in
‘only a few schools, the scheme in Malm® has now been extended to all

the city schools, in close co-operation with the Malm8 School of

Bducation. K

'

‘ Some 20 educational advisers are working in the Malmé comprehensive
y8chQols, spending part of their time as teachers and part as consultants
for particular subjects or stages of education. The development groups

are financed jointly by the municipality and the National Board of
Education. It is beginning to be recognised that there will soon need
to be a revision of the financial relationship between ckntral and

local government because the present central government grants, being
directly linked to teachers' salaries, discourage local authorities

from exploring more rational uses of resources. i

|
One of the practical functions of the Development Group is to

highlig?t technical restraints of this kind.

An incidental advantage of the local authority deve&opment group
is that pedagogic experimentation may also lead to more adventurous
administration in other respects - as for instance in the design of
school buildings which both permit and encourage progressive teaching
methods. This has been the experience at Malmé where new school
building is reflecting new teaching methods, and in addition, is
obtaining better value for money.

At this grass roots level there is a certain amount of reserve
about the impact of 'innovation from on top' - the local administrators
noticeably identify with the teachers rather than with the social
scientists who inspire the central administration. There is a clear
understanding that if you attempt to go too fast with innovation the
process is self-defeating. This can be interpreted as a certain
diffidence about the presentation of fully developed systems. Malm8
is one ot the places where IMU is being triéd,out, not without quiet
resistance from conservative-minded teachers. -At the local level there
is far more likely to be an understanding that teachers need to be made
to feel that they themselves are part of the innovatory process - "we
must try all the time", someone observed, "to make the teachers feel
this is something they are doing for themselves, not something coming
from on top". o

It is also in the localities that teachers and local authorities
can talk and listen to each other - an essential element in radical
innovation if teachers are to be convinced that new methods do not
threaten their professionalism. It is not a question of rejecting
systematised teaching materials, but it does suggest a preference for
curriculum material which can serve, as someone put it, as bricks for
the teacher to build with rather than a whole prefabricated structure.
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PART III

S CONCLUSION

Innovation in Swedish education is being organised with a skill
and systematic efficiency which cannot fail to impress visitors from
less highly organised communities. Any conclusions which are reached
are therefore less in the form of criticisms or commendations than oy
rart of an attempt to identify some aspects of the Swedish educational
i»29ne which raise wider questions for others interested in the
organisation of change in the educational system.

o Objectives .

This must be the starting point for any concluding discussion. !
The Swedish system relies heavily on the analysis of objectives. At
successive stages from the education acts down to the detailed
curriculum the relevant objectives are set down and policy is based on
them. Within the technique of innovation itself there is a determination
to use the methods “of management by objectives. In everyday conversa-
tion with teachers, administrators and research workers it is common
to hear people acknowledge that the setting of objectives is a
political or quasi-political responsibility, separate from the
executive functions of administration and teaching. 1In fact, the idea
that the community can, through its political institutions, lay down
the educational objectives and leave their interpretation to the
school system, has been firmly and successfully instilled into the
world of Swedish education.

The question which the outside observer must ask is whether °*
reality altogether corresronds with this ideal.

It is fairly clear that in a society which has multiple aims, the
aims of education are also bound to be varied, and, in all probability,
. conflicting. This s-2ms to be illustrated in Sweden by the attempt to
dedicate education to two separate objectives -~ the co-opers .ive ideals
of a society which would like to be more egalitarian, and the aims of
individual development and self-fulfilment.

To point this out is not to indulge in sophistry or to play with
words. It is.to-guestion whel'her the objectives are stated as clearly
as _they-aTfe conventionally believed to be. The directions in which
”_ﬂ,,-—”’fﬁey point, though not identical;’are seldom diametrically opposed.
What this means is that the way the objectives are interpreted is all-
important, and to suppose otherwise would be to take an over-simple
view.

Morecver, if it is acknowledged that in a plural society, there
will slways be inherent limitations on the extent to which clear
objectives cx 1 be analysed and adopted, then it suggests that Swedish
experience in this respect is more important for the myth which has
been ilt -~ successfully - around it, than a8 an example of how to
divide public and professional interests in educational innovation.
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Of course, this makes it no less functional in the Swedish setting,
though it suggests that sooner or later the incompatibility between
individual and corporate objectives will have to be faced. At the
present the assumption is that these can be rsconciled by the schools
in the way they interpret the official policy. This can still be done
at this stage within the' present framework. It is still possible to
call on one policy (individualisation) to counter the pedagogic
probleme raised by the other (non-streaming, non-differentiation).
What has £1ill to be faced is the outgome of a really successful
policy of individualisation, vis-&-vias the whole character of the
school as such. \\

Centralisation

It is clear that the Swedes are feeling for ways of making their
pystem less centralised, and among the reasons for this is a belief that .
this is necessary to release initiative at what may be called the grass,
roote level. ’

How Swedish centralism is regarded will hepend - to some extent at
least - on the eye of the beholder: both thel present writers have
experience of educational systems in which the power of decision and
innovation is much more widely distributed. It is clear what the
advantages of central control are. 'When father says "turn" we all
turn'. The Swedish Ministry and Board of Education, staffed by skilled
experts, is in a position te~make thir happen. The thoroughness with
which the Swedish educational reform hr .een carried through is
eloquent testimony to this. 1In a relat: ely small homogeneous country
there are clearly limits beyond which it would make no sense to
decentralise.

All this having been said, however, it is also easy to see the
less favourable consequences of centralised control - particularly in
regard to innovation in curriculum and teaching methods. The pressure
to change comes from the top. The individual teacher is at the
receiving end of a new orthodoxy rather than being encouraged to
exploit the creative insights which he derives from his own teaching.

This is recognised by many Swedish administrators in Stockholm -
who quote the local development groups (like that at Malm8 referred to
earlier) as evidence that the point is taken - but it may still be
doubted whether in 80 closely controlled a system the full potential
of local zn.tiative and enthusiasm will be realised. This clearly
has a direct relevaice to the in-service training of teachers. 1If, as
seems likely, this is at its most effective when linked with the active
process of curriculum reform and the development of new teaching
material, there is still a long way to go.

In Sweden, as elsewhere, innovation makes heavy demands on the
teachers themselves who are more likely to embrace new ideas if they
are actively participating as valued professionals. There is no reason
to suppose that Swedish teachers are more stubborn in resisting change
than otkwr teachers, but any major change in educational policy is
likely to leave many teachers unpersuaded and this has been the Swedish
experience. When this lack of enthusiasm is institutionalised into a
tension between the periphery and the centre, it assumes another
dimension. (In less homogeneous countries than Sweden, of course,
other kinds of local loyalty might be involved.)
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More specifically, Swedish centralism raises financial questions
about local administration that the Swedes themselves are seeking to
answer. The particular method by which the central government pays its
60 per cent share of education costs is under criticism. Being closely
tied to the cost of teachers' salaries, it may distort consideration of
nev teaching methods which might, for example, require fewer _teachers
and more equipment.

Also, the teachers must tend to look to Stockholm rather than to
the locality as their real employer and source of promotion. And not
only the teachers: the method by which senior local administrators are
appointed is open to the same questioning. For ‘example, the Malmd
director of education is, technically, appointed by the King in Council.
All this may follow from the slow process of reorganising local
government and reducing the total number of local education
authorities. But the Swedish experience may not be without its value
elsewhere. }

Another aspect of centralisation now under discussion in Sweden
concerns the method by which the Government should ensure the
production and distribution of educational materials. The official

olicy is to make public funds available for investment in publishing
%using the word in its widest sense) and the Government has bought a
share in a publishing house together with the local authorities.

The importance of ensuring production, given a strong belief in
the Methods-Materials-Systems approach, is obvious enough. How to do
this is a question which has exercised curriculum reformers in many
countries. Various forms of sponsored publication are possible, of
which state publishing is only one. There can clearly be ideological
congiderations, which may lead some to favour public enterprise in
this field as strongly as others will oppose it. The Swedes make it
clear that they assume that, for a while at any rate, the State
publishing house will only have a small share of the total turnover of
educational publishing. But whichever ideological view is taken, the
link between a State publishing house and a highly centralised system
would become an obstacle to fruitful innovation if it literally gave
an imprimatur to new orthodoxies, and restricted the choice of
materials available to the schools.

Research and Development

The third aspect of Swedish innovatory technique in education
which stands out is the importance given to Research and Development.
To some extent it is inevitable that this should tend to be somewhat
exagegerated in any description of "rolling reform®™ as an administrative
concept. But any conclusions about Swedish practice would have to
stress Research and Development and the faith which is being placed in
the social scientists. In this cortext, this amounts not only to faith
in what the social scientists can do now, but also in what they will
develop the tools to do in the future.

Here, of course, is an area in which opinion will vary from the
more sceptical forms of agnosticism to the more ¢ 'hlime expressions of
faith., But this preliance on the social scientists to produce quasi-
scientific prescriptions for the curriculum, like the centralised
administration; must have an important bearing on the role and function
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of the practising teacher. It could be argued, in fact, that the more
completely the faith which is being placed in the social scientists is
vindicated, the more the present role of the practising teacher is
being undermined. y
/

Certainly one of the outstanding tagks is to find ways of
contributing to the professional development of teachers while at the
same time drawing on the full renge of/skills which the social
scientists have to offer. The involveément of the teacher lies at the
centre of the process of curriculum fenewal - because what is being
aimed at is a change in the whoie ¢omplex set of relationships which
go to make a school, and these depend largely on people, not materials.
The materials go a long way to {ﬂduce and to monitor the changes in
social relationships, including the change away from authoritarian
attitudes on 'the part of the teachers. But just as there is more to
education than instruction, 80 there is more to a school than a set of
learning syytems. i
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APPENDIX

School Research Projects

1968-69

Instructional Conditions

Job analyses: teacher
training, concerns lecturers
in methodelogy, tutors (and -
heads), for drawing up
educational programme

Social upbringing: ages
T7-16, mapping intended to
construct teaching spec.
devised to train ability to
co-operate, resistance to
propaganda, etc.

Adult edGhation: mapping of
adults' study requirements
and conditions, intended to
draw up e ctive instruct-
ional methods (2 projects
covering different fields
under way) ~

Goals and methods for 6-year
olds: analysis of goals,
mapping of present nursery
school programme in relation
to goal analysis, testing of
new elements and methods

(2 projects covering
different fields under way)

Children with defective
sight: registering of
problems, attempts to draw
up integrated course
material

" Start
year

Continues
according
to present
plan until

Esti-
mated
costs
1968-69

News
letter
No.

1967

1967

1967

1968

1968

1971

1971

1973

1977

225

195

150

100

1968:13%

1967:9

1967:11

1969:3




Inatructional Processes

Systematic instructional
analysis of teacher and
pupil behaviour, intended
to bring about more
efficient training
programme for teacher
candidates

ITV: construction of models
for teacher training using
TV as an educational
technological component
system (2 projects covering
various fields under way)

ADL: concerns construction
of systematic training
programme for the severely
mentally handicapped

Gymnastics: mapping of
organisation of instruction
in order to define
improvements

KUMPAN: development of
method to register the
forms and effects with
which various courses
planning phases are treated

SIFON: development of
methods for guiding and
measuring the instructional

processes in the lower forms

of the comprehensive school

VGL: development ¢f methods
for guiding and measuring
of effects in schools with
groups of varying sizes and
team teaching

Start
year

Continues
according
to present
Plan until

Eati-
mated

costs
1968-69

News-
letter
No.

1964

1963

1968

1968

1968

1968

1968

1972

1971

1970

1970

1971

1971

1973

170

290

65

76

140

50

20

1969:2

1967:8
1968:18

1968:8

1968:20
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SESAM: independent work
operated by pupils with
multi-component materials:
testing of study materials
and an organisation with
individual curricula

Literature reading in the
Higher Secondary School:
experiments with new forms
of literary instruction

Effects of Instruction

GFU: construction of
better methods for marking
and admission to Higher
Secondary Schools

Youth in Gothenburg: com-
paring the effects of the
senior forms of the Com-
prehensive School with
earlier types of schooling
for corresponding age
groups

Adjustment, behaviour,
achievemant: a study of
pupils ill-adjusted to
school life in an attempt
to define improvements

Maturing proceas: describ-
ing variations in the
meturing process in
children aged 9-16

Study techniques: con-
struction of group tests
for measuring independent
judgement and productive
originality

Start
year

Continuesa

according .

to present
plan until

Esti-
mated
costs
1968-69

News-~
letter
No.

1968

1968

1964

1963

1964

1964

1968

1973

1972

1970

1971

1976

1970

1971

95

45

200

25

55

1968:5

©1968:14

1968:17

1967:12
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Discernment in studying:
the construction of tests
as a basis for discernment
in studying at county
colleges (folkh¥gskolor)

Individual statistics:,
analysing links between
home background, school
structure, choice of
studies, school results,
ete.

KUL: the development of
methods for the qualita-
tive evaluation of
teacher training

The effects of marks and
methods of work: the
importance of various
revards for the pupils!
choice of goals, wish to
achieve, satisfaction with
results, etc.

Development of Systems

IMU, Mathematics, ages
14-16

IMT, German, ages
14-16

IME, Engliéh, ages
14-16 (2 projects covering

different fields under way)

Civics, ages 14-16

Religious knowledge,
ages 11-13

SAG, History, ages 17-19

Education, Teacher
training

Continues Esti-
Start according mated letter
year . | to present coats No.
plan until | 1968-69
1967 1970 45
1967 cont'd 45 1968:16
1968 1974 100
1968 45
1963 1972 670 1968:12
1965 1973 440 196733
1965 1970 470 1966:27
1969:4
1967 1970 160 1968:19
1967 1971 170 1968:2
1965 1973 220 1968:11
1968 1972 140 1968:15




as

SMID, Swedish, ages 7-8
for the deaf and those

with defective hearing

School for the handi-

. capped, Swedish, Learning

ST 2 e

to Read,’ages 7-9

Teach yourself material
for pupils with diffi-
culties in learning,
Swedish, Mathematics,
ages T-16

Other Projects

School in the 1980's: an
attempt to determine trends
of development with regard
to the renewal of
educational material and
forms of work

The study packet in
educational technology:
presenting a concentrated
course in educational
production to relieve the
acute shortage of
educational technologists

Career teaching problems:
developing an overlapping
theoretical model for
research and development
work in career education

Training research and
evelopment personnel:
training in educational
construction technique
for subject experts and
treining in school

research

Planning; information: co-
ordination and guidance

of the continuing
expansion of research and
development

Start
year

Continues
according
to present
plan until

Esti-
mated
costs
1968-69

News -~
letter
No.

1964

1965

. 1967

1968

1968

1968

1972

1971

1971

1970

cont'd

cont'd

240

125

185

250

251

5,451

1968:3

1968:4

1969:1
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initial development - and other agencies have not emerged to provide this support. Secon-
dly, perhaps the most precious rescurce for the support of innovation is time. 1In particu-
iar at the school level teachers often require time free from teaching duties to acquire
new knowledge and skills and, importantly, to collaborate with other teachers. Thirdly,

to innovate "on the cheap" can often be frustrating for teachers. Head-teachers and

Local Education Authorities may be reluctant to invest 1n expensive materials or eqguipment,
and rationalise this by claiming that it is appropriate that teachers should produce theif
own. It is t:zue that teachers can often produce innovations which are suited to their
special problems, but innovation "on a shoestring" can often lead to strain. The impor-
tance of tie investment factor should not be underestimated, but it is not the central con-

cern of tris paper.

14. Finally, we can touch briefly upon the role of non-teaching personnel in suppcrting
innovation. The actual and potential roles cannot be given in detail here, but perhaps
two functions can be identified. One is the release of teaching personnel from non-
professional or semi-professional activities in order to allow them thé time which is so
*nsgential to the planning and implementation of innovation. The other function is much
more directly related to innovation and involves a professional‘service to teachers. An
examplg would be the Inner London Education Authority's introducsion of the Media Re-
sources Officer, a well-trained and professional person skilled in providing teachers .with
learning resources in non-print media. Yet although it would appear that ﬁon-teachin&x
personriel of various kinds could make a valuable contribution to the school's capacity to
innovate, the extension of this practice is dependent upon its acceptance by the teachers’
associations. Hitherto, these associations have expressed reservations about the emgloy-
ment of nzn-prqgessiggg;ior para-professional people in schools, fearing that they might
eventually take dﬁisoéé of the fully professional tasks of the teacher. There are also
reservations about changing the balance betwegniteaching and pon-teaching personnel in
schools. The teachers' associations would want to be assured that any developments of this
kind would not be at the cost of expanding the teaching force.

15. "Tissue rejection" occurs where there is a discrepancy between an innovation and the
"pedagogical code" of the school. Many current innovations are underpinned by a, "code"
which is quite radically new as far as the adopting school is concerned. This "code" may
perhaps place an emphasis on openngss and flexibi.ity in matters of curriculum, methods and
the organisation of learning. There are problems of institutionalisation at two levels,.

At the more superficial level there is the problem of instituticnalising the “"medium",

e.g. materials, hardware, pupil-grouping. At a more fundamental level there is the problem
of institutionalising, not only ire med?%m, but also the "message” it carries, which is de-
rived from the new pedago%égal code. The media can oftén be readily adopted by one part of
the school; the "message” requires a switch in code on the part of the school as a

whole.

16. The problem of institutionalisation at these different levels has beeﬁéillustrated
in some of the studies which have been carried out on the process of innovation. Shipmar
studied the Integrated Studies Project financed by the Schools Council and based upon

the Universi&y of Kegié. Thirty~eight schools were involved and the strategy was of the
"network” or "systematic social interaction” pattern referred to in the previous section.
The direction of change was towards the integration of subjects, learning by enquiry and
team-teaching. Shipman found that the innovating teachers experienced anxieties arising
from those elements of the innovation which were characterised by what has been termed
“openness"” e.q. loss of the security formerly to be derived from subject teaching. class~
room teaching and established modes of evaluation. The teachers experienced a variety
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of pressures, some of which arose from the fact that their schools continued to function

in traditional ways. The key issues determining the success 0f the innovation werei the

school.

17. Although not the only factor determining the success of this particular innovation,
the support given by the school as a whole and 1ts adaptive, creative capa. ' appears to
have been most important. One might surmise that the support of the school .or an innova-
tion carrying a radicgl "message” is likely to be forthcoming where the underlying peda-
gogical "code" of the school 1s shifting. Where this is occurring, the institutionalisa-
tion of any innovation underpinned by the openness/flexib}%ity code will be relatively
easier to accomplish. But does the "code" change as the result of the adoption of a
number of "message-carrying" innovations, in spite of the @pparéng difficultiés of institu~
tionalisation? Or aoes the prior innovation of a switch i; the pedagogical code from with-
i~ result in the successful institutionalisation of 1nnovaiions already available? *

18. Present evidence suggests that the major impetus for change comes from outside the
school. At the same time there are indications th;t some schools are seeking to establish
a positive attitude to rnnovation from within the school which is congruent with its peda-
gogical code. Such schools have beun compared with the "learning systems" described by
Schon. They utilize the strategy which Havelock has termed "problem-solving". This ap-
proach identifies a need, translates this into a groblém, conducts a diagnosis, and in-
stitutes a search and retrieval process for information which can be used in formulating
or selecting an innovation. Set out thus, the procedure is perhaps described lnvterms
which are too tidy. Problem-solving 1is rarely as neat as that. But it does at least

indicate the approach some schools are seeking to adopt wihere.innovation is self—initiatgg

on the basis of felt needs. But again, this approach is in itself quite a major innovation
in the social system of the school.

* III. INNOVATION AND THE SOCIAL SYSTEM OF THE SCHOOL
-

19. It is a major assumption of this papef that the school as a social system can be
creative. This is not to deny tﬁﬁébignificance of the creative individual. Creative
teachers and Head-teachefs have been very impcrctant in the development of educatiénal
innovation 1in Britain. They have been the prophets and pathfinders - and often the rebels
who ﬁave caused educational institutions to take a lock at themSelves. But education is a
shared enterprise and even the rebels have had to persuade colleagues to adopt their pro-
posals (and there have been some notable cases where rebels have been unable tc gain this
co-operation and their innovative efforts have not succeeded -~ at least in that place at
that time}. But 15 the ordinary run of educational life it is the quality of the school
as an institution which is the important factor since perhaps the majority of educational
innovations 1nvolve groups of teachers, if not entire schools. It is also an assumption of
tnis paper that creativity requires the various components of the social system of the
school to be, as it were, in phase, and that there is no great discrepancy between values,
internal organisation, authority patterns, curriculum and modes of teaching. One of the
problems leading to the tissu rejection of innovations is that there has been a lag be-
tween the new materials or methods and the organisational changes, finance, equipment, and
training facilities required to support them. In this section we can consider in turn
several components of the social system of the school. In each case we can look at the
traditional schools, identify the changes required to sustain a creative approach, examine
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some of the barriers encountered and suggdest necessary changes. Although these dimensions
are considered separately, it is important to apprec'ate that they are closely inter-
related.

Authority

20. Any discussion of authority within the school must inevitably begin with a considera-
tion of the role of the Head-teacher. It is frequently affirmed that the Britisnh Head- :
teacher has a greater degree of authority than his counterpart in other sys;ems.aifhis can
pe seen as a corollary of the relative freedom of the school from external control by out-
side bodies which gives the Head-teacher a high degree of responsibility for the internal
affairs of the school. The Head-teacher combines in the one role Both policy-making and
administration functicns. He heads the two hierarchies of the school: Ehe academic hier-
archy based upon subject departments in which the Heads of Deparément play a key role, and
the pastoral/administrative hierarchy based on the administrativs sub-divisions of the

school {e.g. houses) in which the Head of pivision plays a key role.

21. Although the Head-teacher enjoys a considerable degree of authority, it should also
be noted that the assistant teacher enjoys a considerable degree of autonomy. This is
especially true where the unit of instruction is one “teacher per class. Behind the closed
door of his classroom the teacher functions in a relatively private setting, observed by
his pupils but not by other teachers. This isolation is supported by a strong brofessional
norm which affirms the teqéher's freedom from the interference by other adults. His major
constraint is the syllabus for his subject which he may or may not hdve been involved in
devising. But he enjoys considerable autonomy in matters of teaching style, method and re-
lationships with pupils. We thus have the situation where the Head has a high degree of
authority over matters of policy but little control over the teacher's classroom work. On
the other hand, the teacher has his classroom freedom but may be little involved in the
policy decisions of the school.

22. The relative classroom autonomy of the teacher puts a premium on the Head-teacher's
leadership skills. School policies have ultimately to be operationalised by teachers and
this requires the Head to perform his role in a manner which is sufficiently motivating.
This is particularly relevsnt to innovation since leadership is éssentially concerned with
changing the school's goals or the procedures for attaining existing goals. The key role
of the Head-teacher in the school is central to innovation. He has the necessary authority
to introduce innovations into the school, he has the opporﬁuniéy to view the school as a -
whole and hence to see the need for innovation, hé has ccntact with the "messengers” of
jnnovation {(e.g. inspectors), and he controls the resources which 1nnovation usually re=
quires. Thus,gnot only does the Head have the opportunity to initiate innovation himself
but, where an indiviaual or group of teachers wishes to introduce an innovation into
school; the support of the Head 1is essential, for he must make the necessary resources
available and arrange for any reorganisation in the school which may be involved. Thus,
the innovativeness of schools has been very much a function of the leadership sty ‘e-of the
Head and his capacity both to initiate innovation and secure lits implementation and also
to encourage innovative activities on the part of teachers.

23, Given the key role of the Head in the school, it would be easy to see the answWer to
the problems of innovation in terms of the leadership training of the Head. This is un=
doubtedly important but is perhaps not sufficient. It is currently argued that a change

in the authority structure of the school 1S necessary. This is based on the view that the
present authority structure inhibits the innovativeness of teachers. There is thus pres-
sure for a move towards & collegial pattern of authority whereby professional equals govern
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their affairs by internal deﬁocratic procedures. This move has two major sources. It is
partly the outcome of changes in the social and political climate with its growing emphasis
on the participation in the decision-making process by those whom the decisions will affect.
It 1s also partly suggestea by changes in the nature of téaching which are bringing teachers

into closer collaboration and hence involving more lateral decision-making in the school.

24. Manygﬂeads, especially in large schools, have created decision-making structures that
involve teachers in policy making, and the very size of the new secondary schools has neces-
sitated more delegation than in the past to sub)ect departments and school divisions. In
some large s~hools most of the responsibility for the day to day running of the lower,
middle or upper levels (also called "schools") has been delegated to their respective

. Heads. But it is argued that authoraity is still hierarchical and teachers are involved in
decisions about the educational policy of the school to a lesser degree than they are in-

volved in administrative matters.

25. The greater involvement of teachers in decision-making may enhance the creativity of
the school. On the other hand there are some unanswered questions concerning the viability
of collegial authority. One major question concerns the role of the Head. At the present
time- he is responsible to his governors and to the LEA for thé internal affairs of the
school and must retain ultimate authority unless his responsibility is to pass formally to
the staff as a collective to be exercised through an elected chairman. There are few signs
of this possibility at the moment, although some schools have established\“gcademic boards"
which debate school policy but do not unsurp the final authority 9f the Head-teacher. The
other question coucerns the leadership role of the Head with regard to innovation. There
is little doubt that innovation owes much to the most progressive of the British Head-

a

teachers. The question must now be asked whether the same initiative can be given by the
collective leaaership of teachers of whether self-cancelling "veto groups" might not inhibit
innovatidn. A further guestion concerns the willingness of teachers to participate in the
exercise of " llegial authority, since this would be an additional burden and perhaps de-
tract from thdir work satisfactior which is mainly derived from the activity of teaching.

26. These must remain open questions. What is required at the moment are experiments in ,
aifferent forms of decision-making patterns in schools. One notable experiment is being
carried Sut at Countesthorpe College in Leicestershire. The school was established with
a specific mandate to incorporate many of the current innovations in education within a
single project. Its first Warden, Tim McMullen (now with CERI), was appointed from the
nNuffiela Resources for Learning Project and two of'hi§ colleagues on the Project became
members of the Countestnorpe staff. The curriculum innovations introduced included some
interdisciplinary studies and the widespread use of self-instructional materials. Close
relationships with the community were established and teacher-pupil relationships were
liberalised. However, we are concerned here only with authority patterns. McMullen
yielded his Head's authority to the sfaff meeting (or "Moot") which met weekly to discuss
the..overall policy of the school. Although still formally responsible for the internal
affairs of the school, the Warden (Headmaster) regarded himself as the chief executive of
the policy board of the school which elected an executiveicommittee of senior staff to be
responsible for decisions that had to be taken between it meetings.

!
Professional Relationships

2i/. The traditional structure of the British school lanlveS the isolation of the teacher
from his colleagues at the level of the way to day work. The emphasis has been on special-
1sed subject teacning with one teacher to one élass ag the basic form of organisation for
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_the main source of the secondary school teacher's professional identity is his subject‘

. - -~

instruction. Coliaboratxon between teachers has been confined to deciding the concent of
the subject syllabus by members of an academic department = altheugh this has been on a
limited scale in some cases with the syllabus simply being handed down. The trend 1s now
towards a greater degree of 1interdependencg amongst teachers. This 1s occurring at a
number of levels. The breaking down of subject barriers and the 1ncrease in interdisciplin-
ary enquiry has led to increased collaboration across suhbject departmencs. This has often
heen accompanied by team teachiny. This term has, of course, many connotations, but it is
used here in a broad sense to include those forms of teaching which involve collaboration
between teachers involving erther the simultaneous teaching of a single group of pupils or
the joint resporsxbxlxty for a large number of pupils who may be learning in groups of dif-
ferent size. Ancther trend in the case of interdisciplinary teaching, and also 1in the

case of discipline-based work, is for teachers to collaborate in the formulation of educa-
tional objectives. Finally, as noted previously, as the pattern of authorxcy in schools
moves towards collegiality, teachers become increasingly involved with each other 1in formu-
lating school policy. : ; .

z

28. The greater i1nterdependence of teachers is in many ways conducive to .the creativxty

of the school. Under the system of Lndependent class teaching the innovativeness of the
individual teacher could go unnoticed. In a collaborative enterprise this wculd be ob-
served by colleagues leading to the possxbxltty [ buildingeﬁg a body <r good practice.
Teachers bring to the 3oxnt enterprise different forms*of knowledge and skill and different
perspectives which are a@vantageous in two ways. The interplay of these individual; dir-
ferences 1S in itself creative in that it 1s mutually broadening for the teachers. And in
a team Situation it is possiblé to capitalise upon che‘particular streagths of individuals
who can thus make different sorts of contribution tc the enterprise as a whole.

29. The ntajor problem that arises from intecdependent professional relationships - as many
reports have indicated =~ is that it 1is likely to generate anxxeties in the teacher. He
loses the anonymity of the classroom and must demonstrate his profesgionality to an audi-
ence of peers. It is necessary for him to acquxre nlew knowledge and skills in a public
setting. He loses the Freedom to follow his mood and the opportunity to "rest on his oars"”
from time to time which he has to some degree in a systea of class teaching. And, since,

this 1s threatened as subject boundaries are broken down. The teacher may also view this

loss of identity as a threat to his career prospects. . . N

30. We thus see again the dxlemma which is the central concern of this paper. Innovation
requires a collaborative professional relationship, but a collaborative relationship is it-
self an innovaticn. It can only be slowly established over time if anxietv is to be re-
duced and it 1is related to changes in the professionality of teachers * to which we can

N
- ¥ -
now turn. ~

'
'
e

Professionality

31, Since professionality 1s an attribut®é of the ‘ndividual its inclusion in this secl
tion on the social system of the school might be queried. But professionality is not
simply an.input of the school. The school itself is a crucial agency of professxonal im=
provement - a point which will be stressed in Part IV, It is for this reason that teacher
professionality is here conceptualised as an aspect of the school. ) ’
Although a considerable oversimplification is involved, only two forms of professicn-

ality are hypothesised here. { . e

*

£y &




The restricted professional can be hypothesised as “aving these characteristics amongst
others:

& high level of classroom compet.ence;

chxld-centfcdness {or sometimes subject-centredness):

a high degree of skill in understanding and handling children;

derives high satisfaction from personal xrelationships with pupils;

avallates performance in terms of his own perceptions of changes 1n)pupil behaviour
and achievement;

attends short courses of -a practical nature.

The extended professional has the qualities attributed to the reskricted/prefessional

1s certain skills, perspectives and lnvolvements in addition. His cha acteristics 1n-
the .following: -~

views work in the wider cuntext of school, community and society;

particxpateé 1n a wide range of professional activities e.g. subject pauels,

&teachers' centres, conferences;

P -
has a concern to link theory and practicer

has a ommitment to some form of curriculum theory and moder of evaluation.

+\32. The movement trom restricted to extended professionality would be considerable 1in the

e

cas~ of many-teachers. There 1s evidence tbat'ﬁény teachers who have an intuitive approach
te teaching would find the requirements of extended professionality tco tatjonalistic for
their taste. Similarly, many teachers derive predominantly intrirsic interests from the

activity of teaching aad would not in che short term find satisfaction in the non-teaching
activities which extended professionality involved.

33. We are thus, yet again, faced with our fundamental dxlemna: inho@é&ion begets the
need for innovation. It 1s tempting to see the answer to the problem of professionalit

in terms of xhe.lnltlal training of teachexrs wher¢ new patterns can be induced. There 1s"
much 2n this and the institations of initial training moving somewhat 1in that direction.
But the inculcation of‘extended professionality 1s perhaps the concern of the institutions
of in-service tralnlng, since it must arise out of experignce. It will, therefore, 5?
sugyested 1h the final ‘sectior of this paper'that new modes’ of lp-service training may be

required to 1nduce extended professionality. ’ :

34. although this paper is concerneq with secondary/§chopls, 1t is instructive to look
briefiy at recent developments 1n the British primary school which caters for pupils up to
the age of cleven yearc. The creativity of these schocis has drawn very favourable comments
from educationists from many countries. The basic approach 1s developmental in that the .
stress 1 upon nurturing the growth of individual children through shifting the balance -~
from formal class teaching to the _reation of informal learning situaticis with &an’ em-
phasis on exploration. The curriculum trend has been towards the i1ntegratioa of.subjects,
with the pupfl's own enviroAment taken as the starting point for much of thie work, This
snift i1n curricuium and method 1in the schools has been accompanied by a number of curric”

1um projects such as the Nuffield schemes for Mathematics and for Science. “

35. In spite of the exlgtence of natlonhal curriculum projects for primary schools, the
transformation has been an 1nformal, relatively unplanned, and more or less spontapeLas
movement. 1n order to understand how creatavity 1in the primery school has perhaps been
loss problematic  than 1n the secondary school, 1t 1§ necessary to look at their different
structures. Flrstly, primary education s founawd upon class teaching and ver: timited
specialisation. Then, the target of change 1s the individual teacher rather than the
subject department or interdisciplinary team, and the fact that the class teacher is

. (T!-
\J\)
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present time takes many furms,
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responsible fur must aspects of ghildren's learning means that ehanges xn.currxculum a;d
metiiod are 11ke1x tc proceed as a piece and 1in phase. A second poxnt t>» note is that the
Head-teacher 1in the primary schuol, because of its relatxvely small size, a. 3 the greater
oppo;tunity for face-to-face contact, s perhaps in a stronger position than the Head of

' And there 1s little

supported by LEA

a laryge secondary school tu ruduce a more creative school environment.
advisers, have played a key role in thesrecent transition. Thirdly, the relatively

. 3
greater ease of pupil control in the primary school than in the secondary school is likely
to be more conducive to the creativity - although one would not want to press this dif-

ference too far. Finally, as the primary schools in Britain' have gradually shed their
%

selective funqtions, they nave come to enjoy a degree of freedom from external pressure
s < —

whicn the secondary school still experiences in the form of the examination system and

2

other Eo:ms Sf -external expectation.
L] ~

36. The secondary scnool can _certainly take lessons from the primary school in terms of

1ts general educatxunal approach, but it 1s unlikely that the process of change 1in the

primary school has « great deal of appllcabxlxty to the secondary school - at least, given

1ts present stfﬁeture._ Its problems are so différent that 1t m%st work out its own

solutions. . . -
-

. N

= o
- . IV. SUPPORT FOR THE SCHOOL
37. aen that, although *heféghas been considerable

innovation in British schools in recent’ years,

The argument of this paper so far lias
xnstxtutxonalisatlon has been a problem
since there .has been’a lag between innovations in curriculum, method and the organisation
of teaching/learning and nécessary chapges in what might be termed the "deep structure"
of the school. Thls 1s inevitable, since “such radical change must be a slow process.
changes 1in this "deep structure” are being stimulated by the.curriculum innovations them-
which the =

and anxiety for

selves, but 1t 1s suggested tha? attention should be given to the supports
school may need L0 effect this more fundamental shift without undue strain

the staff., ¥n this final Part we can consider some aspects of the support which can be
The focus will be

The assumption is made that the

Jiven ana which, 1n some casés, 1s beyinning to emerge. upon the "school

stself and ‘the immediate support which 1t might receive.
target 5f thils support should be,

to a greater degree than in the,past, the school itself.

~The y;ofesssonal development of” the xndxvidudl is, ol course, ‘also vital, but it is part

of the argument of this section .nat professional development ‘0f the individual .nd the

improvement of the creativity of the school proceed simultaneously.

38.

years

" ere has been a considerable expansion of in-service training in Britian in recent

This s lxkelQito be furtner increased if the report on the James Committee oOn
) ~

hﬁsﬁ;zﬁ
s sdpbatic

In-Service training a

the training of teachers is implemented. Thise.report recommended a further

provxsion with a proposal that every‘teavner‘should be entitled to one term’

1eave for every seven (and, in time, every five) years served. the

--‘ -
varyiny from one-day courses on purely practical aspects
to c. rses of one

of teaching or more year's duration leading td academic qualifications.

For the most part, this in-service craining involves teachers attending courses away from

their schools as individuals. The arqument advanced .n *he earlier sections,K of this paper
might be seen as indicating the need for modifications in this. pattern. Four propositions
- » - .
can be advanced: .
< N ' i
NN | N
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,the process of local diffusion. .

N -

1) in-service training should, to a dreater extent than in the past, bg linked with

specific innovatory activities unaertaken by the schoul. # This happens tc some

'degree.at the present time where tea?herséattend courses tO acquire knowledgi and

skills relevant to a particular innovation. But this can be extended and linked

"ith the proposals dselow. '

11) The focus of in-service training should be to some degree a functioning group,
e.g. a school staff, a subject department, interdiscibllnary teams. The training
would thus concern itself not only with the content of change but with procedures
for implementing it.

111} In—service'tralnlng should 1ideally begin in the school. The school should estab-
lish its own staff development prpogramme. This should be a necessary preliminary
to staff becoming involved in in-service training in outside institutions, since
this outside support'sﬁould\baxld upon the requirements of the school which the
in-school training will have generated. Ron Pepper, Headmaster of the Thomas
Calton Comprehensive Schéol in London, has given an account of the in-school pro-
gramme developed at this school which, ambngsc >ther activities, wads concerned
with preparing to participate in a new team-based 1ntegrated studies scheme. At
Cousall Comprehensive SchogQl, Staffordshxre, the Resource Centre is also an agency
for curriculum innovation and 1n—serv1ce training ‘on the shop floor. Although time
1s 1nevitably a problem, staff are released from normal duties for pericds of one
week 1n order to think, talk and begin to prepare their own materials. Staff pro-
grammes should alsc take account of the career development of individual teachers,
since this can be a source of anxiety. Hthcliffe School in Bristol has recently
appointed to its staff a person with special responsiBility for this task.

1v) The 1n-school training schemes should have access to the facilities and resources
of a professional centre, e.g. libraries, resource centre, resaidential accomoda-

tion.
I

39. One of the most interesting developments in the British educational system in recent
years has been the Teachers' Centre. The majority of LEAs have established at least one
of these in their areas. These centres function in very different ways but they generally
act as a resource centre, a base for in-service courses and a place+* =2re teachers ggn

hgld meetings, conferences, etc. There is, perhaps, a case for con: ably extending the

functions of some of these centres to give a greater degree of suppr to innovating

schools. The following can be suggested as possible functions:

a) Ligkage
e )
This term is used to cover those functions which involve linking various institutions
by acting as a resource centre .fur projéct materials, research findings, etc.), an infor-
mation centre, and a liaison between colleges, schools, etc. where a connection would be

-

mutually advantageous. .

b} Project support

one of the aifficulties of the R, D & D approach to innovation is to ensure continu-
1ng support for a school project qfter the withdrawal of the development team, or where a
school has not been involved in the development stage. The professional centre might pro-
vide support for these projects and also for projects initiated in a qtpgle school And in

c) Consultancy .
¥ The professional centre might be a base for permanent consultants orxr act as an agency
: ey .
sl
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putting schools in touch with consultants. . It can be argued that, 1in order to innovate
successfully, a school may need the support of an external consultant who might work with
the sch-3l 1n a non-directive manner. The consultant might assist changes in the cur-
riculum, the attitudes, skills and knowledge of staff members, relationships within the
school, and school organisation.

a) In-service training

The professjonal centre could be to provide -1n-service training. (It should be noted
that the James Report recommends the establishment of pro£8551ona1 centres based on uni-
versities, colleges or teachers' centres for the purpose of providing in-service training.
The report does not, however, go 1into details as to what other functions such a centre

would provide).

40. Finally, we can consider the roles of the H.M.I. and the local 1inspectorate. Inspec-

tors of both kinds have played a most important role in curriculum 1nnova€lon in thas

country in recent years by advising schools on speélfic innévétions, arranging courses and
conﬁerences, and generally acting as resource persons. They have nct, however, usually

performed therconsultancy role as desc-ibed above - although there has been a move 1n this -
direction. We do not, at the moment, have a great deal ¢ information on the functions

performed by inspectors, but the 1ndications are that they are too involved in other

duties - particularly administration - to give the sort of help which many of them fecl

tnat they have to offer. There might be a case for developing this 1into a distinctive con-

sultancy role gased upon a-professional centre. ’

a -

CONCLUSION B

41. The main argument of the paper has been that, although British schools have been will=
1ng to 1ntroguce 1nnovations, there have been problems 1in the institurionalisation of these.
This 1s, perhaps, due to a discrepancy between the requirements of the 1nnovation and the
quality of.*he social systiem of tne school. A school which 1s free to establish its own
staffwstaff relations, forms of pupil grouping, arrangements for teaching and curriculum,
1us own form of staff-pup:l relations, of school-social environment co-operation and so

on {1including influence over the promotion of its own educational ideology and a measure

of involvement in the in-service gducation of its staff) is more likely to innovate than

a school which does not hav* this autonomy. At the same time it 1s suggested that, in
order to effect internal ch~nges, a school should have access to a variety of supporting

agencies.

The Examination System

hPPENDiX CONCERNING SPECIFIC SCOTTISH ASPECTS
1. In Scotland, there 1s only one eaamining board. Until 1965 "O" and "H" grade

syilabuses and examinations were administered by the Scottish Education Department working

in consultation with teachers. professional associations and other interested bodies. ‘
Since that date an independent Scottish Certificale of Education Examinatipn Board has |
assumed these responsibiliitaes. The Board, which is representative of the Scottish

»
. Ay
teaching profes3ion, universities, colleges of education, 1ndustry and the Scottish

r:gq o
8
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Education Department, controls examination procedures while maintaining liaison with the
Consu{tative Committee un the Curriculum (see peragraph 2 bejow). Through their work as
examiners, and through their membership of subject panels of the Scottish Certificate of
Education Examination Board, teav. 2rs have assumed a p;edominant role in the conduct of

the examination system. While examination systems of any nature appeer to have inhibiting
factors ascribed to them, they have effected through changes in syllabuses a number of
developments, notably n the sciences and in English language and literature. The Certifi-
cate of Sixth Year Studles introduced in 1968 has, through the emphasics it places on in-

dependent work on the part of the candidates, had considerable impact on approach and

methods at this stage. 3

Agencies Contributing to Curricular Innovation

2. ﬁ.M. Inspectors have been actively involved in the machinery of curricular iQnovatxon
fer many years, in the fairst instance'bécause of the fact that until 1965 examinations were
controllea by the Scottish Education Department and because curricular guidance at national
level was usually provided by the Department. More 1ecent1y the Inspectorate has continued
tb be closely 1involved in curricular deve;opment by association with other agencies.
Through these agencies and by the establishment of close working relationships with local
authority advisory staffs a consultancy role already exists. The Schools Council's sphere
of influence does not extend to Scotland. The Secretary of.State for Scotland's main ad-
visory body on education is the Consultative Committee on the Curriculum which is represent-
ative of universities, local education authority adminlstrators, colleges of education,
further education, primary and secondary schools. The Secretary of tre Scottish Education
Department is Chairman of the Committee, which alsu includes in its memgership the Senior
Chief Inspector of Schools and two Chief Inspectors. The Inspectorate are also represented
on all Working Parties and Central Committees which have been set up by the Consultative
Committee. ®

In the early years of its existence the Consultative Committee investigated curricular
areas through a series of ad hoc working parties whiclr were disbanded on completion of
their remit. More recently it has been accepted increasingly that curricular development
1s a continuous procese which requires standing bodies to implement it. In consequence
central committees have been established in a number of fields (Engllsh,.modern languages,
science, social subjects) and it is the intention to set up‘others, for examplé in tech-
nical education. In association with these central committees and under their general
«<direction a number of national curricular development centres have been set up. Those ex-
isting at present are for science and mathematics, English, modern languages and social
subjects. These new- centres will be dependent upon a two-way, relationship with local
groups of teachers, whose number is rapidly increasing.

While much of the activity of these local groups has been concerned with individual
subject elements of the curriculum, there is a growing tendency for them to consider
aspects of a wider interdisciplinary nature Oor to go beyond currictlar interests, for
example conservation of the environment. A further stimulus to local innovation has been
given by the appointment in some areac of additional advisory staff, many of whom have
been active in stimulating and guiding reappraisal and experiment.

Social Organisation of the School

3. The traditional academic hierarchical structure of $cottish schools is being modi-
fied as a result of proposals for a new structure of promoted pocts which, after consul-
tation with appropriate bodies, has been promulgated by the Secrctary of ‘State for

[ ang ¢
(Wl .
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Scotland. The main function of the new structure is to provide for a more up-to-date and
effective management of the educational and social functions of the school of Circular
No. 826 "The Structure of Promoted Posts in Secondary Schools in Scotland", HMSO, 1971.

v

, In-Service Training

While the recommendations of the James Committee Report do not apply to Scotland, there
The
local

4.
is general agreement with the concern and views expressed upon in-service training.
swift growth of in-service training in Scotland prov;ded by colleges of education,
authorities and teachers' associations led to the forming in 1967 of a National Committee
\for the In-Service Training of Teachers in order to co-ordinate courses on a national

Qésis.
over the next three years.
Council to consider the training of graduates has Droduced a first draft of its Reporg.

Plans are well advanced for a series of national in-service courses to be held
In addition, a working party set up by the General Teaching

]
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VII. THE STRUCTURE OF PROFESSIONAL SURPORT AND ITS -
IMPACT ON THE CREATIVITY OF THE SCHOOL

Y

’ \\ by
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Klaas Doornbos
School Advisory Centre, Arnhem, the Netherlands

and

C.M, Geerars
Ministry of Education and Sciences
The Hague, tha Netherlands

-

1. The potential capacity of the school to deal with innovation (especially in a country
where schools are edqually subsidised by the government) is to a large extent dependent
upon: .
z; the quality of the teaching staff;
b) the capacity for decision-making in setting up a curriculum and the choice of
teaching methods; .
c) the stringency of legislation and administraczive regufaZIOné concerning the
internal organisation of schools, working hours and expenditure;
d) the s12€' of the schools (number of teachers) and their d‘ ibution over the
country;
e) the structure of external professional support to the schools and the educational
system as a whole.
This paper focuses on the organisational structure of professional support to ,the
schools and some specifiic aspects of the impact of institutionalised assistance by experts.
(See paragraph 17).

2, In the following sketch of the organisational structure of institutions for educa-
tional 1nnovation and the guidance of pupils, we are chiefly concerned with those institu-
tions and provisions which are regarded as forming an essentidl part of the total educa-
tional system of our country: the 3 national pedagogical centres(l) and nearly

30 regional centres for educational innovation and guidance. (2)

The work of the regional centres lays pa;ticular emphasis on a direct working re-
lationship with the schcols in a region. The activities of the three national centres
are often carried out with a more distantial relationship (although this varies with the
type of school). !

In contrast to the regional centres, the national centres are subdivided according
to denomination. Their activities embrace all branches of education with the exception

ERIC

1) Thege are the hAlgemeen Pedagogisch Studiecentrum, Amsterdam, the Christelijk
Pedagoyisch Stndiecentrum, Hoevelaken and the Katholiek Pedagogisch Studiecentrum,
's~Hertogenbosch.

2) These regional centres have such names as: onderwijsadviescentrum, onderwijsadvies~
dienst, schooladviesdienst, schoolpedagogische dienst, etc. A list of them can be
obtained from the Secretariat of the W.P.R.O., ¢/o Rotterdam, Schooladviesdienst,
Rotterdam.

£19

AL

61

B




Q

ERIC

Aruitoxt provided by Eic:

of the universjities and some branches of non-university higher education. The work of the
regicnal centres is for the moment primarlly directed towards nursery schools, primary
schools and.the schools for special education, although their services are being in-
creasingly extended to various types of secondary education.

Further, there are various institutions engaged in promoting and stimulating educa-
tional develogment without entering into a direct working relationship with individual
schools or groups of schooirs: the Foundation for Educational Research (Stichting voor
Onderzoek van het Onderwijs, 's-Gravenhage}, the National Institute for Test Development
(Centraal Instituut voor Toets~Ontwikkeling, Arnhem), several subject Committees for
Curriculum Imprbvemenc (Commissies Modernisering Leei.plannen) and various institutions 1in
the field of audio-visual media, such as school television. The increasing influence of
university departments and institutions closely connected with universities also deserves
mention in this context.

The publishers of educational materials (school books and teacher manuals) have their
own production teams {authors) and developmental institutes (with international connec-
tions). These commercial establishments fulfil an important function in the process of
educational development, but are not counted as belonging to the field of professional

“ support.

3. pProfessional support for the schools becomes an increasingly important factor in the
cemplicated process of educational change as other circumstances {see above 1 a-d) impede
the process of strengthening the creativity of the school. The impact of external support
is also sometimes restricted by impediments in the schools themselves.

Two conditions seem to be of crucial significance: flexibility in the employment of
working hours and allocation of financial resources to thé school itself. It is detri-
mental both to the problem-solving capacity of the school 1tself and to the response it
can make to professional support from outside if the working hours of the teaching staff
are filled with straightforward teaching. This is in part a consequence of legal regula-
tions, but at the same time a question of the tedgher's approach to his work. Restrictions
of the capacity for decision-making with regard to allocation of financial resources at a
local level is also unfavourable to the creativity of the school. Flexibility is a neces-
sity whereby 1ndividual) schools may themselves (with professional support) achieve a re-
distribution of the financial resources in accordance with the requirements of a
particular innovation policy.

4. It is, of course, important for the planning of prbfessional support to schools to
know the extent to which the restrictive conditions are a consequence of legal precepts
and administrative formalities, or else in part based upon tradition, nonchalance, lacunae
in the pro.essional training of teachers and administrators, or status seeking - for
instance in building schools luxuriously. Since existing practice with regard to employ-
ment of manpower and allocation of financial resources is of central 1mportance for the
planning and management of innovative activity, professional support to the “schools must
be increasingly extended to the educational and administrative authorities both at a local
(or regional) and a national level.

Despite the justifiable fear on the part of several professional advisers (edncational-
1sts, curriculum-specialists, psychulogists, change-agents, co-workers, etc.) of finding
themselves in situations where there is a built-in conflict of duties, development of all-
inclusive school advising is increasingly recognised to be inevitable. These advisory
functions chiefly involve policy with regard to the selection of teachers and school-heads,
basic principles and planning with regard to the regulation of working-hours, financial
policy (especially long-term planning), and some decisions concerning school buildings
and furnishing.

£
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5. As may be expected at the present stage of development of a comprehensxve structure

of supporting institutions, questions of some weight and interesting.points of discussion
arise. There 1s a variety of views as to the most efficient form of management for the
centres and the way 1n which the participatxon of the schools, school boards and parents
could be organised and canalised. Therp must be a continuous critical evaluation of the
centres' form of management and the work programmes they are trying to effect; the par-
ticlpants in thé innovational actions and processes cannot be left out in this. A further
point of discussion 1s the distribution of tasks and responsibilities between the partici-
pants within the field of work. The dxscussions 1n fact touch upon the very foundations .
of institutional service and upon the princxples and expedience of models and strategies

of educational innovation.
In themselves these discussions form a positive element in the process of actualisa-
tion of the ianovative capacity of both the schools and the supporting centres. The
relevant functions of the other dupporting agencies at the national level (mentioned in
paragraph 2) will, of course, be taken into account in these deliberations. At the same
time, however, it is noticeable that in the exchange of ideas at the school, level attention
is paid only sporadically to links with fundamental research in education and psychology.

o

One may speak of widely separated worlds.

6. In order to achieve a proper idea of the development of institutionalised professional
support in the Netherlands, and to attain a tealistic frame of reference for an accurate
assessment of the rationale behind the present structure, some: further information con-

cerning our educational system is necessary.

The Scattered Educational System

7. tiolland is a small but very thickly populated counéry {389 inhabitants per kmz). Yet
there are only a few large schooils. The great majority of schools, including those at the
level of secondary education, is of a limited size, and there is a surprising number of
really small ones (particularly nursery and primary schools).

The dispersal of the educational system which has come about historically is a
significant factor in the process of construction of an adequate structure of supporting
agencies. Consciousness of this has developed especially during the last ten years. This o
process 1§ characterised by two interacting tendencies: decentralisation and

regionalisation.
On account of the great number of schools necessarxly involved, there is a tendency

at the centre to neglect- many concrete innovational tasks and leave them to regional and
local institutions (decentralisation). There is no question of delegation in this, since
structural relationships between the network of regional centres on the one hand and
national centres on the other are absent. As a result there is a great need for
co-ordination.

At local and regional levels, on the other hand, autonomous activity is observable
as a marshalling of forces unique 1in the history of Dutch education, Jeading to co-
operation between the Boards of schools of different denominations in the adminxstration
of the regional centre. This has formed a basis for numerous working relationships be-
tween the schoois and the regional centre, and conduces to ever-increasing co-operation
hetween the schools themselves. The peop{e in the schools and the School Boards them-—
selves are clearly starting to think within a widen.ag horizon where the interests of a
region as a totality come into view {regionalisation).

8. Approximately half the Dutch population lives in 21 urban agglomerationsa each having
more than 100,000 inhabitants. The other 6.5 million are scattered over about 700 medium-
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Although these local authorities are the smallest adminis-

sized or small municipalities.

trative units in our country, they are in no sense the smalleséfliving communities. More

or less all municipalities are subdivided into "living centres" (districts, villages, ham-
lets) usually of such a size that one or more schools are established there. Where there
are sufficient children, each centre of population may have its own school. .

In this way a village may, for instance, have three nursery schools, each with one
teacher, and three small primary schools, a Roman-Catholic school, a Protestant school and
a non-denominational school f{or State school), each with its own Headmaster and, for
example, only one other teacher. For the primary schools the situation amounts to this:
there are three Headmasters and three teachers, with a total of 130 pupils from 6 to 12 or
13 years of age, spread over three separate school buildings less than a stone's throw
from each other. In the medium-sized municipalities large enough to @aintain various

schools for secondary education, similar situations may occur, although different numbers

of teachers and pupils are, of course, involved.

9. Every school owes its existence to a sufficient number‘pf pupils: as soon as this
falls below the legally established minimum the government subsidy is withdrawn. Within
the secondary schools a relatively small number of pupils sets a serious limitation on the_
differentiation in courses of study which is now generally considered desirable and made
possible in the form of choice between "parcels” of subjects ("optional subjects"). 1In
many cases - certainly at the nursery and primary school level, but also within certain
types of secondary education - care for the continued existence of the school as such
calls for much attention and inventiveness on the part of those whose employment after all
depends on the, number of pupils - namely the teachers.

This situation places certain restrictions on the regional centres. Co-operation
with the ‘schools and between the schools themselves, in so far as they participate in
profects of educational change or other innovation activities, must not be endangered.
After all, the continued existence and the activities of the regional centres depend upon
such co-operatisn between "competitors" (i.e. schools compe%gng for a sufficient number
of pupils}). .

The inevitability of decentralisatior of professional support is immediately clear
from a brief survey of the Dutch school system as such. Attention has already been drawn
to the marked scattering of the schools with, in consequence, the relatively limited size
of the individual schools. Briefly, the picture is this: in 1970 there were about
6,400 nursery schools with 492, 000 children from 4 - 6 years old and 16,000 teachers;
about 8,200 primary schools with 1, 465,000 pupils frcm € - 12 years old and 48,000 tea-
chers; almost 800 schools for handicapped children with 74,000 pupils and 6,100 teachers;
about 4,000 schools for secondary education with 1,073,000 full-time students (pre-
university and non-university higher education incIuded the latter category containing,
inter alia, no less than 142 teacher training colleges); and 13 universities with
102,000 students. The facilities for part-time education available for young people at

n

work are not here included.
It is clear that the field of work is immense, even though university education and

- some branches of non-university higher education are excluded from the forms of profes-
sional support discussed in this paper. Tt should be pointed out too that a start has
been made in setting up institutes for professional support in the universities, and as
these constitute part of the civitas universitatis it is pnssible to speak of them as a

form of internal professional éupport.

10. Nevertheless, the recent recognition of the necessity for a decentralised approach
is not imarily a consequence of the size and dispersion of the schools as units within
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the educational system. Acceptance of a new model for invoking professional support for
innovative action and the guidance of pupils has probably be=n the crucial factor. This
new approach is based upon the partiéxpation of teacheré 1n concrete projects and activi-
ties directed towards educational change. 1In this the aims and priorities are fixed in
mutual discussion and the direct presence of professional advisers in the schools can be
depended upon during execution. The countinuit; of such support 1s guaranteed by adequate
co-vperation at the administrative level - that is, between the educational adthorities
{school boards}, the centre's board of management, and the roal authorities {town
cSunc1ls) .

L

Towards an Integrated Structure of Professional Support

11. . The present situation can be described with some optimism as a transitional stage
between a period with an uncoordinated disjointed system of professional support and a

new era with an i1ntegrated approach towards annovation and guidance. School education has
come undexr the influence of outside powers to an increasing extent, especially during the
present century. Among the results of this are the improvemené in teacher training col-
leges, the creation of the school medical service, the improvement in the quality of

school books, learning materials and teaching aids, the increased interest of the universi-
ties, the extension of the activities of mental health organisations and child guidarnce
clinics, the setting up of pedagogical centres for dissemination of information and new
1deas and practices, and of recent date the interest of researchers, economists and acti-
vists. The 1dea of co-ordination and - as far as possible -~ 1ntegration of activities is
gradually gaining acceptance. In consequence help for the various ueparate schools from
professional advisers whoggre also well-informed about the specific problems of each of the
schools and have the confidence of the school staff, is quite essential.

12. We have jyst been speaking about an integrated approach and the need for co-ordination.
It is inherent in integrated planning in the field of innovation and individual guidance
that the interests of individuals ({(each of the children and their teacher53 and systems
separate schools and local educational systems) should be promoted equ;ily. Professional

sypport tag the schools is not one-sidedly directed towards educationaL'change, nor limited
to an attempt to adapt individuals to existing systems.' It is obviops that the realisation
of such a strategy necessitates decentralisation and redlonalisation during its
implementation. )

wWith the transfer of the essential activities to the basic units of the educational
system - i.e. the schools and the regional centres - the problém of their co-ordination
and harmonization inevitably arises. Strengthening of the bonds betw»en the schools tﬁem-
selves and extension of the co-operative relationship recently assumed by the existing
regional centres are necessary but not sufficient_condxtigns for this. Too much diversity
1n the development of education should be avoided for reasons of principle as well as'on
pragmatic grounds. -

There is also some disharmony between systems of professional support within the sec-
tor concerned with institutionalised innovation in schools. This is due to the absence of

=% structural relationships between the national pedagogical centres and the regional centres.
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The situation is further complicated by another difference: the national centres are
chiefly engaged in supporting projects of educational change, while the regional centres
pursue a policy of integrating educational change with individual guidance. They include
the traditional mental health dimension in the total strategy of support for the develop-
ment of education.
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13. A basic principle underlying the promotion of creativity of the school should .be res-
pect for the teachers and students in their own right. This also applies to the relation-
ship between support centres and the schools, particularly when the chief aim is provision

of adequate material for pupils and teachers by means of manuals and syllabuses, or courses
and supporting material for schooling or in-service training. Computers ‘must be pro-
gramme !, but people may not be and, if all is well, educa s cannot be. To leave room for
initiative is to create Yoom for reflection, discussion and co-operation.

. Another consideration of importance at the start is the involvement of parents, educa-
tional authorities, and (in secondary education) the students themselves. Care for the
efficient propagation of information is the minimum required of those directly involved in
innovative actiori. The primary .responsibility for contact with parents and others involved
lies - pragmatically and in principle - with the school itself.

Co-operation between practitioners and professional advisers should start on a volun-
tary basis. From the moment, however, a project starts and appointments have been made, a
definite commitment binds both partners. In the past much energy and goodwill‘has been
lost because the co-operative relattions between agencies of professional support and the
schools involved in innovative activities were set up too casually. Guarantees for the
continuxty of support to the schools are of the greatest importance for the growth of
mutual confidence between teaching staffs (and others 1involved, such as parents and
inspectorate) on the one hand and the innovation experts and consultants on the other.

The Central Issues: Curriculum, Individual Differences and Democratisation

14. Every process of educational change has its starting point and 2xpression in the
school itself. This applies not only to innovative activity arising from co-operation
between schools and professional advisers, but also to educatisnal changes brought about
by a capacity for self- -renewal on the part of the schools thewselves There are thiree
central issues: !

i) The curriculum as a blueprint for the functxoning of a school, a group of schools
or a local school system. The curriculum sStates the aims and contents of the
educational process, it motivates the application of specific teaching me thods
and aids, 1t defines the assessment of pupil performance and/teacher effective-
ness, it contains recommendations for the planning of activities, the internal
school organisation, the grouping of pupils and so on.

ii) The individual differences between pupils as a problem for the school as an

institution, and a challenge for the teachers and professional advisers working
with and for the children. )

1:i) School life and the tendency towards democratisation of teacher-pupil
relationships and of decision- making in the school context, against the background
of changes 1n social life within contemporary western democracies. We shall not
go further into this issue, as it has been treated already by H.J. Jacobs in
Chapter IV.

15. The need for professionc ipport to the schools, both in the construction and periodic
revision of the curriculum and in the individualisation of school education (e.g. non-
grading), 1s becoming increasingly recognised. The extent to which professional aovisers
are called in, however, varies with the nature of the problems involved.

A large number of problems can be solved satisfactorily by the schools themselves,
with jast a little assistance from regional or national centres. This presupposes in many
cages an improvement in communication between the schools and these agencies. This had
beenrpartly a structural problem and partly one of teaching staffs getting used to their
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new potentialitties (end of isolation, increase of wriiign communication, appreciatlon’that

. 4
two heads are often better than one, and so oQ% The primary aim of the contacts and dis-

cussions between the practitioners in the schools and the advising educationalists and
psychologists amounts in many cases to the restoration of confidence, in the problem-solving
function of the schocls by stimulating awareness of theirown capacity for decision-making.
A period of thorough preparation will be necessary before it 1is possible to come to
grips with the really broad issues, such as those concerning the external Structure of
the schucl system and developments on.a national level. Already,'however,xat least two
orerequ1sites seem clear. F1rst the necessity for combined planning of national and
regional institutes, in clcse co-operation with specialised national institutions, on the
basis of active co-operation and real support from central and local government. Secondly,
thege will have to be a team of professional avisers which already has the gonfidence of
the schools and will be available for concrete assistance in the classrooms.

L]

Co-operation, Co-ordination and Control . - a .

16. We have already alluded to the contemﬁorary dependence of the regional and national

N

centres on the support of specialised national institutes and committees and .,on the pro-
ductionus of educational publishers. Co-operation between the centres, institutes and
committees is to an increasing extent regulated via points of co-ordination in the national
and regional centres Lsee paragraph 17, (a) and (bl7. Preliminary contacts with the same
aim in view have also been made with the publishing companies. .

More is, however, needed. Co-ordination is desirable to Iimit diversity in the
development of the schools and their programmes. At the same time, supervision is neces-
sary to avuid particular emphasis on any one aspect. There must be a survey of the
developlents within the schools and the reg1onal centres to enable each of them to compare
their ovn contribution in the process of educational change with developments in the

schools and centres in other regions. -

17.. A few points of contact and structural relat1onships for co-operation have gradually
been oeveloped through the 1initiatave of the centres and other institutes. Such initiative
has not yet been taken, however, i1 the matter of supervision. At a national level, the
following summary of cross-relationships may Le of interest as a supplement to the more
generalised statement with which this ;aper began.

a) The regional ccentres for educational innovation and guidance have joined forces,
the Association of Local and Regional Educational Advice Centres ("Werkverband
van Plaatselijke en Regionale Onderwijsadviescentra - WPRO).

The national pedagogical centres collaborate through the Association for National
Pedagougical Centres (Vereniging Samenwerkende Landelijke Pedagogische Centra =~
VSLPC) .

A great diversity of institutions and associations which are in some vay of
service to schools and/or school children (primary and secondary education) find
an opportunity for guidance and mutual consultation in a nitional council known
as the Landelijke Raad voor Schooladvieswerk - LRS. It caters for institutions
such as the school medical service, mental health organisations, pedagodical
centres, teachers' unicns, bureaux for educational and vocational guidance, ard
the like.

Contdcts between the above co-ordinating centres and institutions and the
Ministry of Education are usually maintained via the Ministry's department of
Research and Planning (Afd. Onderzoek en Planning - OP).

£




3
e) A Foundatioh for Educational Research (Stichting voor- Onderzoek van het
Onderwijs - SvO) has been set up to stimulate research and development in educa~

tion and to finance spe¢ific projects in this field.
£} The close relationship between the Ministry of Education and the Foundation for

) Educa:ional Research (which is already finance¢ directly by the Ministry) is

illustrated by their joint membership of a co-ordinating committee that sub-

sidises official experimental pro]ects on educational change. This is the \

Commissie Onderwijskundige Experimenten - COE.
The National Institute for Test Development (Centraal Instituut voor Toets~

Ontwikkeling - CITO) has already been mentioned (paragraph 2) as one of the

specialised national institutions concerned with the promotion and stimulation of

educational developments. In the present context of creativity 1t is relevant to

recall 1ts recent interest.in the objectives and content of schonol education.

- This Institute also co-operates with schools and the national/regional centres.

h) The M...istry of Educafion has created several committees for gurriculum improve-=
These concern themselves with

ment (Commissies Modernisering Leerplannen - CML)
with refresher courses for teachers

the content of educational innovations,
f final examinations. Some

{mainly secondary education), and’ with the adjustment o
of them provide a modest professional ‘administrative service; the ldest runs a
: specialised institute for the development of the teaching of mathematics
(Instituut voor de Ontwikkeling van het Wiskunde-Onderwijs - 10WO) .
£ Education has also set up an offic¢ial Committce for the .
-ordination of Curriculum Developmeﬁt (Commissie Organisatie
Tnis has recently advised tne Minister in the so-
How far the analysis and recommendations
it is certain, however, that

. i) The Ministry o
- Organisation and Co
Leerplan-Ontwikkeling - COLO).

called COLO Reports for i971 and 1972.

of this committee will be adopted is not yet knownj

' the CommiLtee s initiative in this field, particularly when co-ordinated with the

policy of the Ministry, will have a great influence on the development of education

1n the Netherlands. © -
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VIII. SOME FACTORS'AFFECTING THE CREATIVITY OF
PCRTUGUESE SCHOOLS

by

T Adelino Amarc d. Josta
Bureau of Educational Research and Tlanning
Lisbon, Portugal

1. This treport on problems affec’. G creativity of Portuguese Echools w1ll not be
exhaustive, nqr will it consider ex lusively pedagogxcal aspects. Its aim will be to
qelect those relevant factors that seem to prevent the sp*ead of creativity 1in basic and
secondary(l) schools. Proklems concerning school buildings, learning materials, allocation
of f1nancia1 sesource<, management and the 1internal*hierarchy in tbhe schools will be

s

excluded
No particular emphasis will Le given to aspects strictly related to pedagogy because,

as far ag Portugal is concerned, factors such as the institutional mechanisms for teacher
training and utilisation, the development of innovation, the distribution of powers in the
administration of education and-the functions of counselling and control in the framework

of the school inspectorate are just as important in determining the process of creativity. .

2. Education, when consideredkin itself, appears as an objective in a way independert of
historical circumstances, acting as an lmpelling or guiding force for the educational pro-
cess centred on a person. The national educational system, however, appears as a set of

means situated in the history of some country and at the service of tnat educational pro-

cess. As long as this process ig carried out in Sﬁgool institutions and particularly in ?
those wnich devote most of their efforts to the education of youth, it is to be expected

that the creativity of the school will depend not only on educational obJectxves, but alse

on the structure and functioning of the formal system of education and its c bility of
assxmilat1ng tne vast experience resulting from the extra- curricular activifféz of young | .

students. - . //—D

The Teaching-Learning Process

3. So far as students are concerned the action of educ-tional agents finds immediate R
, expression through the teach1ng le "rning process ~he teachers' mission in school or with

regard to young people does not of course end there, but the teaching-learning process is

certainly one of the most significant indicators of the pedagogical relationship. Brief

notes on this process will help to illustrate how the general problem under consilrration

has been dealt with in Portugal and what the prospects are in the near future. These

notes wili also throw l1gh€ upon the inhibiting factors that have the greatect deggrmininq

influence on the degree of :reativity in Portuguese schools. , -

1} Terminoloyy used in the present Portuguese educaticonal system.

£
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The Centr lised System of Curricula and Syllabuses

4. ' In Portugal the establishment of curricula and syllabusgs for primary (4 years), pro-
paratory (2 years currertly) and secondary (% years currently) levels of educatxgn 1s the
responsibility or the central services(l) of the Ministry of National Education.

.~ These departments work cut the’sets of subjects for each stagé and the content of each
subject and these are then presented to*the Government for approval. 1In line with the
approved syllabuses, different authors submit text-books, manuals and "other such school
books to the “"Junta Nacional da Educacao” (Natiofial Board of Education) for apprec%a;xon.
This 1s done on a competitive pgsis and, 1n mosi cases, the Board approves only gne text-
bock for a given subject and that book 1s subsequently used compulsorily in ;ll schools at
the relevant educational level. In some cases, however, this selaction of a single book
1s not made and each school 1s free to choose the one 1t finds mosé suitable. An excep-
tion - which will probably be <hé&rule 1n the future - is made with regaré to preparatory
education. Here there are no single text-books legqlly;defxned'aé sucﬁ and at present it
1s the General Directorate for Basic Educatidn that approves the books and, together with
the teachers of each educational centre, decides which of them is to be used for each
subject. . - ) '

The currigulum development of each subject as well as the school books - which are
one of the most important wgrkxng tools for the teachers, although they are written for‘
the students - are, therefoze,lgenerally established through a vertical, centraliséd and
rigid process, ASs a.result, léttle freedom 1s left to the thools to adjust the'prop?sed
subjects to the lives -nd experiences c¢f their students and to local and regional 5.
peculiarities, although i1n the case of some subjects, teachers (and sometimes students)
are free to produce thelr own material. However, this does not dispose of the manuals

specially prepa for their guidance nor the rules Jaid down by the inspectorate for ‘.
s
curriculum deve ~.aent. -
. -
The Role of Observation and Guidance . .
5. The activities of observation and educational guidance may be conceived "as a set of

compensatory and formative actions, the aim of which is to promote the maximum efficiency
of the students and their well-balanced adaptation to life, through the discovery, ’
stimulation, guidance and rational utxlisatxoﬁ of their aptitudes and findamental
interests". (2) : « 7
Thus obser: . 1on and educational guidance presuppose a careful examination of every
single student and his socio-familial background. In Portugal such activities are
systematically undertaken only at tae educational level correspondxng to the two years

tion. 1In any case, ‘there 1s no overall strategy involving a collaborative team of

A 2
specialists (e.g. educators, psychologists, social workers) in developing patterns of
school organisation and. teaching method. ’

\. -

The System of Evaluation of Student Achievement

6. Furthermore, the system of evaluation of student achievement in most cases still makes
>
use of the method that gives predominance to the mnemonic capacity of, the students. It 1is

. ~ .
B

T

1! . "Direccac Geral do Ens.no Basico” (General Directovate for Basic Education) {for the

first two levels and "Direccac Geral dc Ensino Secundario" (General Directorate for
Secondary Education) for the third. . . .
2) CASTELO BRANCO, Anilcar, Inf. 13/72, (NEE)IE/C. G.!’AE, 1972. V!
P"f_’) \\
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che;efore diffieudt to reconcile discipline and objectivity with a pedagogical approach
which emphasizes observation, discovery and qrbup-work. Examinations, final or partial,
written or oral, continue to be factors which obstruct the creativity process, as are of
course the shortcomings in the training of teachers and thehnature of school organisaticn.

FUTURE ARRANGEMENTS

E

Main Perspectives of the Teachgpg-Learning Brocess

N

7. Any modification which. is to be made in the approaches discussed above 1n order to
create favourable conditions for the implementation of creativity demands a prior exami-
nation of multiple variables. The approaches described are the result of a complex set of
causes that condition the very nature of the present and future teaching-learring process,
N whicl :annot be coasidered in isolation. The desirable lines of evolution ~f the teaching-

learning process which we think feasible, without a sudden break 1in the traditions of the
. ]

system, are,the following:

- xniroductxon of a degree of freedom that will allow the school to promote the local
adaptation of curriculum devslcpment. This may be achieved by means of greater
flexibility 1in the central establishment of syllabuses. (In the 1972/73 school
‘year, the 3rd unified year of the first s*age of secondary education took effect
on an experimental basis and here some forms of curriculum adaptation at the school

level were in fact included); .
- definition of educational objectives, consistent with the educational system on the

v one hand and with each level of that system on the other. fhe definition of these
objectives would be the starting point for the setting up of curricula and
syllabuses, the foundation of didactic methodology, the guidelines of the teacher
traxﬁxng process and of the forms of pedagogical organisation within the school;

- adoption of organisatxonal schemes for the teachxn learning process that make

. possible (1) individual observation of each student, bv himself and in relation to
his environment; (1i) approprxace gu‘dance procedures;

- 1integration, in the mechanisms of educational guidance and observation, of

* adequate methods for the evaluation of student achirevement or Cbjective control-
of their learning progress. ?
: objeciives to be Reached through the Process of Innovatiog -
. 8. The criterta just enumerated might well guide the renewal of the type of teaching-

learning relations presently existing in Portugal: But they should be complemented, as
has already been mentioned, by a careful reconsideration of ‘several aspects of the whole
~ ,scheme of institutionai, functional and pedagogical reform of education, beginning with a

- definition of the goals of the innovation process.

The frrst.poxn» to be considered concerns the number and quality of the potential
sources that may genexate.xnnovatxon and the possibilities created for the diffusion,
evuPuatxon, applxcag)on or rejection of 1ts results. Presently, there areAﬁewvsourceSAand»-~~4—— [—
possibilhtxés the potentiality <tf-both appears, therefore, as 2 goal which should be -

T ng&q prxorxty §§a 1t wxxl be brie:ly analysed later in this paper. )
L. in the second place, after the conditions required for reaching this goax are estab-
llshed, Lg ‘4111 be necessary to enrure {1) that the process of 1innovation will be pec-
manent(gnd fi1) that a climate of controlled experimentation will develop in accordance
with €Eﬁ esseﬁtxalxy pcrsonal imperatives of educational action and with the discovery of

alfernative arrangements best suited to the ovolution of these conditions:

,
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Main and Immediate Factors to be Considered

9. This formulation, though necessarily abstract, may serve as a guide and a framework
for the examination of scme factorq wnich seem to have a more 1mmediate and particular in-
fluence on the generatxon 0‘ creativity 1in Portuguese schools. It is related to such
institutional mechanisms as the adinristration of education, the position of the school 1n
the social environment, the truining and utilisation of teaching staff, research and

development in the field of education, and the present role of the 1inspectorate.

. 1

THF PRESENT SITUATION AS CONCERNS THE SELECTED FACTORS

A. Institutional Arrangements

A Centralised System of School Administration

10. As we have aiready shown, the system of school administration in Portugal, as in other
countries with an administrative structure inspired by the Napoleoffic tradition, 1s based
on 1 concehtration of power and functions 1n central-departments, Situated in the country's
capital city and directly dependent, even iu matters of current management, upon the
Government.

Menbers of the goveramental team responsiblg for national education maf utilise - as
in effect they do - the juridical 1nstitution of delegation of power, transferring certain
kinds of decisions published yearly in the official gazette {"Diaro do Coverno”) to the
top civil servants, who manage the central servxceé at director-general level or corres-
ponding rank. But the use of delegated powers does not contradict the essentially'cen-
tralised nature-.that characterises tie administration of education’in Portugal.

This same centralisation 1s found in the administration of the various educational
levels. All preparatory and secondary schools depend directly, witﬁout any intermediate
link, from the General Directorates and therefore each of them has to be in touch with
several central departments Simultaneouslyil), receiving orders and instructions from them
according to their area of legal responsibility. The same pattern applies also to primary
schoois, although for these there is a network of bureaucratic departments at the regional
jevel {(school Directorates at the district level) and at local level {school Delegations
at the council level or at school zones level, in mekropolitan areas). These departments
are .rectly subordinate to the "Direccao-Geral do Ensino Basico" {General Directorate for
Basic Education) and have very limited powers.

Some other departments of the central administration nave regional deputies with
special responsibilities. But in spite of the intensive, reform at the central level
carried out 1in Séptember 1971, the administrative system still reflects not only the pat-
tern of Portuguese public administration but also the former situation in which educational
resources were concentrated on pupils at the primary 1evei and the consequent distribution
of schools.

School and Social Life .

....AS 1n other gountries, preparatory and secondary schools in Portugal iend to be
hxerarchxca‘.' Thus.the ddministrative structure described above is reflected 1in the in-

ternal organisation-of the school in whlch the role of’ tﬁe Headmaster 1s paramount. The

1} They are each nevertheless diroctly subordinate ro Lnly one General Dipectoratey
respectively the "Direccao-Geral do Bnsino Basico" (General .Directorate for Basic
Education) and the "Direccao-Geral do Ensino Secu larxo (General Directorate for
Secondary Education). , =

!
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relative permanence of Headmasters in their bositions, a conseguence of a variety of
circumstances, contributes to the hierarchical characteristics of the school. *
Ascociated with this factor, and reflecting again the influence of instatutidnal
mechanisms external to school, we can detect a certain isolation of the school within the
broader context of social life. Thus to the 1solation and individualism which, as a rule,

characteris:z the work of educational agents.as a result of thelr iraining and the pattern
of school organisation, we can add the segregation of the schooi itself within its
1mmediate environment.

Thus there are very few parents' associations, and wherc they exist they have few
recognised rights 1in relation to public educational establishments. And 1f this isolation
exists at the level of organised and systematic relaticnship with the families of students -
an isolation broken only by sporadic and individual contacts - it also appears in the
behaviour of each school in relation to the local community and to other schools 1in the

same area.

The Scheme for Stimulating Innovation

12. The Portuguese teacher 1s traditionally endowed with an "epic".quality which tends to
exalt his spirit of sacrifice, the nobility of his mission so often accomplished ir ad-
verse circumstances, and the difficulties of his work with the young people. The intention
of this exaltation is normally to evoke gratitude or justice. But another purpose is to
call attention to what the teacher needs' if he 1s to accomplish his mission.

In this context problems like salary structure (considered in absolute terms and in
comparison with that of other civil servants), professional career, and access to per-
manent education or retraining processes are at present under review, and it !s generally
expected that improvements in these conditions will bring about ifprovements in the.
teachers' performance. Nevertheless these are . not the only factors of importance in

schemes for the stimulation of innovation.

13. The teacher's professional status is certainly an importaat factor in the context of
innovation. In Portugal, there are different statuses according to the level or branch of
education in which he works, whether in primary school, in preparatory school, in classical
_secondary school or in technical secondary school. -~The conditions necessary to reach the
top professional cakegory at these various levels are defined, after vhich the salary in-
creases depend on the number of working years, on higher qualafications acquired in the
meantime by the teacher, or on merit.(1} The qualifications demanded for the top profes-
siona _egory are those considered necessary'for the full practice of teaching.
.oqgh no material compensation is provided for such cases, the teacher is fre-
guenti, invited, according to the educational level of the centre where he teaches, to put
1nto practice certain innovations established hy the central departments of administration,
namely those resulting froa the approval of new syllabuses or pedagogical methods. To this
end, or in order to update teaching methods, each year the c2ntral administration launches
schemes for improving the professional competences of teachers. The use of educational

technology is limited except for television at the preparatory school level.

The Teacher Training Institutions

14. As noted earlier, the initial training of teachers is a contributory factor to the
present position of creativity in the school. At present, the existing teacher training

' .

1} Exception is made in cases when there is an invitation to £ulfil‘specific functions
such as the Headmaster of an educational establishment, or the methodolcgy of teacher
or assistant lecturer of the probationary training of secondary sgnoo} teachers.

m-) .
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institutjons prepace teachers for primary education, (1} for physical education(2) and for
teaching the mentally handicapped. (3) The Arts Faculty provides courses in Pedagogiéal
Sciences, attendance at which is compulsory for some categories of teacher. Towards the
end 'of 1971, within the framework of the science faculties, a universiéy degree in
Educational Sciences was created and all the students with a bachelor's degree have access
to this. N

If the preparatory and secondary school teachers wish to obtain a definite status they
have to carry out one year's probationary training and pass the appropriate examination.
The number of educational centres where such probationary training could take place was,
until the end of 1971, extremely limited; at the same time the number of teachers with in-
comblete initial training.and, therefore, precarious status was very high. 1In July 1971,
the number of schools equipped to provide this probationary trainlng was increased. The
year's work is carried out under Ehe supervision of specialised staff and demands among

other things the acquisition of both general and specialised teaching skills and a know-
ledge of school management.{4)

‘

15. This brief description gives the idea of the paucity of institutions exisciég until
recently in Portugal for the initial training of teachers, b&t it also indicates the
present rate of change for the better through recourse to special solutions (for instance
probationary training or intensive courses provided in the university to complete the
scientific education of working teachers) or through the schemes for further qualification
-(such as the university degree in Educational Sciences created in the sciences faculties).
In view of the fact that administrative structure and school-environment poundaries provide
an unfavourable context for change, changes resulting from an integrated system of training
(initial, permanent or recurrent) will undoubtedly make an important contribution to the
improvement of the teachers' capacity to handle innovation.

R-& D in the Field of Innovation .

16. But these are not the only institutional factors affecting the creativity of the
schools. In fact, the structure and function of tne educational system itself needs to be
the object® of permanent evaluation. r’I’his can be achieved through research actiQities
oriented towards a systematic and in-depth study of the educational process, of its nature
and of the way 1in which it should develop within specific social co-ordinates, present and
future. Although'there have been a good many investigaticns of ‘an experimental nature,
made without the help of sufficient numbers of specialised staff and without an appropriate
methodology, patticularly in the preparation of new syllabuses, serious applied research
and development in the field of education has, to date, been rare and confined to a few
_institutions only.(5) This in itself reduces the possibilities of broadening the scope
of teacher training and does not. enable the system to adopt properly evaluated imp}ove—
ments. Similar limitations are observable also 16 the social f{elds, which in one way or
.anoth?p have close connections with education. The problem is related to the orientation

1) The Primary Education Teacher Training Schools, which provide 2-year courses and
access to which demands a minimum of 9 years' schooling.

2) The Physical Education Teacher Training Schools and the "Instituto Nacional de
Educacao Fisica" (National Institute for Physical Education) which is a short~cycile
higher education institution.

3) The "Instituto Aurelio da Costa Ferreira”.

4) See "Estagios pPedagogicos” (Pedagogical probationary training), Boletim da Comissao
- .0rientadore, No. 1, 197141972,

5} These are the “Centro de Investigacao Pedagogica” {pedagogical Research Centre) of the
Gulbenkian Foundation, the "Gabinete de Estudos Socias" (Social Studies Centre) of the
Technical University of Lisbon, and the "Gabinete de Estudos e Planeamento da Accao
Educativa® (Bureau of Educational Research and Planning) of the Ministry of Educational

Research.
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of science policy itself. BAs recommended by the OECD tth Conference of the Ministers of
Science (Par:s, October, 1971), priority should be given to the social sciences 1n view of
their generally slow state of progress in comparison with the other fields of scientific
development. '

B. The Role of the Inspectcrate(l)
\

The Organic Structure of the Inspectorate

-

17. Portugal has an inspectorate for private educational establishments and another for
public educational establishments. The latter is differentiated according to educational
level - primary, preparatory and secondary - and again within secondary education it 1s
different for the classical secondary school and the technical secondary school. Leaving
aside the special case of the inspectorate for private teaching, the fundamental problecm
to be considered here is the relationship betweer inspectorate activities and the pedago~
gical responsibilities assigned to the different central departmeats of the educational
administration. In this field we come across different solutions for the different educa-
tional levels or degrees. These different solutions may eventually be explained by the
fact that the legal provisions regarding the inspectorate were issued at different times
and were therefore guided by different notions about its actividies. Inspectors are
erther gathered together, with autonomy (as is the case for preparatory education) or with-
cat it, 1n the General Directorates, or form separate groups whose heads report directly
to the Minister of Education. 1In this latter case, which applies to the in.pection of
classical secondary schools and private teaching, the relations with the corresponding
General Directorate are defined in terms of "collaboration”.

18. Inspectorate activities are normally conducted from the capital city, exceptions be-
1ng the inspection of primary schools (which involves school district directorates and
council delegations) and of preparatory education (which is based on geographicai §Eeas).
The inspectorate for preparatory education was est§blished only recently to cover the
area corresponding {o the old compulsory post-primary level. This re-constitution makes
good some of the deficiencies of the previous system.

The Activities of the Inspectorate

19. One of the greatest problems of the present inspectorate is to strike the right balance
between giving guidance, administration and disciplinary supervision. The predominantly
repressive nature of control and supervision activitie$ is incompatible with the approach
required when guidance 1s being given. Indeed, tke reserve and even mistrust with-which
the control function is regarded actually impairs the efficacy of pedagogical guidance
which, after all, spould be the most important activity of the inspectorate.

Nevertheless, it is not always easy for a single individual on the inspectorate staff
to fulfil both functions efficiently. It is also relevant that the disciplinary activi-
ties, being more strictly regulaéed, more pressing and yet slower-moving, take more of his
time than pedagogical guidarce. To overcome these disadvantages, at least ;t preparatory
education level, distinction is made between the two activities and scme inspectors have
been assigned chiefly to duties of a disciplinary nature.

Additionally, there is a disparity between the functions ascribed to the inspectorate
and the number of inspectors actually available to carry them out. This contributes to the

1) A more detailed description of organisation of school inspection in Portugal can be
found 1n "Notas sobre a situacao da inspeccao do ensino na Metropole" (Notes on the
situation of school inspection in me -opolitan territory) by SILVEIRA, Luis L.,
IE/B/72.1, GEPAE, Lisbon, June 1972. N
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limited development of pedagogical guidance activities, which, with some emphasis, is
legally assigned to the inspectors and from which so much could be expected 1n the way of
strengthening the schools' capacity to deal with innovation.

The career and Recruitment of Inspectors

20. The minimum requirement for entry to the inspector category is to have been a teacher
at the relevant educational level. Only in relation to the guidance functions do inspec-
tors of primary education need to have previously attended special courses. Appointment
of i1nspectors 1s generally by ministerial choice. This syste& is detrimental to the
creation of a career structure in the service because 1t does not allow for any legitimate
and reliable expectations of promotion to the teachers most qualified for thé position of
inspector.

Normally 1inspectors remain in their appointments for periods of three years, which
may be renewed indefinitely. This system has the disadvantage of insecurity because, 1 f
the three years' tenure 1s not renewed, the inspector returas to his former position of
teacher. Such i1nsecurity may adversely affect the ihdependence necessary for carrying out
the inspector's job. On the other hand, the system in force has consequences which do not
correspond with the purpose for which it was established. Thus, most of the inspectors
remain in their appointments for successive periods and in this way their situation becomes
permanent in as much as the remuneration for the inspection functions consists of’ a monthly
gratuity added to the teacher's s& ary. However, this gratuity will only be paid in full
1f the inspectors perform a mimimum £ 15 days’ externa} service each month.

in many respects, this system w ' uncergc major changes as a result of the reform of
the central structures of the Portugue e Ministry of Education which took effect in
September 1971. )

s

- v

s
A

FUTURE ARRANGEMENTS AS THEY CONCERN THE SELECTED FACTURS

A. The New Structures

The Administration of Education

21. It will not be easy to inxtxate; nor even to contemplate with a minimum degree of
reality, a system of administration of education in Portugal radically different from the
one that 1s presently in force. It 1s however possible to make the existing pattern work,
within the respective legal framework but in a rather different manner, if its full
potentiality 1s explored to 1its very limits or 1ts most promising lines are developed to
their full extent.

Inifact, bearing 1in mind contemporary trends in public%&dminxstration based on a
strong executive power, we find that thé adaptation of that principle to the Portuguese
case has been'characté;ised by a certain opening of "boundaries between the political and

‘the executive and be:ween the admimistrative and the executive. However, there seem toO be

traditional and sociological factors that militate against the possibility of a radical’
separation between the two types of executivé power or the adoption of a high degree of
functional and territorial autonomy, as 1in the case, for instance, in some Anglo-Saxon
countries. .

This being so, some possible ways of improving the administration of education seem
to be: re-shaping 1ts central structures in accordance with the principles of horizontal
functioning; (1) the progressive w%thdrawal of the overload of current management matters

1) Recent examples of this kind of “change are the reforms carried out in the French and
Spanish Ministries of Education and later in the Portuguese Ministry of National

Education. YL

.
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that presently encumburs the work of the governmental team for national education: and

finally the territorial decentralisation of power with regard to speci1fic 1ssues to the
regional level. On the other hand, and as a guideline for administrative action, it is
important that there should be a distinct improvement 1in communication between the centre
and the local and regional school authorities and, even, communities at large. Keeping
the latter informed 1is necessary SO that the improvement in schools may be assisted by
participation from outside their walls.

22. As .mentioned earlier, the reform of September 1971 in the central structure of the,
Portuguese Ministry of National Education tried to take these criteria into account or at
least to open ways that might make possible an evolution in that direction.

The law, by replacing a purely vertical structure with a horizontal ogganxsation of
services, has introduced a change of a limited nature; but it stresses the fact that it
had been possible "to take a major step forward Ly separating the scientific, pedagogical

- and disciplinary problems of education - which have been handed over to the general-

directorates of education - from the technical aspects of staff, installations and edquip-
ment and administrative and financial management, which are to be dealt with by a géneral-
%i}ectorate of school administration". (1)

On the other hand, the same law admits that "education cannot fail to keep pace with
the efforts that are being made to regionalise the territory of Portugal in Europe. Apart
from the administrative advantages and improvement of management arising from rational geo-
graphical decentralisation, educational work should fully share in regional development
through responsible, appropriate bodies".{(2) To attain such a goal the same law states
“that as regards the brganisation and functions of the educational system, Portugal will
be divided 1nto areas based on educational needs“, and that in each of these areas "organs
and external departments of the various general-directorates necessary w:ll be set up as
needs indicate".(3)

23. Thus the administrative regionalisaticn of Portuguese education will be a long pro-
cess as, in a sense, it goes against tradition. Nevertheless, a great deal is expectel
from the role to be played by the regional administrative structures in their communica-
tion with the schools and local communities and in their articulation with the institutions
of teacher training and with the schemes of pedagogical inspection and guidance.

Teacher Training

24. Wwithin the framework of the new plan for Portuguese education published in January
197t the future of teacher training raises some voints for discussionl For instance,
primary and pre-primary teacher training in the new proposals relate to tke level of the
last stage of secondary education, although in the meantime there has been a growing hope
that the respective courses will be of three years(4) instead of two, as they are at pres-
ent, and that the number of school years necessary for access to those courses in future
will be 10 instead of 9. It is maintained, however, and this is acceptable as a principle,
that those courses should be raised to the pcst-secondary level as "a better solution to
secure qualifications for the new type of teacher§ required to reorganise and modernise

the corresponding schools". -~ =

1) See "Le1 Organica do Ministerio da Educacac Nacional" (Organic Law of the Ministry of
National Education). Lishon, Impresa Nacional, 1971, nage 15. s\\\ [}

2) 1Ibid., page 12.
3) 1bid., pa as 20 and 21.

4) "Sugestoes para una reforma das escolas do magisterio” (Suggestions 56?>the reform of
teacher training schools), IE/A/72.1, GEPAE, June 1972.
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Praétical reasons and the need for a great number of teaéhers(l) for the next 4 years
within compulsory education {which will be of 8 years as from 1974/1975) may have contri-
buted- to postponement of the deciwmaon to provide post-secondary training at this level:
but the difficulties could be solved, perhaps more realistically, by the adoption of a new
status for basic and secondary education teachers. If the latter were paid on the basis
of academic and professional qhaleicatxons, and not on the level of the s$chool vhere they
teach, as happens at present, the primary teachers might be stimulated to obtain higher
qualifications which would command better salaries without their having to stop working
at their present level of educ *“1on. In this way 1t would be possible progressively to
refresh the prarary teaching s.aff.

25. This proposal 1s of the greatest importance because it would have far-reaching con-
sequences. All basic and secondary educational agents would be encouraged thereby.to
obtain degrees or academic qualifications or to devote themselves to more rewarding re-
search and development work. teaching career outlined according to this pattern might
eventually become a powerful inshrument for developing the capacity of the teachers them-
selves to deal with creativity and innovation, despité the practical difficuities of 1ts
implementation. (2)

The principal institutions for teacher training provided for in the projected
Portuguese educational system are the Higher Teacher Training polleges. Their purpose will
be to “train students to be teachers in the first stage of secondary schools", (3) which,
according to the proposals under considératlon, will correspond to the 4 years of post-
primary compulsory education, and will ﬁBVe, just as universities, the Power to confer the
bachelor's degree. The Eigher Teacher Training Colleges will most probably be the future
teacher training schools for all the basic education teaching staff and may thus have an
important role in’ the framework of regional edycational activitles.

26. There are many ideas(4) ‘about the role to b playeé py these Higher Teacher Training
Colleges. Besides being oriented towards the initial training of teachers, they are also
expected to implement the results of applied researéh and development, to co-operate 1n
the retraining and permanent education of teachers, to co-operate in the pedagogical
guidance of the schools in their own geographical areas, to be receptive to the local
educational and cultural necessities and fina * to assist the regional bodies” in the
administration of education. It has even been tated that these departments "together
with the pedagogical complexes formed by the various Hiqher'Teacher Training Colleges may,
1n future, be the leading centres, facilitating the adoption of a new, decentralised and
more humane Portuguese educational system".(5) In this way they would assume a fundamental
importance in Portugv2se educational development in the present decade.

Meanwhile, in each university, Institutes of Education will be set up, where those

who have already obtained a bachelor's degree in university or non-university courses may

~e

1) At present compulsory education in Portugbl is of 6 years. See "provisao do Pessoal
docente parqéi sistema escolar portugues" (Estimates of teaching-staff for the
Portuguese sC %ol system), IV P.F. 9. ~GEPEA, May 1972.

2) See "Matrizes do pessoal docente dos ensinos basico e secundario" (Matrices of basic
-and secondary t;?phing staff), ER/C/72.1, GEPAE, September, 1972.

3) See "Projecto d¢ sistema escular" (Projected educational system) Lisbon, Ministry of

National Education, January 1971, page 11l.

4) - See "Sugestoes para um projecto de criacao das Escolas Normais Superiores™ (Sugges-—
tions for a project concerning the establishment of Higher Teacher Training Colleges),
1IE/A/72.2, GEPAE, July 1972. ., .

5) Sée "O IV Plano de Fomento (1974/79): principais objectivos da politica de
valocizacao dos recursos humanos" (The IV Development Plan (1974/79): 1its main pur-
poses to perform the revaluation of thuman resources policy), IV P.F.1., GEPAE,
November 1971, page 30. )

. - ] ..




Aruitoxt provided by Eic:

’

obtain a higher degree which will entitle them to teach their subjects in secondary schools
without any further training. These Institutes of Education will work closely w1§h the
National Institute of Pedagogy which is alko to be set up and will probably be a centre

for research in®the educational sciences.

27. The Higher Teacher Training Collegyes as well as the Institutes of Education will thus
be that part of the structure of higher education conceived as being "an interrelated
system of institutions which, while pursuing very different and specific ;ims will, .how-
ever, adjust to one another through appropriate functional relationships". (1)

The existence of efficient structures for the initial training of teachers will be
no means be sufficient to guarantee the type of teacher required by a "creative" con-
ception of education. Just as important, surely, will be the mechanisms of retraining,
guidance and permanent assistance, as well as an adequatg‘policy for employing those
teachers 1in a career of a new pattern. It will also be necessary that the whole scheme
whenever pdssible shoulé@ have a markedly regional characteri This would be achieved
thrcugh the progressive dissemination of Higher Teacher Training Colleges and more local

centres of assistance for teachers.

The Development of Research

28. It is hoped that in time a new process of Research é;d Development in the field oS
education will develop. On account of their university location, the'&nstitutes of
Education together with the National Institute of Pedagogy will naturélly form privileged
centres of fundamental and applied research and thus help to strengthén the innovation-.
generating sources. Five of them will be set up on ‘an experimental basis during the
1972-73 school year. . f

But the main problem is not the number and quality of researgh ¢entres. Research.
should be a preoccupation running generally through the whole educational system. Clas-
sical problems of science policy, like the existence of a “critical mass" in research
teams, the selection of subjects and projects that should be given priority according tb'
observed needs, participation in a climate of cornfrontation, dialogue and international
exchanges in this field, seem to be some of the indispensable éondftions if these R & D
activities in the field of eduqation are to be productive. It is équally important to
give effective distribution to the research results and to ensure tha; the research aeg
development activities of the Higher Teacher Training Colleges maKe a lasting impression
on the teachers trained and assisted by them. ' <

| y
Finally, we must not lose sight of the fact that R & D in‘the field of education

should be a part of a broader social sciences reseaxrch programmeﬁ#hat ¢an be expected to

provide much fundamental data of relevance to the strictly educa

o

ional research. - .

B. A Possible Pattern for the Inspectorate within the New Struckture

29. From what has been said already, 1t will not be difficult tq\imagfne what shape the
1inspectorate should take in relation to the new structures of eéudation and of teacher
training. ; N

As far as its organic structure is concerned, the new centkal organisation of the
Ministry of National Education requires that the funciions of inspection and pedagogical
guidance of public schools be incorporated in the General Directorates responsible for
those schools; as to the private schools, these functions will be carried out by the sSame
departments but in collaboration with the General Inspectorate of Private Education, which

1) See "Linhas gerais da reforma do Ensino Superior” (Guidelines of the reform of higher
education), Ministry of National Education, January 1971, page 6.
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continues to have autonomy and some, although fewer, specific functions. However, the way
in which the inspectors will carry out their funct:ions within the framework of each General
Directorate 1s still to wve defined. 1In this connection 1t should be stressed that 1f,such
incorporation “"may be helpful to secure the desired unity of action in each of those
departments, through the interrelation between the executive and management tasks and those
of inspection and supervision®", it may, on the other hand, "hinder the indispensable
independence of the inspection services which will not easily tend to discuss the faults

of the administration to which they belong”

30. There are two ways in which this difficulty may be circumvented., First, in the re-
form of the Ministry of Education a body of inspectors in the National Board of Education
was set up with re'sponsibilities for, inter alia, “far~reaching and delicate functions"

This body could act, if necessary, &s a court of sgcond instance for inspectorate affairs.

The second way is for the 1inspection services of the Genéral Directorates to create new
departments with their own authority and structure.

Finally, a third solution cou}% be found for the difficulty if,'besides putting a
greater stress on their functions of pedugogical guidance, soée inspectors were directly
attached to the regional éepartments of the administration of education and worked in
collaboration with the teacher training centres, that is the new Higher Teacher Training
Colleges.

. «As to the duties of the inspectorate, it 1s important to note that the function of
administrative and financial supervision was, Ly the above-mentioned reform, entrusted to
a new CGeneral Directorate of School Administration. This gave the inspectors some relief
from activities for which they had nct been fully prepared. But when the educational
General Directorates were given the functions of pedagogical guidance and inspection as
well as of disciplinary actdion, it was not made clear whether "these functions will con-
tinue as a responsibility of the inspection services"”. If they will, it might be appro-
géiate to allocate the functions of guidance and those of a disciplinary nature to
different 1individuals.

31. Lastly, with regard to the recruitment of inspectors and their career, it is necessary
to dignify the profession and to train its members, particularly in the pedagogical field,
in order to ensure an appropriate relationship between the inspectors and the teachers.
This would not only render the inspector's career more attractive, but it would qualify
thcse who wish te leave-it £nr a career in teaching.

This might eventually open the way for a more efficient guidance-inspector career. He
would be entrusted with greater powers for pedagogical intervention, making it possible for
him to become an effective agent for the dissemination of innovative projects. It would
connect him more directly with the regional life and administration and with the teacher
traxning institutions without, hOwever,.hampering his independence, and it would progres-
sively relieve him of disciplinary functions. The replacement of the rupervisor-inspector
by the guidance—inspector may not exclude the existence of disciplinary_ and administrative
and finanéiaq supervisors, but it would certainly ,help to reshape the personality of the
inspector, “‘making him an important factor of evaluation, control and stimuiation of the
educational process in each school. < . -

And taken togethexr with the other measures suggested "by this means too it would be
possiblt to advance gradually towards the flexible* functioning of the articulatnd network
of structures and agents, which are the fundamehtal factors of creativity in the

’

Portuguese schobls. . , -
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IX. INSTRUMENTS FOR THE PROMOTION OF CREATIVITY IN -
- SCHOOLS IN THE FEDERAL REPUBLIC OF GERMANY

by

~
Hans Georg Rommel
Educational Planning Unit, Federal Ministry of

Education and Science, Bonn, Germany

v

- 1. The purposg, of thas Ppaper is to survey the 1nslruments.apd meéthods of educational
planning ava. lable in thé Federal Republic of Germany for the.promotion and stimulation of
"“reat1v1ty within the school. " . -

The basic structures of responsxbxllty in t/e scheel system are set by twe “factors:

. - The federatlistic system. Responsibilitéh

for the school system lies wxsh'theiin:
dividual states (eleven Linder); they, regulate standards, organisation, cur{icula
etc. -“The teachers are civil servan;s of the Land. The communities bear part ®of
" the cost of building and non-teaching staff, the proportion of state aid differing
as 'between "the Lidnder. // . ‘

- The state school system. Schoo;s are, as a rule, public ingtitutions, wi&hvteacn-
er qualification-requirements, subjecté,to be taught, examinasﬁons and

R qualifications, maximum cost of. equipment, number of pupils per form and such like
being subject to uniform state régulatiops: ,Additionally there are' some private
schools and mogt of these conform to the same regulations with réspect to el
official appioval and state aid. ."Model Scheols" and "Experimental Groups" ing )
creasingly deviate from the standards set, state approval béiqg_givenlin each -
individual case. On the pedagogical sfée, however, the individual teacher has
considerable freedom of choice in matters of turriculum, materials, methods and
'asse§sment provided this is exercised wiihin the statutory "subject mat.2r.guide-
lines" and the set number of pefio@s per suhject.f( . o ’

2. . In the field of educational planning and reseafch (understood to include innovation

experiments and evaluation), the Lander may call for col0peration and suppért from the.
. Federal Government (Bund). . 4

. i .
In addition to the Lander administrations and the varicus planning agencies or in-
. struments set up to further the purpose of any 1nd1v1dua1 Land, there are varAJus bodies

for planning, and co- ord1nat10n on the ndtional scale, namely: "
- The "Deutscher Bildungsrat" @Educat1¢n Council, BR}, an independent national
advisory body for Bund and Lander: .

- fThe "Stindige Konferenz der Kultusminiséer der.LEnéer" {Permanent Conference of the
L Land Ministers of “Education and-Cultural Affairs: KMK), the main instrument for )
. ensuring  national coherence tﬁroughvgnter-LEnder co-ordination; *
- The "Bgnd-L&nder-Kdﬁmission fur Bildungsplanung” (Bund-Lander Commission for
> Educational Planning; BLK), a body combining thquin1sters responsible for matters
of education at both levels. This was/set up id 1970 to intensify co-ordinated
educational rgﬁorm, its'mafh assignment being‘go)?raft a aeveloﬁmenF plan Eor
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education up to 1985 {(including cost and financing) for presentation to the heads
of governments (Federal €hancellor and gl Prime Ministers) for approval.

-
.

<9 '
Infrastructure for Innovation and Creativity

3. The following may'nge some ‘ndication of the main functions of these bodies as they
concérn' the "creativity of the school”:

a) The BR gathers top level independent expertise on education - which is bound to
include educational policy thinking ~ and presents it in the form of recommenda-
tions on overall structural and organisational deve.opment. In Years past these
recommendations have proved to be the main starting point for reform programmes
and projects. At present the issues, of "democratisation" (in the sense of par-
ticipation ‘of different groups\gn decision-making) and “creativity in the learn-

] ing process" are at the centre of the BR's deliberations

b) The BLK‘;IIES to assess these ‘proposals, together with possible alternatives, from

¢ the point of view of administrative and poljcy responsibility, feasibility and .
N financing, and translates what has been accepted ihto measures, gquantities, and N
time-tables. It seems that the BR advisers favour\the idea of basing reform ;\)
strongly on the teachers and the individual school, whereas the planning and
administration experts of the ministries in the BLK and its committees are &Ore

inclined to give central administration the larger share of 1n5tiative. .

¢) Co-ordination of administrative-measures concerning school ordanisation, curricula,

examination requirements etc. is mainly carried out in the KMK. The individual
. o ander have increaSLnglx set up experiments and curriculum devekopment pro)ects,
Being stimulated by general public demand for reform, BR recommendations and the »
new discussion of reform programmes in the BLK with the added a traction of ’
financial support from the Bund. Some Linder have repéﬁzf; put forward draft Lills
that are intended”to ensure greater participation of Fommunity,‘iarents, pupils N

and teachers in educational.policy. . . ' /}'
d)#4 Additionally, there ‘is considerable activxty by some community councils and . *
administrations in the field of, innovation experiments.

e) Several years ago the initiative of individuals or groups of citizens led to the

-

establishment of special experinental schools, in tbe meantime such initiatives

. ) focus their activities rathef’on P rticular issues of ‘the general system (e.g. N
N f "smalletr classes for the smallesttpupilst"). -
4. Generally speaking, it seems that the "creativit issue today is being pursued by the

“professiona;s - planners, scientists, teachers, dminierators - rather than by the
public It is viewed’ within the context of general aims of reform, such as: secondary
educahion for a11 co-ordination*and combination of the so-called %general" and "voca-

. . t;onai" curricula 1in upper secgndary and vocational education; expansion and imprcvement
. of pre-school education; how to*achieve reform of structures and curricula; What is the
role of scientific research institutes’J How are the programmes and projects to be . ,

organised and administered - centrally from the administration, or with a gréat deal of *

~ local autonomy? * . St - L. T,
ot These problems and questions are reflected in the work of theahLK°comm1ttee for *

- Innuvation and its activity in the promotion,and co-o ordination of innovhtion experiments. .

Theze ewperiments gover the full range qf reform issues,  from pre-schoql education and |

integration of the handicapped to courses leading to a combined vccational and pniversity

entrancCe qualificatxon, f rom socialisation questions to new method, of achievement control

or the use of educational technoldgy in ‘self-st&dy programmes. In the desxéh and the
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execution of the projects, scxentists,'teacﬁers, planners, government and community
administrators are involved. Whereas activities that were understoou to carry the threat
of 3eopardxsing.Lander autonomy (such as the establishment of a national institute %o Co~
o;dxnate and administer curriculum development) failed on the grounds of the constitutional
policy issues involved, the programme for inno.ation experiments has expanded considerably
and has contributed to ncreasing as well as structuring innovation activities.

.

* Educational Experiments and Innovation
5. The basic structure of the erperimental system is as follows: -
In Ma Bund and Lander signed an agreement on the joint linancing and co-

ordination >r educational experlments. The BLK charged its Innovation Committee (IC) with
working out the details, reviewiny the prol .s submitted for support by the authorities
(1.e. in most cases one of the Linder) and making a recommendation as to federal support
which, as a rule, amounts to 50 per cent of the special cost ("xnnovatibe plus") of the
experiment or model. In the IC, the Bund has 11 votes, each of the 11 Linder has one. In
matters of individual project applications, however, the final vote 1s usually unanimous.
Formally, the decision of the IC is not bii.ding for- the Burd, wut de facto the Federal

Ministry for Education and ! ~ace h . always accepted tle decisions, for 1t carries the
Bund votes, has the funds purpose 1in its budget, sarticipates in the discussions
and voting procedure and n ases his by indication of interest stimulated certain of
the project applications. next year 1t is expected that review of the applications

on the Bund side from the point of view of budgetar; regulations will be completed before
discussion in the IC, so that approval there - which can only come about with the 1! Bund
votes - -wili also be formally binding in principle as well as in amount.

6. A special Working Group for Innovation‘dels (WG-IM) was set up by the IC to pre-

N screen the applications and, more important, to define certain areas or issues of special
interest for experimen%s. The main basis for that definition was furnished by the so-
calléd "Interim Report on the Development Plan for Educatic.” of the BLK. This report
contains the basic structural aims (together with thc¢ ensuing quantifications and financial

,, demands until 1985) on which agreemént had been reached, e.g. expansion of pre-schoo
eaucation for the five-year-old: secondary education ("scientifically oriented basic
education”) for all members of the 10 - 15 age group: closer co-ordination and interlinking
between the so-far separate systems of general and vocational education for the 16 - 18/19
age group 1in organisation -.Jd curricula. Many questicns of operationalising these aims,
and also some basic issur;, .owever, were left open - for example, "pre-school for th~
5~ year-bld” as part of Kindergarten or as first year of & new, two year "introductory
stage" of primary school? "Secondary ecducation for all" for the' 10 - 15 age group in
comprehensive schools or through a set of changes within Lthe three-Lier system?. Model
_experiments, then, were to serve further clarification. Some of the issues to which
answers are sought in such experiments are:

- Kindergarten versus 2-year "introductory stage" at primary school for 5- and 6-year-
olds; .

- < mprehensive schools for the 10 - 16 .age group:

- various types of "comprehensive junior college" for the 16 - 18/19 age group
{ceneral cum-vocational);

- integration of the handicapptdﬁxnto general scnools:;

- reform of vocational education and training by restructuring organisation and
curricula {(basic training for a larger "vocational field" first, followed by

increasing specialisation).
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7. These examples show an lnﬁe}est 1n organisational concepts or general prindiples
rather than concrete problems of curricula or content. In a federal system they must, of
‘course, leave rocm %or different kinds of imj ementation because the basic responsibility
for education rests with tne individual Linder. What complicates things further is dif-
fegences of opinicn and 1nterest 1n educational policy between the Bund and the Lander
and, 1n other cases, differences between the policy views of governments supported by the
social democratic and the liberal democratic parties (Bund and six Lander) on the cne hand
and those of goverrments supported By the Christian Democratic party (five Linder) on the
other. Nevertheless, ?o-operation and discussion of project areas and individual projects
have led to a large area of common ground, including basic criteria for teéchnical details,
,uestions of content and priorities ameong the experts wﬂo - as members of their respective
minlSﬁfies where they are in charge of the execution themselves - sit on the working gronp
and in the committee. As a rule, they all have a firm background of perscnal experience
in teaching as well as planning and administration. ’

8. Each experiment 1s to be accompanied by an evaluation proiect, preferably to be car-
ried out by s ientists and teachers in co-operation. Assessmen. of these projects for the
iCc was at first assigned to a special working group that consisted mainly of educational
scientists nominated by the ministries. pPractical questions of co-ordination as well as,

probably, basic differences of outlook between the "scientific interest" and the "educa-
tional policy and innovation interest” led to a change, and now evaluation projects are
discussed by the first working group as well, together with the experimental project that
is to be evaluated, scientific expertise being called 1n on an ad hoc basis. It should be
kept i1n mind, however, that this 1S a procedure oi reviewing projects for the purpose of
recommending them for federal support. Before the project - experiment Or evaluation -
comes up for review, it is worked out on the Land level, all Linder naving already
developed a system to ensure scientific expertise in working out and executing experimental
¢ and evaluation projects.

The latent conflict - typical of all policy planning processes within parliamentary
systems - between exrrts and administrators on the one hand and representatives of par-
liamentary respons® lity on the other, has led in some Lirder te the situation that
federal co-financing for each individual project must be approved by the Prime Minister's
of fice and/or a parliamentary comrrittee.

Experimental Groups, 1astead of Individual Pilot Schools

9. The authority of the Linder in educational matters 1s thus acknowledged and main-
tained. On the other hand, there is a gereral interest - shared by the governments as
well as educational reformers such as those gathered in the "Deutscher Bilduagsrat"
(National Advisory Council on Education; BR) ~ 1in ensuring overall reform on the basis of
nation-wide comparable expariments. The BR~proposals for a large seriec of experiments
with comprebensive schools and with full-day schools (at least 40 each) foresaw somewhat
autonomous individual institutions operating within a rather wide and flexible f ramewnrk
of regulations for organisation and curricula. The schools that were started under the
programme in }968/69 have in fact maintained a good deal of this philosphy and self-
interprctatxont As a matter of facy, 1t is more compatible than often thought with the <
alleged "authoritarian" structure of the traditional German school system, since the so-
called "framework regulations" for curricula are so vague as to leave the school, or
rather the teacher, a wide field for individual implementation; furthermore, the tradi-
tional public administration staff limited 1tself tc the more formal aspec.3 of

supervision.
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10. Thg hopes that these isolated, rather autonomdus schools would develop into master
patterns for copy were unfulfilled, however, and the same goes for the hopes' that neuw.
institutes would soon provide the mater:ial for d thorough reform of currlcula Tramendous
energy was invested 1n the production of smaller curr1culum units, but development was =
largely 1solated; often without full knowledge of recent developme 1S 1n learning r.sychol-
v,Y. and curriculum research. In some cases, the "pilot" aspect of tb ‘qdel schools madz
them focal points of sonxal policy 1ssues and thus the object of gen. political con-
troversy or cf conflict between administration and teachers. Succe$sful developments and

4 experlences remained without influence beyond the 1individual institution, sxnce thore was
no developed system for dissemination. Whereas these schools aimed at a complete struc-
tural reform (malnly comprehensive education), another set of experiments was started by
some Linder to try out certain individual aspects of reform in a group of e§1stmn§
1nstitutions, without a complete chanée of structure and gontent (e.g. the Mainz model for
upper secondary general education). From the Hessen experience in curriculum development
1t ceems that one way to assure regional co-operatron 1n curraculum development - rather
than “"grass~root" work at each experimental school - is not to make funds for that purpose
available to the ipdividual school but to regional groups.

11. The main point of the above remarks is that, on the basis of these experiences, the
Linder admin: .trations cend increasingly’ to move away frem the individual-pilot school :
concépt to that of a regionally cc-ordinated "experimental group". It is hopéd that this
will allow for a more economic strategy of financing and for a quicker dissemination of _

innovation through the system as a whole._ Special attention 1s given to ensuring & greater

participation of teacters, stulents ‘and parents in this scheme. .

12. The regional systenms tnat are now developing differ i1n a number of details, and some
of these differences may again be due to the interplay of interests and educational policy
principles of the social groups concerned and of government and administration, t is

. diff;cult to say, 1n any case, which system would be best to yield more "creativity of the
school” 1n a complex interplay between political climate, administration, community, teach-
ers, pupl.s, parents and scientists. The Federal Republic seems tO be at present at a
stage where two basic lines of thought and experience in other countries are xmportant 5
factors: fxrst, the Swedish 1dea of innovation in blocks or comprehensive units, under a
s¥rong centralxsed administration and with curriculum develOpment organ1sed in stages
(frame set by poli y authorities; detailed curricular guidelines worked out by school
administration, scientists, and .each.:s; material worked out by publishers). Secondly,
crxperience from the United States that complete "package" curricula "handed down" to the
teacher, be they ever so good, will be ineffective with regard to innovation and

motivatién.

Emphasis on Regional Structures oo T

13. 1In the Federal Republic, any kind of innovation entre ‘independent Of the 4dministra=
tion would be unlikely to succeed. The real question then, 1is how "block development" a 2
curriculum constru:tion should be set in the network of responsxbilitiég and 1nterests.
The following are some of the opurating proé;dures employed at.present: .
- the regional system 15 run,and co-ordinated by the administration through a \»‘V
,special i1nstitute thac 1s integrated into the administration (3ayern, géztre for
Educational Research, under Education Ministry);

xr ’ -

- control of the regignal system 1s by elected representatives of the participatlng
teaching staff (new BR draft proposal for large-scale model kindergarten and pre-

school education programme);

2 .
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-~ administration co-ordinates and operates the system through appointed development

groups of teachers (with a smaller nu\leus n cnarge of each group), without an

1nterim agent such as a dependent researcb Anstitute (Hessen, comprehensive
- .
schools); 5

- administration staff gives general guldan%é and 1nitiative, tcachers participating
in experiments have ~ certain share %Dfdeéelopment and control (Nordrhein-
Westfalen, new co-opuration model for comprehensive sch. .l deve sopment) ;
- admxnxstration gives schools participating a wide remit of autonci.y in.the develor -
:, ment and choice of curricula in a first phase, hoping in a second phasé to ensure
selection and transfer of results through a system for centralised evaluation and
dissemination (Baden-Wirttemberg “pilot* schools; Niedersachsen at present, though
. . about to be revised): ,
- admfnlstration appoints mixed groups oE'scientlsts and teachers for curriculum
developmentf these curricula are then adopted and integrated in the schools

through "self-experience teams” of teachers (Hessen).

14. In sone Lénde; these procedures are used in different combinations. Thz follow: 71,
however, may be said to apply te all the systems at present in use in the Federal Repu ic.
- One no longer expects complete, comprehensive curricula developed by research

institutes as a short- 5r even medium-term s ution. This seems to correspond with the

*
.

international fate of the idea of the teacner-proof curriculum ;nd to favour a system of
"aids for choice and xndxvldual structuring" - the scier-es being a possible ekceptlon.

- Independent of, but if parallel w1th,\?he regional development projects, the
issue of new structures for participation in the individual school is gaining impertance.
For several years there has been a gcneraL trend towards greater contact and co~operation
between Leachers, parents and pupils - not only in general school life, but in teaching
subject-matier also. In several Landex the staff of the school have received consider-
able rights and poyers 1n relation to the Director, who 1s the traditional administrative

head and supervisor {all teachers are, as a rule, civil servants). In some cases of model
» schools the experlment includes replacing the Dl;ector by a team,” though only in two
instances has the personal responsibility of a Director been absorbed into the full col-
vlective responsibilitv of a team. One Land, Niedersachsen, has specifically authorised
model schools to work out a constitution of their own, which may allow for.greater co-
determination of the staff and even replace the Director, tradxtionally apptinted for 1ife,”
by a Head elected for a limited tenure only. ' In three Lander, draft bills are being dis—
cussed in parliament which foresee a role for parents and pupils as well as for teachers
in determining the' school s policy. It must be said, thouqh, that larger co-responsibility
of pupils has not resulted so far in markedly more intensive partxcipation by the pupils.

Some crltlcs-attrlbute this to a lack of substance for co-determination, particularly with
regard to the school budget, which 1s laid down annuallv, 1in great detail and with cor- .
respondingly little flexlbility, by the state or communfty administration.- The reasons
seem to .be more complex, however. ' . a . . '
- All regional s§stems are in one way or another linked with .the central planning .
(and administrative) authority of the Land. "Local school administration, on the other’
. ' hand, -is not always brought into the system with the same consistency: ’
- Particular emphasis®is Jlaid upon the intensification of further training for teach=-
ers. The main Sy~tem used at présent 1s the traditional one of special several-day
. courses. -
‘:, "7 - For the special issue of innovation, curriculum development and structural changes,
.
/ it has become general practice to appoint special "moderators”. These have no formal
|
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-function iu, further training, but they organise the flow of information and documentation,

and they often hold key positions in regional groups for curriculum development. -

- In the regional systems, both fram%work -curriculua and units worked cut 1in detail
are being developed and tried out, usually by mixed groups of scientists and teachers at
model schools.

- Everywhere an urgent need is felt for a system of documentation and information
within each Land as well as at national level. However, steps tc¢ translate this need into
reality have so far been quite modest.

- The relatioﬁ%hip between regional systems an cientific i1nstitutes 1s as yet un-
certain. Where these institutes ave part of or dirg¥tly dependent on the admxnistration,
they are usually charged with evaluation. In one ase, a special project group has been »
ser up at a university which also develops. the foundations for curricula. In general,
however, the main link that ensures the application of recent research results in experi-
mental projects is provided by the scientists' and the Younger teachers.(who have Just

finished their university training) co-operation on the projects.

15. The general tendencies may thus be summarised as follows:

Emphasis 1s changing to regional projects. They are operated by regional development
groups, usually composed of teachers and scientists - some‘imes under the control of
representatives of the administration or of members of a resea.=n institute within thg
administrative structure, rarely under the determining 1nfluence of the teachers themselves.
The system calls for regional documentation and 1nformation services that are only just ;
beginning to develop. It further calls for more oper forms of schcol organisation with a
greater share cf co-responsibility for the teachers, in certain cases also for pupils and
parents. It calls, finally, for the systematic introduction "of the teachers to innovation
through {urther education = in practice mostly through short-tersm special courses, in some
cases also through "celf-experience teams"

The management structure of regional teams thus ranges from a rather rigia control by

the administrative planning authority to a high degree of autonomy for the individual
group. From experasence availablD 1t is difficult to say whether the one or the other is
more likely to succeed. Juccess appears to depend as much on the settxng of the group
within the whole interplay of educational polxcy ipterests, Experience seems to indicate
that innovation via administrative control can ‘efficiently be brought about where teachers
and policy makers agree on the policy principle that innovations aim at improvements with-
in the basic structure of the exist'ng educational system. Wwhere the polic¢, aim is to
challenge those basic Structures as such and to find new ways and goals, a system combin-
ing administrative initiative and responsiBility with & wider remit for responsibility of
the project groupE\Bhemyﬁlves seemg to have better chances. B
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X. CREATIVITY OF THE SCHOOL: A STATE EDUCATION
* . DEPARTMENT'S LEADERSHIP

, by

William A. Shine
New Jersey Department of Eduqation,
‘ Trenton, N.J., U.S.A.

3 : Q

! B
1. This paper will describe the experiences of a State department of education 1n attempt-
ing to create a climate of acceptance for innovation. Its content deals with educational

management at a level relatively remote from the student. In my judgement the process of
administration of public education must be creative at all levels of a democratic State.
If the administrative process maximises the 1nvolvément of persons who have a direct in-
terest 1n the outcome of a decision tpen 1t can fairly be termed creative. C(Creative ad-
ministration which ut.i1zes the pragmatic impulses of a constituency encouraies innovaiion
by modifying fgars usually associated with change. This paper 1s concerned with some
examples of this process. .

2. In tne United States, management of public education is the responsibility of State
government; 1n mést States, this authorjty flows to local school districts. The theory
behind delegating thignccntrol is that local district boérds are responsive to the concerns
of the parent. and ru;ldents served by the school district. In New Jersey local control
of sch001 districts is as strong as in any other State. +hile the State Department of
Education is primarily charged with the overall responsibility to ensure that schools are
managed 1in accorﬁanqe with State statutes and the rules and regulations of the 3tate Eoderd
of Education, the péesent Commissioner of Education, Dr. Carl L. Marburger, has actively
used his office to é courage innovation and creativity in local school problem-sclving.
Local boards of‘education make the fundamental staffing and budgetary decisionz neces-
sary to manage schools. Locally raised-taxes substantially supgnrt., a conmunity's schools,
whose budgets are 78 per cent financed by local tax dollars. In New Jersey, where school
7financinq relies heavily on property revenues, many local—d}strict taxpayers express their
resentmeat at spiréll1ng school costs by regularly voting against school budgets and educa-

- ticnal issues. 1 . v

Pi v

In the words; of Colorado's Commissioner of Education:

what the peoplé are telling us basically is that they 'want some proof from the educa-
tional system that it i1s doing what it is supposed to do. They want to see a relation-
ship between the money they put in, the time their children put in, tlye expertise that
the educators 'put in, and the human beings that result.(l) /)7

’ #

Tr _Project “Our Schools” .

’ -3 B -

3. In an effort to respond to the oublic's demand for accountability in establishing

S

goals and sédtting priorities through an open, co-operative public process, the Commissiocner

1) vonala D. Woodington, “Accountability from the Viewpoint of a State Commissioner of
Education" Phi Delta Kappa, vol. LIV, No. 2 (Oc‘'ober, 1972), pp. 95-97.
. #
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evaluation rests upon certain rarely-tested assumpt&ons. A major thallenge to these assump-
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uf Education asked the State Board of Education to initiate a massive progranme of com-
munity involvement ln educational decision Making. Known as "Our Schools", this ;rOJect
sought to stimulave discussion uf educational goals among all segments of New Je}sey's
citizenry. The 1dea that emerged from State-wide, regional and local conferences and meet-
ings resulted in the establishmern . of "process" and "outcome" goals for education in the
State of New Jersey. A major product of the‘"Our Schools" project was a replicable system
for achieving ccmmunity involvement which could be used by local districts, as they in turn
developed local educational goals, The Department of Education ais cur;éntly working on
performance criteria which will eventually ensure that the work of the Depé}tment is \\ |
directly respons1bfe to the goals developed by the "0Oar Schools" project and\adoéted by o
the State Board. ) -

Educational Assessment and School Improvement Programme T

3. Results of a public opinion survey conducted as part of the "Our Schools™ project
indicated that the overwhelming concern of New Jersey citizens was with the school's abil-
1ty to teath basic cognitive skills in obtaining information, solving problems, thinking

critically, and communicating effectively. a

4. Another major concern of the public and the legislators was w1th the assessment of - (// -

educational programmes. 1In the United States the standard pattern of school assessment oOr

tions appeared in the 1966 Coleman Repc.t, 1n which exhaustive research was unable to demon-
strate any statistically significant relationship between standard quality indicators and
the success of a learner.{l) Although this report has never formed the basis of serious
study by the professional educational establishment, its thesis has been supported in a *
new study by Chriséopher Jencks, which maintains that schools have few long-term effects
on the later "success" of those who attend them.(2) T
This study 1s especially damaging to proponents ~I increased educational expenditure
because it .naracterises the American school as having only a marginal impact upon raising
an individual's socio economic status. The public asks somewhat simplistically: y"Why ‘;"
un't we test the skills of the students to ‘determine the .adequacy of the programme?" Thé?
profession has generally replied defensively, without further explanagion, that the problem~
1s much too difficult to be analysed on the basis of testing. Yet the American. school is
constantly using test data in a somewhat secretive fashion to make fdhdamental decisions

3

affectiny the lives of young people. For, example, the Scholastic Aptitude Test, now taken .
by the majority of teenaéers, has become the eguivalent of the famous British l(

-plus ex-
amination. The New Jersey Commissioner of Education pelieves that the'only informatiop that
should be denied the public 1s that information which will Jo harm to idnocent individulls.
Certainly mean test data regarding the level of performanée of various school districts can
be intelligently interpreted to th: citizens of one of tne world's mo highly_de&eloped
societies, Consequertly, Xcw Jers y has embarked on an educativnal agsessment programme
which will eventually employ sophisticated psychometric_techniques available to mgasure the

progress of the State's educational programme.

1) Jemes S. Coleman, et, al., Equality of Educational Opportunity, two volumes,
washinqgton, D.C., Office of Education, U.S% Department of Health, Education and Welfare,
U.5. Government Printing Office, 1966.

2) Chrastopher Jencks, et. al., Inequality: A Reassessment of the Effect of Family and
Schooling in America, New York, Basic Books, Inc., 1972. -
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The first phase of this effort will be the testing of all of the fourth and twelfth
s grade students in the State's public schools, to measure their competence 1in reading and
mathematic skills offered as pagt of the school systems' instructional programme.

E.L¢ Thorndixe s lament, "'t 1is the vice Or misfortune of thinkers about education to have

chosen tne methods of philosophy or of popular thought’instead of those of science,”(1l) .
1s as valid in 1972 as 1t,was in 1924. There is a pervasive fear on the part « the

State's teachers that public knowledge of test scores will result in loss of professional

status by individual teachers. The scoring system developed in New Jersey's educational
assesshent programme was developed in recognition of this often well-founded fear that
traditional norm-referenced scores would be used to judge the effectiveness of individual
teachers. More important even than the initial testing will be the large-scale informa-

tion campalign directed to both professicnals and non-professionals and designed to raise

the level of general knowledge regarding the proper use of testing in educational assess-

ment.

5. The majcer goal of the programme will be to locate school programmes operating within
similar socio-economic Situations that demdnstrate significant accomplistment. To achieve
thiskceacn school district in the State will be categorised and rated on correlates of
achievement. These. correlates of achievement reflecq socio-economic conditions within the
school distr:ct and are baseu on the_ hypothesls that 'social class affects educational
progress. \\ ’ — .
In an effort to allay the fears of teachers and parents that studewts might nc. be
tested on material covered in their schools' curricula the Department unaertook a_f massive
programme Of teacher involvement in the preparation c: .he test items. To ascertain the"“—'_ﬁ_~
! y content of the State's math and reading programmes tihe Department of Education divided
the State i1nto its 21 counties and directly 3nvolved 9,000 teachers considered by their
local administrators to most adequately reflect a knowledge of the subject matter taught '
in thexr rospective school districts. (However, the administrative selection of the
teachers impugned the integrity of this process 1in the eyes of the leadership of the - -
teachers' association). These teachers reviewed a test 1item bank develooed by Cducational
Testing Service to determine the appropriateness of each item to each district’s curriculum
in the juagement of the individual teacher. .
The testi}g took place on l4th November, 1972 under the direction »f State trained
test co-ordinat wh e culty members at the schools being tested vYle are now at the
data gathering stage of an assessment programme that must remazn-ﬁ’ner the public's control
if it 1s to have educa*xonal\value The difficulty of maintaining public control of

>

- testing informataon thhOut political misuse cannot be minimised, but we believe in the
importance of assessment data 1in sound educational planning for resource allocation in

education. ' B

6. Another important aspect of the State's reéponsxbility in creative school management

is programme assessment. The New Jersey Department of' Education has direct statutory

responsibility for secondary schoo@\approval It is assumed that a trained visiting team
——can identify indicators of quality during “approval vi its., It is standard approval pro-=
cedure in the United States to co-ordinate approval visxts with the completion of a seif

analysis dotument by the staff of the school to be vfsited. While this practice has ,
proved itself over the years, its major defect 1S its unevenness largely due to the great

varidtion 1n krackground and training of members of the visitation team. The Department

of Education 1s attempting to develop new ins .ruments, or w tilize those which exist, in

order to maximise consistency in evaluating the teaching-learring situation. The
2P )
1) kdward L. Thorndike, Educational Psycholoby, New York, Teachers College, Columbia Uni-

versity, 1924, p. 164.




Department is relying heavily on the techniques of empirical science such as those employed
by sociologists and anthropologists in working towards the completion of this task. A
study 1n progress of an urban area serving a minority constituency is being undertaken by

a professional staff from the Department utilizing Raths' indicators of a positive
teaching-learning sit.ation. (1) During the course of this study, the impressions of the
teaching perforxmance of .3 per cent of the district's teachers will be computer analysed

to deveélop a profile of teachis., - 4 Orange; New Jersey. It 1s hoped that this profile
will form the basis for teacher in-service training and recruitment in the future.

Teacher Certification Appeal Procedure

7. while the Commissioner's efforts to innovate have been generaily supported by the

Governor, the school superintendents and the .arious professional associations' executive
leadership (who marginally reflect the opinions of their membership), these efforts have
been systematically reJectéd and opposed by the leadership of the New Jersey Educational
Association, which claims to represent 73,000 teachers as member affiliates of the NEA
and 1S considered to be one of the most militant teacher associations in the United States.
The militancy of the professional assoclation is in part a reaction to a challenge by the
aggressive policies of the powerful urban oriented American Federation of Teachers, which
defeated the asscciation i1n a major test of strength involving representative elections 1n
Newark, the State's largest city. Teacher union militancy is further agqravated by the
demographic situation in the United States in which a declining school age population
appears to have less need for an increasing number of Frained teachers. Many older teach-
ers feel threatened by the -pressure of the young seeking entry into the piofession; many
first and second year teachers are embittered by board policies, reminiscent of the de~
_pression era, that refuse to grant tenure because of the ease with which replacements can
be mades

8. Before the JobisqueezeAfon;;eachers reached its present proportions, the Commissioner
sought tp-énlarge the spectrum of talent available to the teaching professior by gaining
the State Board of Examiners' approval for the dé;eiopment of an appeal procedure for
teacher certification. This procedure permits individuals witﬂu&KEEual»sk;ll, experience
and aptitude to become fully certified teachers or administrators witaout coméISEIhg .
course requirements.: Although this machinery facilitates innovative hiring policies by
boards of éducation, it came too late to provide meaningful assistance during the State's
teacher shortage and is presently viewed with suspicion by holders of the standard teach-
ing certificate. It is, however, a possibility that has in fact been used approwimately
fifty times since its 1inception in December, 1968, d may be used with greater frequency
as schools' programmes ri.flect the trend toward career education by bringing additional
professionals from the "world of work” into the classroon.

Differenfiated Staffing Projects

9. The Department's major effort to work,with the teacher associations in innovation is
a differentiated staffing project which is operating in 60 school districts under Depart-
ment leadership. This project attempts to determine the results of a school organisation
that utilizes master teachers, standard teachers and classroom aides in a task-organised
pfan designed to allow -flexibility and iicreased individualisation of instruction. Under
thé‘"tnd1V1dually Guided Educagjy;/Multi-Unit School” project, such innovations -as team

1) Louis E. Raths, Teaching for Learning, Columbus, Ohio, Charles E. Merrill Publishing
Co., 1969.
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teaching, m lti-age groubing, peer lnstructloé, open classroom, inquiry-directed learning
and continuous progress learning are carried out by a teaching group in a multi-age,
non-graded instructional and research unxt. Local teachers"associatlows have been under
increasing pressure from their eipcutive staff to resxst the continuation of this project.
The State association's leadership characterises differentiated staffing as an attempt

to distinguish between teachers and thus weaken their unity. Individual %eachers 1n the
State are caught in a dilemma: while they recognise the range of talept, interest and en-
thusiasm among teachers and would like to maximise the mpact of these talented people

on” the lnbtructlonal programme of the school, they realise g that it is dxfficult to do

thxs without upsetting the existing salary structure based-on length of service and college
crédits. At present, the different:iated staffing projects in selected school districts have
met with the approval of the participating faculty; these projects have yet to undergo the
test of negotiration. We are hopeful that in the near future, some teacher-board negotia-
ting procgss will reflect the elements of differentiated staffing.

Ubward Social Mobility and Credit Restrbcturigg

10. This discussinn now turns from an| emphasis on parents', citizens' and teachers'
concerns regarding the educational systgm to those of its "consumers", the atudents. One
of the major problems in American education is the expectation that the great majority of
youth will complete an academic high school programme . The high school curriculum was
predicated on the assumption that courses will lead eirther to college entrance or a tech-
nical skill. American colleges have been most raccommodating in this regard. With the
development of State and community.colleges it can be saird that there is a college avail- .
able for any person with moderate incelligence. Skills, however, are a different matter.
Saleable skills cennot be bestowed by social fiat; they must be immegiately responsive to
criteria developed by persons and institutions outside of the educational system. Yet
local school districts have great difficulty 1in gaining positive public reaction to the
concept of vocational education. Parents of lower socio- economxc status tend to reject
vocational training as an attempt on the part of .the establishment to prevent their child-

ren's upward social mobility. Middle class parents whose ‘children reject‘college prep .,
courses are dismayed and tend to eyert pressure on both the school and their child to con-

form to their college preparatory expectations. As a result, a large percentage of high
sthool students are spending a great deal of time in general courses which are similar in

form if not content to their college prep counterparts.

11 - Given Amefﬂca s staggering youth unemployment figures - 19 per cent of youth between

ages 17 and 21 are . currently unemployed - United States Commissioner of Education

Sidney P, ttarland has placed a top priorlty on attacking this problem by urging schools

to provide youth with the education and traxning appxopriate to their ambitions. New

Jersey's Commissioner of Education has ailso been trying to influence local decision makers

to the importance of career education; 1in part, by ianitiating a major restructuring of the
State's high school credit system. A serious administrative problem in creating"‘high ‘
school programme responsive to career courses has been a credit structure shich has valued o=
college preparatory and general courses over those with more direct %+kill training. Since

the 30-3a11ed “"general course" is patterned on a college preparatorv course and is

credited equally, anrcllment in these courses tends to release the student and the instruc-

tor from accountability for specific learning activity,

Depending on the high school population, these general courses do little more than
lities range from slightly above averade 1in upper socio-eccnomic

e

“ s . -

house youngsters wiose abi




Wdistriets to thliterates in districts on the 'ower end of the socio-economic ladder.

Students 1n these courses yenerally share une commun fate: they have been withdrawn from
competition'on,the academic ladder. A small jroup uf youngsters who have made a vocational
choice and wHB aré no longer concerned with the trappings oo academia are going about? the
business of acquiring a hard skill which should he marketable upon completion of th%;r

high school programme. In America, education's maljor precccupation 1s with upward social
mobility; this concept 1s the yardstick against which most parents judge the adequacy of
&4 school proyramme. Upward,soctial mobility 1s viewed by most to be' pgssible only through

attendance and graduacion from college.. Ther€ is impressive &vidence to demonstrate that
this 1S no longer true except for a few who have unusual ability ‘apd who can profit from
the educational vpportunities offered by the nation's most prestigious colleges and univer-
sities. A ! . .

12. The credit structure 1in New jersey, as in all other States, has been based on the
Carnegie unit, which was developed to standarsze the Credltlng of high school.course work
to simplify the job of college university admissions officers. Invénted 1n®1909 by a | ’ l
college-dominated group, this structure has unwittingly encouraged thé proliferstion of )
general courses and tended to discourage students from tgking so-called non- -homework sub-

. jects. Followiny the recommendaticn of the C®Bmmissioner, the New Jersey Board of Educa-
tion has passed a rule equalising credit earned with time spent in class, and designed-to
develop a flexible crediting procedure based on the nesds of the individual learner.

! This rule has gone 1into effect from tne State's ninth graders (in the first stage of
its implementation),isnd is presenély under 1ncreasing attack by those who éelieve in a
traditional hierarchy of subject matter. The concept of a hierarchy of sbb]eet matter has
hampered educational proyramming since colonial days. Even that paradigm of practicatity' .
Benjamin Franklin, was thwarted in his attempts to develop a people®s academy in p
Philadelphia by the then conventional wisdom regarding the 1importance of Latin and Greek (1)

~ * b «

1

The Guide to Stud®nt Rights and Responsibilities

13. Finally, from 1967 until 1970 many of the State s high schools were u rergoing serious L.
proo:ems of student unrest. Student disruption presented an unantic1pated piOblem to lodal
scnool districts; the Commissioner orgarised the Stace Department to be’ respons:ive to this
situation. Department task forces were assigned on a daily basis from one trouble spot to
another. County Superintendents of Schools (the Department's field representatives) rou-
tinely responded to the distress calls of local administrators and boards. While the Com-
missioner fully supported tne right and duty of boards to maintain order in local high
schools, he alsu souyght to understand and alleviate the causes - 1in addition tfo treating
the symptons - of student disorder. -

tie further attempted to demonstrate that involvement was more desirable than repres-
sion 10 rQSpOnding effectively to the climate of fear prevalent in many crisis-tbdrn schools.”
Thus, 1in the summer of 1970, 1in an effort to better understand the concerns of high school
youth, the Commissioner invelved a group of colleye students in wnat amounted to a feasi-
bility study for the creation of an Office of Student Affairs, soon to be realised w1th1n
this Department. This group of students publishkd a newspaper of low quality, which con=-
tatned_point. of view not carefully developed od explicated. The reaction on the part of
school administrators and boards of education wds immediate and decisive 1n its criticism
of the Commissioner's actions in this matter. Commissicner Marburger acc:pted that

criticism anda acted upon 1t w:ith immediate cesults, seceking out his cri.ics to determine

their major area of concersn. B .

.

1} John Harain Best, ed., Benjamin Franklin on Education, New York, Teachers College, .
Columbia Universaty, 1962, pp. 17} ff. -
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14. As a result of a series of meetings during 1971 a lo}nt committee of the State's \V )
secondary school principals, superintenden{g and student council leaders, with the tech-
nical assistance of the State Departmént of Education, developed an.award-winning booklet
S -._ "A Guide to Student Rights and Respon51b111t1es.? with the.endorsement of every majQr ed-
."+ ucational organisation 1n the State, 500,000 copies of this pamphlet were published and
distributed to all public secondary schools in the State, as well as to many organisat1on§ : .
and community groups throughout New Jersey and the United States. This successful model
’ of involvement of students and leaders of the profess1ona1 educational establishment in ]
State Department policy-making 1is further evidence of the Commissioner's creative and

sensitive leadership. ’ - ™
:
E / \
! ' 1
. \ CONCLUSION
= a l!‘ P
k|
- 15. The "Our Schools" project, educational assessment and school improvement programmes,‘

teacher certification appeal procedure, uifferentxated staffing project, credit restruc-
turing and Office of Student Affairs are examples of the efforts of one State department

° of education to assist local school systems In solv1ng problems relating to providing good’
leasning experiences to a clientele with changing needs. Each of these is developed as
contlnuind objectives in the realisation of the Department's overall mission:

.

"Po ensure that each person in the State of New Jersey will be provided the cpportunity
to achieve his full educational potential 1n\?ccordance with his, own unique abilities,

goals “and asp1rat1ons. - N
. Thas m1ssion statement, w1th its accompany1?g continuing ob;ectives, should be under-
stood as in part responsive to the, Department's legislative mandate, but also as an ex-

- .. N * *
pression, in the management terms of creative educational planning, of the Department,'s

creative spirit and direction. . . . .
: i .
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\‘\in this book are remarkably similar in that all have a long and U=
able tradition of public education, an industrialised economy and'a high-

“tions to the problem posed by recent educational demands are unusually.

., The Parliament, concerned.in recent years with "large questions of the

a national scale.

i

PREFACE

The following case study is one in a series of five dealing with
innovation in education. All the studies are descriptive in nature and,
‘a8 the work of five different authors writing in their pefsonal capacity,
they represent five quite individual syntheses and interpretations of
vast amounts of information, Yet the confusion that might be expected
from this method does not result. What emerges from these studies is
instead a reasonably coherent statement of educational responses to the
pnst—uar demands of many more people for more and better aducation.

- Perhaps it is not remarkable that the demands have been exerted 80
consiatantly on such a variety of nations, nor,that the response {o them
has for the most part been so quick and positive. The nations examined

standard of living. At first glance it even appears that their solu-

similar: structural reform, curricular reform, compensatory and/or
individualised learning systems - examples of each are easy to find in
any setting. Yet a closer reading of the five case studies reveals )
wide and interesting variations: in priorities, in perceivedmsolutions,
in strategies evolved or developed to implement them. 7

Such variety of cour§§ reflects to a large extent differences in
'national climate', that peculiar combination of values, objectives,
aims and administrative tradition which, aside from language, makes a
nation distinctive. The explication of these differences is thus a
hidden theme of the five case studies taken as a whole, and an under-
standing of this hidden theme is necessary to illuminate the-more.
obvious themes of change and growth.

" An explanation of this point can be found by comparing, even super-
ficially, Scandinavian countries such as Norway and Sweden on the one
hand and the United States of America on the other. At least from the
viewpoint of the outside observer, Norway and Sweden have much in
common. Both relatively small in terms of population, they can also
claim a remarkably unified social and value structure. Furthermore,
their style - if such a generalisation can be made - seems to be to
have a clear idea of goals and then to set about methodically reaching
them. This process is aided by the existence af strong central govern-
ments which are able to plan and to legislate with a reasonably clear
assurance that what they propose will be achieved. Thus there exists
in Norway the National Council for Innovation in Education whose mandate
it 1s to make reality of reform laws passed by the central Parliament.

role of schools in Society", 4nd sure enough of it{s constituency, has
concerned itself largely with gtructural reform,7nd new curricula - on

4
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The situation in the United States is quite different, even if the- :
question of relative size of total population is ignored. The American . i
federal govermment is based on a system of .checks and balances so fine .
that it -is often hard to determine either the source of impetus or its !
ultimate manifestation. The.situation is further complicated by the )
well-protected existence of states' rights - particularly the control T
of education - and, once the issue of taxation is raised, by municipal - "
and regional claims as well. Perhaps more important, the rich diversity .
of the American population inevitably means conflicting social and v
-ethnic interests, values, and views of national priorities. The past :
decade of American life has indeed been one of fast-changing goals and
objectives and of massive social upheaval. Much of the upheaval has

~ commected itself to education and made demands accordingly: in the
light of this political and social back-ground, it is not surprising
that American education responded by producing such a variety of imno=-
vations in every area and at every level that the final array can be
gquite bewildering, whilst at the same time providing a vast reservoir
of experience for others. -

‘ England and the Federal Republic of Germany likewise provide
differences quite distinctly their own. Writing of her own country's
approach to recent educational change, the asuthor of the English case
study notes. * : ' ’

¥..seothe English stvle is distinctive. You can seize on it
instantly. There is no acceptance of common objectives, except

"« 1in the most general sense which inspired the last major education

act: the need to widen opportunities and eliminate the poverty
both of individual children and of the public provision of .
education, There is no national plan for education, no law
which specifies where develepment.is necessary as in some OECD

1 countries. There is almost no theory:. The point is character-
istically made ip a recent'major report on education : 'we :
invited the help of a number of distinguished educationists and
professors of educational philosophy ... They all confirmed the

: view that general statements of aims were of limited value and

- that a pragmatic approach to education was likely to be more
fruitful.'”

. fhe reference to "two decades of non-reform® in German education,
& phrase coined by Professor S.B. Robinsohn, is slowly becoming eroded,

* especially during the last two years, which have been marked by funda-
mental changes in many parts of the school system. With' increasing co-
operation between the Lénder and with the initiatives of the new Ministry
for Education and Science, the need for a more systematic approach to
educational reform, and especially to educational experimentation, seems

- more important in Germany today than in many other c¢ountries.

- Despite these differences in background and style, the five country

| atudies do show one overriding problem in common: <the need to change

: and improve their educational systems. Furthermore, as their experience
increases, they all face the reality that explicit meaSures to facili-
tate the management of educational change-are necessary, that innovation
and iqggovement cannot be haphazardly left to chance.
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A NOTE ON THE SWEDISH ADMINISTRATIVE SYSTEM .

. For the sake of clarity elsewhere in this report it is necessary
_to include a brief note on the Swedish administrative system as it
applies to education and educational innovation.

. Swedish Ministpies are, by internatiomal standards, small. )/

- They are the secretariats for the Ministers, concerned with the "
‘political .and economic policies for which the Ministers are answerable

-to Parllamerntt, They are concerned with poliey planning on & short - /.

.. and’ Jong’ term basis.

__.———Much of "the work which would fall to a Ministry in most European
countries is done by independent boards - in the case of education,
the Ngtional Board of Education (responsible for schools) and the

- Office of the Chancellor of the Universities (responsible for higher
education). These independent boards administer the law of education.

Local administration ie in the hands of the elected local
municipalities who number more than 900(1)-(for a population of 7.8
~ million)-and most of which are very small. : 4

‘ N e

National policy is to give more power to the local authorities
and to reduve their number. The curriculum is firmly controlled
from the centre, though an increasing discretion is being given to.
local-authorities over optional areas of the curriculum. The costs
of education are divided as to 60 per cent from the State and 40 per
ceatttron the municipality. Teacher's salaries are tied to state.
grants, -

.- In addition to the municipalities, powers are delegated to )
county education boards which are decentralised orgams of the central
government. ‘ ' . :

b
=

= -

Also of great importance are ad hogc Royal Commissions set up from
time to time to prepare recommendations on major aspects of policy. °
-In some cases these Commissions include strong political representa-
tion as in the dase of the 1946 Commission which formulated the
proposals laying down the main lines of comprehénsive reform. In
others, though the public interest is always clearly represented,
experts may be more to the fore. '

(1) The number of education authorities was reduced to 464 by
amalgamation of districts in 1971.
{
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PART I

EDUCATIONAL INNOVATION IN SWEDEN: INTRODUCTION

Sweden's strategy of change in education is coherent and self-
conscious. It is articulated to a degree which is unusual among’

. OECD countries. It is based on the formulation of objectives at.

every stage and level, and the application of consistent planning
progedures to achieve those objectives. »

The strategy is now being adapted to the concept of 'rolling -
refora', by which is understood a continual process of evaluation and
repewal, The aim is to make innovation a permanent state in which

" eurrieulum.and organisation are under constant review in the quest for

better responses to changing circumstances, new knowledge, more effec—.
tive learning and better use of resources.. :

‘Before going on to describe the strategy in gredter detail amd o

.indicate some of the directions in which innovation in Swedish educa- .
- tion is pointing, it is necessary first to discuss some of the back-.
- ground factors. These include the political basis of Swedish edica-
%tional reform, the strongly centralised nature of Swedish educational ‘

administration, and the characteristics of the Swedish teaching |

profession.
, Political Commitment

. At the centre of the strategy is a clear political commitment.
This needs to be stated at the outset. The Swedish approach .to :
educational reform can only be understood in the light of a solid Y

_political consensus. All the main political perties now accept the
/objectives of the comprehensive school which are, in effect, the \
" objectives of Swedish.education. This is not to say that there is no '
controversy, nor that earlier decisions were easy to reach. But“what
"stands out as abundantly c¢lear is that the reforw has its origin in

bold decisions taken on political and social grounds and that the
commitment to sociml equality and mass education which these decisions
entailed has now become part of the Swedish way of life ~ no longer a
matter o{ acrimonious debate, but rather part of the political climate.

_ The reforns emanate from a Royal Commission set up in 1946, !
During the second world war there had been lengthy debates on the

;- Tuture of Swedish education. The system at that time was divided.

The education of most of the children was limited to the elementary
school. Only a small proportion were taken out of the elementary
school for selective secondary education. Commissions of experts had
produced a succession of reports in which there were conflicting
proposals. Tge 1946 Commission, in which the politicians were strongly
represented, cut through the pedagogic controversies and demanded a
policy squarely based on social snd political premises. In effect,

they asserted that education was too important to be left to the .
educational experts. Instead of allowing pedagogic considerations to -
determine educational organisation, the comn;pélon insisted that the




edueational system, a potent agent of social control, should be ;
subordinated to basic social policies, and in particular to ideals of
~ social equality and co-operation on the one hand, and the development -
"of individual talent on the other.

Here, in the jargon used by American curriculum experts, was the
unambiguous agsertion of 'societal' interests from the outset. Just
a8 this has remained dominant in discussion of the aims of the
esdudation system as a whole, so too has it applied to the application
.of reforms at every level. The Royal Commission technique has been
applied to the comprehensive’ school (with the Comprehensive School
Commiittee of 1957) and the %%%'(the Gymnasium Committee) and to
subsequent investigation of the fackskola (continuation school) and

- entry to higher education. "~ All these commissions operated under :
directives which interpreted the main over-riding polity objectives.
: _ : , ; ‘

" ‘This is something which has to be borne in mind inm connection

with the research and investigation carried out for these commissions,
s8::the; OECD report on Educatjonal Policy and Planning in Sweden {1967}

gade.clear. The interplay between the politicians 4

*  has-amounted ‘to a dialogue inside and outside the s =

\ "Commissions. Much of the .dialogue is inconclusive: policy in the °

©  -end-has had to be bagsed on judgement, aided but not determined, by

. refisareh. - Professor Husen's comment, que'ted}in the OECD document,

. already referred to, is still to the point: ./ the research findings’
'first and foremost importance lay in the fact that they have :
‘eontribited to removing a host of prejudices and showing that whati wus

- involved in the debate were value judgements rather than facts. The, .
seh?el_ refors is, after.all, 'a politigal ‘q%estion'. T L

| It seems important to stress this from' the start, especially as

there could conceivably be a-temptation-a® 'rolling reform' relies on
techniques of Research and Development, to expect too mmch of the -
research function. . The“objectives are based on political conviction, =
not research. If - to take an extreme case - political wiﬁt demands
as an objective that, water should flow uphill it would be imprudent

- t0 expect research to provide conclusive evidence on/which to base .
such a policy. . -

The politieal will which lies behind Swedish educational policy
has to be seen against the background of the Swedish political system
in which the present governing.party has occupied a leading role since
the ‘early 1930's. It is this long-term stability of political control

- which has made possible the ordered educational reform and the careful
preéparation which has preceded each stage of its application. It has .
also provided the healing element of time by which much of the heat
.can be removed. from the bitterest controversy.  And this same political
stability, which has facilitated long term educational reform itself,
possibly stems from a social homogeneity and common purposé in a close

. knit. community of less than 8 million people, which makes the direction
of the reform generally popular. )

- \

Central Administration . : )

If the clarity with which social and political goals hayé{ somn
articulated is the first key to an understanding of Swedish educational , -
. reform, the second concerns the system of educational administration. - D
- J/ ’ vl
8 ‘ ' ’
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Swedish education is tightly ccntrolled and directed by the central
 government, through the Ministry of Education and its twin
aém;nistrative agencies, the National Board of Education and the
foiab of the chancallor of the Universities‘

-School reform and innovation is, therefbre, directed from the

centre. The initiative is handed down through Parliament to the .

" National ‘Board of Education, which in turn must organise change and .
create the circumstances in which innovation takes place. The strong
central control exiends not only to matters of organisation and of
'quantitative' planning but also to the ‘qualitative' planning of ‘the
5§h591 curriculum: The syllabus and .study plan for each type ef

gchool is the direct responsibility of the central govermment. \
Commiasions set up to- carry through major changes in organisation

have. Been expected to plan the whole programme of studies as wall as P
fhgaigiinistrative changes vwhich a new systeu of organisatign ﬂighf i o
on’ ) -

o It so happens that a part of the*reforn is intended to 1ntzﬁaﬂ¢e R

a»g:zai;r degree of decentralisation.” Before the introduction of aé

* -dompreliensive system, the elementary schools and the vocational
sehﬁais -were run by the local muniecipal anthoritiea, vwhile the. =
_ schools were State schools administered by the central .
wernment. The policy is to increase the powers of the local Y
' authorities - which now have been given responsibilities for the e
.comprehensive schools and the secondary schools - without forfeiting '~
¥~ the even standards of school provision which are clainad to be the -
eeaséquance of eentralisation.

. In addition to the local authorities there is’also a laysr af !
‘decentralised central government' based om:the 24 administrative {
‘units whose general functions include the appointment of
‘teachers for the 9 year eomprehensive 8chool and/in-service training.
.These county boards of education aie further responsible for the~ . °
“planning and ‘co-ordination of education in the different ‘
nunieipalities.(l) .\

-It“can be seen that, with some 900 local authcritios ina

population of less than 8 million, many of the local bodies are very

suall indeed, their chief crficors being local head teachers. At the

other extreme is the local authority for the City of Stockholm with

‘s population of 800,000 and a airactor of:edueation supported by a
strong professional ‘stat?.

While, therefore, the policy of decentralisation hde already
besgun to have some effect ~ and somé of the large authorities are,
themselves, centres of innovation - the fact remains that the Swedish
strategy is firmly founded on & strong central authority directing,
and- if necessary imposing-change at the will of Farliament. If the
word 'impose' carries extreme overtones, all that is intended is to .
clarify the source and the authority for innovation which is
undoubtedly located in the aganeies of the central governnent.

It is this centralisation which hag ensured that from the outset
matters of intermal school management such as streaming and
differentiation have been cohsidered alongside larger questions of
arganisation. Similarly, responsibility at the centre for the

(1Y The number of education authorities was reduced to 464 by
" amalgamation of districtas in 1971.
9 .
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planning of the curriculuam méans responsibility also for teaching "
. methods, Where, in some systems, these matters might have been left
to the.discretion of local authorities or to the teachers themselves, K
Swedish centralism regquires that they be considered as a whole and at o

“

the centre.

It would be wrong, in stressing this aspect of Swedish |
educational administration, to imply an authoritarianism which does
not exist. But there is no doubt about where authority lies, nor yet
. is there any reason to doubt that this is an important (and possibly
: \::an, sewhat corrosive) element in the relations between teachers and

administrators. It also forces the innovators to employ fairly rigid °
iniques where they might prefer to act in a more flexible way.

. Any strategy for innovatior within an eduncational system must .
—+take account of the. teachers who already staff the schools., Here
Sweden is in the remarkably forturiate position of having a‘good supply
of well qualified teachers, enjoying high. prestige and®relatively .
high salaries in a community which recognises the value of education.

. The educational system has rapidly moved'out of -a situation in? -
-which there were too few teachers into one in which there is mow =

- somsthing like a balance between supply and demand. Class sizes in -
the comprehensive achools assume not more than 30 children to-a class

. except for the firat year (the seven-year olds) where the ;

_ permitted number is 25. The teacher pupil ratio is, of course, much
more -favourable this - about 1:15 in the comprehensive schools
and 1:13 4n the secondary schools. ' , ,

. The class teaghers - those teaching in the first six.grades of —

the comprehensive gchools (ages 7 to 15) - receive a two and a half . S

_ or.three year training at colleges of education. BSubject specislists A
for the upper forms of the comprehensive schools and the secondary &

- mchools have a university degree followed by a year's teacher iraining. |
A second degree is normally required for senior posts in the upper
secondary schools. Tho differences in the education and training of -
{sachere are reflected in their professional assoclations, thaix;? :

- salary scales and to'a large extent in their attitude towards th
educational reform. N

, The combined effect of a strong political will and a strong - E
-central administration may have contributed somewhat to the alienation . .
of certain sections of the teaching profession, particularly 'subject .
specialists' in the upper forms of the comprehensive schools and the
. gymnasia. On the other hand, new organisation, new curriculum and new
methods have been pressed upon them irom above, some of which have
demanded changes in their conditions- of service as well as their
““pedagogic technique. Moreover, the very nature of the political
basis of the reform has meant that any groups who opposed aspects of
. the e -~ for vhataver reason - have tended be branded as
. conservative, if not reactionary. Nome of this is surprising - if the
educational reform is indeed part of a sopgiasl revolution, & certain
amount of ideological pressure is to be expected.” But it certainly
increases the importance of in-service training (of which more later) S
and, it could be that it does little to sharpen the self-critical ;/y
N !
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faculties of those who are most committed to the reforms,; and n\tho have
bsen chosen for that reason to carry them out.

. -. This could all become of greater importance as the Swedish system
moves fo3 from the heroic period of radical reform, when major .
steps foryard were initiated by Royal Commission leading to legislation,
into riod of 'rolling reform' in which the pressure for innovation

écted to come from within the educational system.

¢ 1% will be seen, then, that each of these three aspects of the
Swedish educational scene - the political commitment, the centralised
administration and the large and highly qualified teaching profession -
econtridbutes positively and negatively to the process of innowation. -
The political foundation is essential: yet the very strength of -
-7 poldtical will necessary to carry out long term reform' can set up its
oyn:orthodoxy which may not always be conducive to: innovation. The
gontralised administration provides an efficient instrument for - \
nis 2 But so far this has been-'a means of introducing :
nnovation from on top, with the limifations which this implies in
3pect of the professional self-confidence and inspiration of the -
¥y ‘qualified teaching profession makes possible.
: ' high standards and ambitious policies which would not be open to“a
" -symtew-with overlarge classes-and undertrained staff. But this, too,
" canibe a limitatibn on innovation:‘if radical change is needed which
w ' aXrters the whole role of the teacher, the presence of a powerful cadre ' _
. of traditionally minded professional men and women is not going to be:

an unmixed blessing. ,

=
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PART II

: %

\ INNOVATION STRATEGY

'[ﬁ The basic strategy of S}edish efucational innovation assumes

/ + 1. Clear political decisions on the goals of the educational
f~gys%an and the objectives to be achieved in each type of school. 6 '
| These major political decisions have, on the whole, been. faken - - S
/ on the advice of Royal Commissions on the basis of which the Minister
; of Education formulates legislation for Parliament, - "L

i -* 2. The refinement of these general goals and objectives into a
i working curriculum and study plan for each type of school.

" 3. A programme of in-service training for teschers to assist the .
introduction of new .curricula‘and-teaching methods. /

=K. A programme of Research ‘and Development to aupport-the bolicieg\\
of reform and. innovation. }\' . Py,
\ o~ b ' : : ) s [ 7
5. \A system of continual révision by which the curriculum|and
study plan for 'each type of school)is constantly assessed in teyms of
its own objectives. / b

Aims and Ob;pctives

According to the Swedish/é::;ols Act of 1962, the general aim of
the schools system is 'to impart knowledge to the pupils and trdin E
their ability and also, in collaboration with the homes, to promote-. .
the development of the pupils to become harmomious persons and active
citizens aware of their responsibilities'.

, These broad aims apply particularly to the comprehensive schools
or compulsory schools taking pupils from the age of 7 to 16 through
the first nine years of schooling. ' But they also apply to the
secondary schools and are taken as the point of departure for the
Syllabuas and Study Plan manual\(Laroglan) for the new gymnasium.

yff

P This general expression of the individual and social aims of the /
\\ educational system has been expanded and made more specific by the ,
\policies and statements of Ministers and educational leaders. As '
~—Swedish—techniques of innovation ére directly\linked to the
establishment of objectives and the systematic'-planning needed to __
achieve them, it may be helpful to summarise the five main objectives ™

of the Swedish educational system, as set out in the OECD. publication ¢

entitled Educational Policy and Planning in Sweden (1967).
o \

Objective 1. This relates to equal opportunity for public
education without regard to income, social origin, sex or place of ’
residence. It{ also recognises that while opportunity should be :
universal, individual talents differ, and that the aim of the school. . 3
system should be toWeet the differentiated needs of various groups ;

E . \ i
ey :
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of students. No one branch-.of education, hovever, .'should in itself
be considered more worthy of esteem than another, the entire school
syatem conatiyuting a go-ordiggtgg vhole'. , '

v N N ’ v';, . . -
ngectiv-sa. This concerns the function of the school system to
safegun strengthén the democratic system whioch depends on co-
operation and tolerence. From this are derived certain sub-goals, a .
*common core of learning in.the comprehensive schools and the post- f
ponement of differentiation; group work and discussion methods; civie

e&nﬂaticn;ﬁoducation-vh%ch atimulates critical) thinking.
, -

¢ ', Objective 3. *The third set of objectives are directed téwards .
geniera]l economic development - the preparation and training of ekills
-in the light of nationsl manpower needs. But this is subordinate to
the individual and social objectives summed up in the firet twd
objectives above. .

J Objective 4. This commits the educational sy 0 .3 flexible .
" in order to respond to chamging socisl, individual mu. economic needs.
\¥~§§§Q.thia, it follows that education must be broad enough to allow

* ¢ new vocational needs which may develop and require individuals to
. change their occupation later on in life, and that premature speciali-
| sation and dead-end courses 'must be discouraged. ' \

. Objective 5. This has to,do with the effective use of the -
. . eBucational system's limited h&nsn and material resources, by a

- sucopmitment to 'rationalisation' and the pursuit of the most efficient
it WAy of using teachers and arranging learning systems. ”

S ST 7 }
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An,important part of the Swedish method of innovation has besn
based on the refinement of general aims of the educational syStea into
.specific objectives for teachers in schools. The setiing of clear
". objectives has been used both as a means of changing the practice of
the teachers, and also to provide-criteria against which to evaluate

the sucoess of the innovatory propﬁss.

- In this the Liroplan for each type of school plays an important
.part. . Thie document, running td 500 closely printed pages, which has
'no, counterpart in less qgntralis@d schools systems, lays down ihe
syllabus, and study plan for the|type of school in question. In
addition to sstting out the'contqpt of the courses to be covered and
the number of hours to be devoted to each subject, it includes a long
introductory section explaining and elaborating the objectives of the
- school and the recommended methods of .instruction and. internal N s P
organisation which are related to these objectives. Here is part of s

the Lgﬁggducg%on: Goals and Frinciples to the Li&roplan for the new e
gymnasium which came into ogeratio§ n 1966. (o
\ *1. Comprehensive Schools - Gyanasium ' '

\ '
. #1.,1, The purpose of the education of children and young
\people, provided by society, is to communicate knowledge and
develop skills and, in collaboration with the home, encourage
the development of the pupils into harmonious people and able,
responsible members of society.

~

"Thig {3 the substance of the first paragraph of the nev .
Education™Aot. It'rqﬁers to all instruction provided by society

™ g \
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; to children and young people, whether voluntary or’compulsory.
Thus 1:hislvalid for the gymnasium as well as for the comprehen-
give school. ’ : .

n the gymnasium, as in the comprehensive school, the work| of
the school will be focused on the individual pupil. The aiim of

-..the york of the school is to promote the all-round development

of each pupil, to encourage the development of his personality
and to make him a free, independent and harmonious being. The
"twaining which the school provides must. be individual training. ..

" individual 18 ,.. a fellow-creature and a citizen. He 483
member ‘of a family and of a circle of friends and aegquaintances,
-and he i8 a member of society. ... Therefore the gymnasium, like

i the comprehensive school, must give social training. The social

‘éigiﬁing provided by the school must lay the basis' of,. develop,
those qualities which will, in'a period of rapid develo ent,
enable the pupils to support and -strengthen the democratic
Principlea of tolerance, co-operation and equality of séxes, -
nations end people. One of the principal aims of the social
training which the school provides is to instil into the pupils
respect for truth and justice, for the human dignity of all

people, for inviolability of human life and thereby for the right
to personal integrity. ...

*2. ZTasks off the Gymnasium

. *In the work of the gymnasium special attention should be given
to the folowing: ' , -

2

"2,1. The instruction provided by the gymnasium is based on the
nine-year comprehensive school. "It must provide a foundation for
further study at university level and other post-gymnasium
~education, and for immediate entry into the labour market.

j .
["One principal element of the instruction provided by the .
gymnasium is to develop an independent and critical attitude.
The result may vary within wide Iimits, but from the very .
beginning the pupils should become accustomed to an inquiring
attitude towards the knowledge and information offered them
inside and outside the school, to check the correctness of ,
information, the strueture of arguments and the reliability of
conclusion, and to make strict demands onintellectual honesty in
their evaluations of others' information and in expressing their
own views. ...

"A pupil should always be allowed, after independent consideration,
to accept or reject a judgement. This implies that the deman
for objectivity should be made a general rule for all
ingtructionc *ere ] ‘ “

"In modern sgciety understanding of, interest in, and willingness
to_ involve oneself 1ni other people's problems are necessary

' complements /to knowledge. Insight Into human and civic
situations is important for all those who, in their work, have to

act as leaders, or co-operate in otherways with people, and
influence Ather people'alponditions. Work at school, as in the

4
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*fields of science, administration and economic life, 18 based
upon continuous co-operation between people. Collaboration in
social, occupational, political and other groups demands the will
to understand and to co-operate, even when opinions differ. Work
at international level involves that people judge others on the

. basis of their own traditions, history and social life.

"By paying attention in its work to the personal development of

* the pupils, the gymnasium also satisfies the demand for social
training. Such training, no more than individual development,
cannot be separated from other activities in the gymnasium.
Socidl training is intimately bound up with the whole work of the
school. Different methods of work, such as group work or
individual study, satisfy this demand just as well as do school
and environmental practice, or special preparation for future
tasks.

*2.2., An important task of the gymnasium is to develop further
what the comprehensive school has taught the pupil in terms of
general ability to communicats with others. A central task in
this is to develop his linguistic skill. The ability to express
oneself clearly and logically in one's own language, to formulate
one's thoughts both verbally and in writing, must be developed.
If it trains a great number of its citizens in the useof
foreign languages, Sweden will be able to maintain and widen the
contacts which further its cultural, technical, economic and

social expansion. Skill in foreign languages is therefore
necessary. ... ’

*Mathematics is one of the means of communication which have
become increasingly important. Quantitative methods have

gained ground also in studies in which formerly these methods
were not employed. They have also gained a footing in economic
life and in administration; this is especially true of statlstics,
which have become a valuable tool in making predictions,

analyses of cc3ts and work, and so on.

"The aim of the gymnasium, therefore, must be, over and above the
foundation laid by the compulsory school, to develop the
mathematical skills of the students.

2.3, In order to satisfy the demand for preparation for future
education, or occupation, the gymnasium must provide the special

reparation which the individual may want and need. It is
Empossible, however, to allow each student to realise his interests.
The personal aspirations and the demands of labour market and
society must be brought into balance. To determine this balance,
however, is not the task of the gymnasium. Therefore, there must
be, in the curriculum and organisation of the school,
possibilities of taking into account personal talents and interests,
and of letting them guide the pupil towards a more or less
individualised programme of studies. But even if divergences are
allowed within the common framework, the result must not be that
the individual pupils' study programmes differ too much from the
demands made by the branch in which they will be working after
school.
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"In particular in the economic and technical streams, the special
preparation the gymnasium offers must be planned carefully in
view of the tasks the students will be confronted with in their
working life. By its instruotion, the gymnasium must offer
students a preparation for the labour murket, for many of them
will, at the end of their gymnasium studies, go direct to
economic life and administration.

"2.4. DSociety demands - besides certain special preparation and
skills in communication - general knowledge and skills common to
ail or most people, a frame of reference in which important
phenomena in society and culture can be placed, and which will
facilitate contacts with and understanding of one's own and of

othexr peoples's culture."

The Léroplan then goes on to discuss common core. The emphasis
is strongly sociological. Social and economic geography and civics
are needed to encourage a proper understanding of Scandinavia and
other countries and peoples in ¥urope and in "the so-called under-
developed countries with which relations are more and more intensified."
With this goes an understanding of comparative religion and cultural
differences. All also are required to have an introduction to science
and technology, to history and art. Other aspects of the programme
singled out for special mention include teaching about careers and
education beyond the school stage and physical education. There
follow comments on how pupils should be taught to carry out their

work.

"2.5. It is one of the tusks of all types of achool to develop
the pupils' working habits. When they leave school, the pupils
should be able to perform tasks which require a sense of
responsibility, whether in their work or in connection with
further education. For the gymnasium this means that its pupils,
when they leave school, shall be accustomed to taking the
initiative in planning and performing large tasks, independently
or in co-operation with others. This includes the ability to
collect the necessary information, to interpret and evaluate it,
to plan their own work, and finally to assemble and report the
results. The gymnasium must further develop the training in
techniques and skills of studying and carrying out tasks with
vwhich a beginning was made in the comprehensive school. This
implies also that the methods of studying in the gymnasium must
be such that they help to develop the students' ability to make
observations and to take the initiative, ag well as to make

independent judgements."

This general Introduction is then followed by a second section
on 'General Principles' which degcribes in greater detail how the
earlier-stated objectives may be reached in school organisation and

instruction.

Among other things, it spells out ways of promoting co-operation
between nome and schocl; discusses the methods' of consulting pupils
thrcugh the school's 'students' advisory councjl'; draws attention
to the importance of education~l and vocationhl guidance; 1lays down
principles for the options leading to higher education or employment.
There is a lengthy section ,on teaching' which indicates the manner in
which the teachers should prepare their courses and teaching materials.
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Another section sets out to show how, by group work arranged in
various ways, the curriculum can be made, in the official view, to
contribute to the general aim of co-operation between pupils. Yet
another concerns the objective of independent study, study training
and guidance in study technique, on which great importance is placed.
Marking is discussed at some length in view of a decision to end the
formal student examination at the end of the gymmasium and to introduce
a system of assessment over the whole gymnasium course designed to
enable teachers to mark fairly from one end of the country to the
other without recourse to external examinations except as a moderating
technique.

The justification for quoting at this length from the Introduction
of the Liéroplan is the significance which the Swedish theory of
innovation attaches to the statement of clear objectives. This is at
the heart of the system. There is, of course, room for debate as to
how clear the statement of objuctives really is. Some of the
objectives, inevitably, are in conflict with one another - or rather,
a state of tension exists in which a series of not wholly compatible
aims have to be held together in a working compromise. A statement
of goals does not relieve the planners or the practitioners of the
need to have priorities. All the objectives become priorities but
some are higher in rank order than others, and to be a low priority
somes to mean the same as being no priority at all.

Nevertheless, whether or not the statement of objectives is, or
is not quite as sure a guide to action as, in theory, it should be,
it serves its purpose because it is accepted at face value. It
becomes a potent weapon in the hands of the planner, a blunt instrument
with which to concentrate attention on the application of agreed policy.

The o.ficial position is that the L&roplan is only guidance for
the teachers, prepared by the National Board of Education, which
experienced practitioners in the schools may take and apply at their
discretion. The study plan and syllabus, including the way in which
the weekly hours of work are to be divided, is centrally determined
(though local authoritiee are being given more marginal discretion).
These have to be followed. But much of the scheme is written in
general terms or provides options which allow the teacher considerable
latitude and room for manocsuvre. And, although on matters of method
and approach, the Liroplan represents the collective wisdom of
practical teachers, inspectors and advisers, the teacher in the
classroom is technically free to prefer his own methods, provided they
are directed towards the overall goals of the plan.

The impression which a visitor to Sweden is likely to gain is
that the National Board of Education may be tempted somewhat to over-
state the importance and influence of this document which the teachers
are at pains (for reasons of professional autonomy) to understate.

pirs
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These uifferences of emphasis may not be unimportant in a consideration
of techniques of innovation as great weight has been attached within
the National Board of Education to the process of regular revision of

the Liroplan. \
Methods of Revision

This is organised within the National Board of Education in the
department of general education (UA) where there are working groups
and committees concerned with curriculum in each type of school. As
soon as a new curriculum is brought into operation it is the task of
the relevant group to set about the evaluation of the working of the
curriculum in the light of the stated goals and to prepare proposals
for revision.

These revisions have tended up to now to have been undertaken in
conjunction with changes in organisation following the operations of
a Royal Commission. The decision to introduce the new upper
secondary school in 1971 in which the gymnasium, facksola and
vocational schools are to be brought together, has necessitated a full
scale revision of the curriculum. .

Techniques by which the working groups within the ‘National
Board of Education have carried out the revision have varied,
according to different types of school and different sections of the
curriculum. One method has been to investigate the existing practice
by the use of mixed reference groups - teachers, representatives of
employers and employees and universities, inspectors, administrators,
and often students themselves - and for the officials of the National

. Board of Education to move forward in the light of the recommendations
of these bodies. According to circumstances varying weight might be
attached to the subjective judgements of teachers and others, and to
the more objective methods devised by social scientists in University
and other research institutes.

Curriculum building has been undertaken within the National
Board of Education, taking into account the availability of teaching
materials on dne hand and of the training and retraining of teachers
on the other. The stages, however organised, have been, first, the
investigation of how the schools are working - how closely they are
following the study plan and how successfully they are working towards
the stated objectives. This has meant evaluating not only the work
of the teachers but also the study plan itself. To a pragmatic
observer there appears to be a heavy reliance on the statement of
abstract principle and the confident assertion on a2 priori grounds
that particular practices in school will contribute (or ought to
contribute) to the fulfilment of these abstract principles. Part of
the work on the revision of the study plan must be to test whether
the a priori reasoning has been borne out in practice.

Having evaluated the present practice, on the basis of reports
from school inspectors amd refersnce groups of teachers and teacher-
consultants, the working group has then had to take into account any
changes in demand - rom the employers, trade unions, universities
and from the pupils themselves, and any conclusions these consumers of
education may have reached about the working of the existing
curriculum.

R
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New curricula have then been proposed which, without altering
the objectives, have been judged to contribute more effectively to
their achievement. This has been where the general suggestions have
had to be transleted into a study plan which could in turn be passed
on to the teachers in the schools, and used as the basis for in-
service training.

It,is8 clear that there have been many differences in the way the
actual &urriculum building has been done in the past - in the amount
of detailed planning which has been undertaken and in the extent of
the field-testing which has been included. Different methods have
been found to be appropriate for different types of schools and even
for'different subjects within the curriculum as can be seen, for

insfance in the revision of trade courses at the vocational school.
\

Traié;gg and Retraining of Teachers

éwedish educational innovators have clearly recognised the
critical importance of training and retraining in any strategy of
innovation. Spending by the National Board of Education under this
heading rose from 1.14 million Sw. Kr. ($230,000) in 1960 to
31.62 million Sw. Kr. ($6.3 million) in 1969. Some 260 teacher-
consultants are in service, working half-time as teathers and half-
time a8 curriculum advisers with other teachers. It is estimated
(1969) that some 10,000 teachers will take part in courses, most of
them lasting a week but some extending to two or three weeks. 1In
addition to the expenditure from central funds the local Authorities
spend about 10 million Sw. Kr. (*2 million) on local in-service
training schemes.

During recent years there has been an attempt tp promote more
short courses and local teachers' study circles where specific
curriculum questions can be studied with the aid of teaching materials
specially prepared for the purpose.

In the Autumn of 1969, a major programme of re~training began in
connection with the new curriculum to be introduced into the
comprehensive schools in 1970. All head teachers in the country were
to attend four-day courses, arranged on a regionmal basis. Similar
study conferences were planned for the spring of 1970 for all
. teachers in the comprehensive schools - 55,000 of them. Teachers in
the upper forms would attend for four days; those working in the lower
three forms will only attend the first two days.

The new 1970 curriculum for the comprehensive school involved
the extension of modern mathematics teaching and the introduction of
English at the third grade. Both of these changes have involved
special training for the teachers who have had to equip themselves
for new tasks. Radio, televyision and correspondence eourses are being
used for this purpose. Altogether, the National Board of Education
allocates about 2 million Sw, Kr. ($400,000) to the planning and
production of study material \for in-service training. It will be seen
that, even leaving aside the \special programme for the introduction
of a new comprehensive school)| curriculum, the scale of the in-service
treining effort is considerable, with about one teacher in 10
attending summer courses of from one to three weeks and an estimated
80,000 teachers taking part in up EF five obligatory study days each
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year when the schools can be closed while the teachers work.

In-service training and retraining is held to be important for
two separate reasons: first, as a means of introducing particular
changes in organisation, curriculum and method; and second, as a means
of building up the professional self-confidence and commitment of the
teachers.

The inertis of the teaching profession is one of the restraints
which any concerted attempt to promote innovation must tackle. This
is true in Sweden as elsewhere. It is ironical, perhaps, that in
Sweden, where the comprehensive principle has most wholeheartedly been
adopted, the teachers are themselves fairly sharply divided by type of
training, school function, salary scale and professional association.
The teachers' unions belong to different trade union groups, which
adds to the divisions.

The Swedish authorities have recognised that the introduction of
new methods make heavy demands on the teachers. Even with the volume
of in-service training which is now undertaken there are complaints
from the teachers that not enough is being done to train them in the
use of new materials and methods and that the changes they have to
face are not being taken into account. Often these changes are subtle,
affecting the teaching craft itself, the teacher's feeling of security
in his mastery of the craft and the satisfaction which he derives from
his work. A part of the training and retraining programme has to be
directed at eliminating the fears of teachers on these grounds and
building up their confidence and competence in handling new techniques.

Much of the training programme concerns the individualisation of
instruction - a concept which any visitor to Sweden soon encounters
(and to which reference is made later). Individualisation is one of
the primary objectives of the system. ('the work of the school will
be focused on the individual pupil ...'). What makes it a matter of
day to day concern, however, is the determination to postpone
differentiation, streaming and selection to the latest possible stage,
and ¢o keep as much of the curriculum as possible common to all pupils
throughout ths compulsory school from 7 to 16. Even if the centrality
of the individual were not stressed as clearly as it is in the stated
objectives the practical tasks of teaching in an unstreamed group
might be expected to place this in a prominent position.® Unless the
teachers can be shown effective methods of individualising instruction
for a teaching group of 25-30 children of widely differing ability,
those who have been accustomed formerly to teaching selected groups
are likely to be frustrated by what seems to them the reduced
" effectiveness of formal class teaching and the consequently lower
satisfaction which they will derive from the job.

Some of the pressure for retraining has come from complaints of
this kind. Teachers who have not discovered how to provide
individually for their ablest and least able pupils within the same
teaching group, have encountered discipline problems. The
theoretical answer to this has been to advocate a more active and
interesting classroom and school environment in which disciplinary
difficulties would disappear when all children were individually at
full stretch. Hence the emphasis on group methods and on teaching
aids, and, above all, on such individualised instructional systems
as are becoming available.
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The most impcrtant and advanced of the individualised instructional
systems now coming into use - IMU mathematics -~ is described in a
. later section of this report. From the teachers' point of view the
question which is likely to arise is whether there is any conflict
between the co-operative goals of the school and the peuagogic
necessity to individualise instruction. As yet this remains an
academic question, though one of which teachers and administratore
alike are well aware. The more extensively the curriculum were to be
individualised, the more acutely this could bear upon the schools.

Rolling Reform

As already mentioned, Swedish educational administrators believe
that the educational system should now move forward into a new phase
of development in which curriculum reform should be » psrmanent, self-
renewing condition. On this reasoning, innovation becomes a state of
mind and an administrative attitude, not something more or less
traumatic which requiresca Royal Commission to carry it through.

Royal Commissions, of course, will continue to be used where
appropriate. One of the features of the systematic approach to change
which the Swedes have adopted has been that reform has been co-ordinated
. and efforts have been made to ensure that the separate parts of the
system are prepared for the-consequences of changes in any one part.

A Commission is still likely to prove useful where structural changes
are needed. Among Commissions now working in the educational field is
a major inquiry into the organisation of post-secondary education which
is studying the changes which will be required in the light of the
explosion of numbers in secondary education and the consequential
pressure on higher education. When it is said, therefore, that rolling
reform will replace the more formal techniques of the Royal Commission,
this mainly concerns matters of curriculum and methods.

Two main reasons are given for the need for 'rolling reform'. The
first is that society and human knowledge are changing so fast that any
system which remains static soons becomes out of date. The second is
that the educational system must constantly seek to innovate in order
to rationalise: it must always be under the same pressure as any other
large scale enterprise so as to be able to use its human and material
resources to the best possible advantage.

A policy of rolling reform means seeking ways of systematising
the present processes of revision, relying less on the estimates of
teacheira and others, and more on the social scientists. Plans are
already in hand now(l) for the revision and evaluation of the new
gymnasium curriculum. This is known as the LAG project. Some of the
thinking behind rolling curriculum reform is set out in a paper con
'Principles for the further revision of the Swedish gymnasium and
and continuation school curricula' dated 28th June, 1968. This is
specifically concerned with the secondary schools' curriculum. The
techniques under discussion, however, apply to curriculum renewal
generally.

Rolling reform does not mean allowing reform to take place on the
initiative of the teachers themselves. "The fact that the Board of
Education will in the future play a primary role in the school planning
/In coutrast to ad hoc Commissions/ should not mean that questions of

(1) Summer 1969. ~q
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method are to be attacked solely by teacher-steered reforms. On the
contrary, we should strive to develop planning methods with a view to
covering the relevant problems more completely and achieving an
improved optimal technique in step with development in the social
gciences. ...

"A self-evident aspect of revision is that of rationalisation.
Every change must be a gain and the results must be reflected in
more efficient teaching.

"The principles laid down for this 'rolling reform' .;. should
provide a pliable instrument for the continuous renewal of a
system previously characterised by a high degree of inertia ...

"We must try quickly to obtain an overall picture of how the new
system is functioning in relation to the educational aims
established with the decision of Parliament in 1964. The object
here is to Iocate the greatest faults and establish where the
greatest difficulties are encountered. This, if possible, should
be done in such terms as permit the ranking of different problems
in priority order. The 'problem sectors’ involved can be of
various kinds: specific systems of materials or methods, new
text books and other materials, more conerete recommendations,
administrative measures in respect of joint classes and other
forms of grouping, questions relating to in-service training and
teaching qualifications, alterations to the time-table and, of
course, changes in the actual aims of teaching.  If the target
set proves to have been too ambitious then it must be lowered;

if it is achieved with a wide margin, thern we must either alter
the target or reduce the time allotted.

*The object must be to illustrate the situation of different
subjects as thoroughly and objectively as possible: +this can be
achieved partly by objective tests of the students' knowledge,
but it is at least as important to try tu xittack the problem in
the actual teaching process, e.g. by surveys among teachers and
students with other methods. We are, as yet, at too early a
stage in the discussion to say whether this should be by inter-
views, gquestionnaires, the critical incident method, or similar. ...
Such studjes could now be of great use, tsfore any less desirable
teaching methods and material become firmly established, and
before teachers and students can accuse the Beard of Education of
coming too late. As regards the technical design, it should be
possible in the initial stages at least, and under certain
conditions, to make use of gymnasium inspectors and consultants
in the collection of information. However, it is very important
that the work of reform be clarified from the beginning in
collaboration with the institution or institutions that are to
participate by performing studies.”

Central to this approach to curriculum renewal is a close study
of the internal function of the school and the teaching process itself.
Here, 'the emphasis must be on these important variables, namely:
time, principal subject matter, and method'.

The paper continues: "For internal functicn analysis to give
reliable results, it is necessary that general planning modela be
scientifically evolved for teaching in different subjects. -It is
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"important also to construct easily used tools to measure, for
instance, student attitudes to teaching in different subjects.

It is of particular importance to be able to chart how the new
forms of work introduced in the gymnasium and continuation school
function in practice. To obtain the relevant data for a future
analysis of the internmal function of the curricula, more consiatent
planning and application of the curricula will be necessary. This
will take the form of local studies at specific schools. ...

"The object is to let each school handle the investigation of a
particular line or sub-alternative. ... It is also intended that
the working groups at these schools should structure the content
of certain subject curricula, so that a study schedule can then be
built up in which such aspects as co-ordination, methods and aids
are considered in more detail. In this way, the aims of the
curriculum can be 'tuned' to the right level.

"The results of such activities will then be presented as a basis
for further analyses of the internal function of curricula.

"It is important that the Board of Education penetrate from the
very beginning the different functions of the project, and give it
a general design that will cater satisfactorily for the demand for
topicality, by developing methods of work that make continuous
allowances for the requirements of recipients, and of society at
large. Experience of planning during the last year suggests an
increasing emphasis on the development of new methods in work on
the curriculum. ...

"The intention is primarily to evolve certain routine procedures
in the different functions of curricula work, to meet the
requirements for periodicity. Even if the Board of Education, f
through its gymnasium inspectors and school consultants, has the
means to follow the introductory phase of the new gymnasium and
continuation school in some detail, it would be unreasonable to
see this as the only instrument for a thorough analysis of all
phases and tendencies during the introductory period. And to base
future changes solely on the experience of the Board's officers
would be to underestimate the actual renewal taking place among
teachers 'out in the field'. More methodical analysis, and a
better way of channelling the flow of information, 1is very
neceasary. We can say quite generally that the demand for rapid
changes in the curriculum will increase, owing largely to the
increasing mobility of the labour market, and this alone
necessitates and warrants a real effort to make work on the
curricula pliable. ...

*The demand for 'currency' can be met also by the Board of
Education, in accordance with the directive of the Minister,
keeping in contact with various reference groups, such as the
associations in different subjects, trade organisations etc.

To maintain continuous contact with such reference groups is an
essential aspect of work on the curricula.

*Po meet the requirements of recipients and society at large

within the framework of the project, 1t 1s necessary to continue
with the methods of study applied on a 1limited scale by the
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Gymnasium Commission. It is possible, for instance, within the
Board of Education, with the help of the gymnasium inspectors and
other officers, to make quick, practical inquiries in order to
chart the problems that arise, and also to make larger-scale
studies among employers, e.g. in respect of how continuation
school students are adjusting to the labour market. ... In this
way, the requirements of subsequent e£mployers can influence the
design of curricula more directly. . .

"A principle in planning the project has been that those engaged
in the different parts of it shall devote themselves mainly only
to their particular sector. .

"In planning the project, it was thus considered unsuitable that
those engaged in, say, analysis, should at the same time be
called on to assess the proposals presented for a pew curriculum.
The different ingredients of the project break down into what gg
can call an analysis function, a construction function, and
field tests. Other important aspects include consultation with
research.

The author goes on to discuss how, when the process of analysis
has been completed the actual work of curriculum construction begins.
The approach which he outlines is that developed at the University of
Gothenburg by Dr. Urban Dahloff and Dr. Erik Wallin in connection with
their studies in educational technology.

"On the basis of the material emerging in analysis, the leading
curriculum shall give such directives that temporarily engaged
experts are able fairly easily, and above all quickly, to produce
proposals for a new curriculum in their subject. Secondly, on
the basis of what the experts produce, the constructors are to
provide a foundation for any experimental activities ... which
will then be evaluated by the constructors, and furnish the basis
for a final decision on changes in the curriculum. ...

! "Changes in the requirements of recipients, and of society at
large, will also be channelled through the construction group.
With their capacity for goal-analysis ... this group will be able,
in the reconstruction of curricula, to exploit innovations
suggested not only by 1life in the schools but also by more
general considerations of educational policy. ...

"Owing to the great effort made on the analysis side of the project,
the space devoted to field tests has been reduced. The term
'experimental activiyies' has consciously been dropped in this
context. It is intended that the trials held in the future within
the project will reglly be 'field tests' of a given proposal.

Such a proposal will in a way already have been tested, in so far
as it is the result of very careful analysis, after which it will
have been goal-analysed and evaluated by experts in educational
technology. For this reason it is intended only to make isolated
field tests, and the costs of this should be relatively low."
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Not only does this approach rest on models formulated at
Gothenburg, it is also being carried out in close co-operation with
the university's Institute of Education.(l) Several members of the
staff of the National Board of Education who are invclved in the LAG
project have joined the Gothenburg course in educational technology
which has been set up with support from the Board's Research and
Development Funds. These include Mr. Cervall, who leads the project.

As will be seen from the diagram showing the system model of
educational technology developed in connection with the Gothenburg
course (see p. 30) the approach is sophisticated and theoretical, with
great emphasis on goal analysis. It covers both the general planning
of educational systems and the planning of instruction - in other words
it looks at both large-scale and small-scale questions. "Instruction
might be defined as goal-directed and systematic modification of
behaviour.” The goals, principals and dimensions of education,
obtained a8 a product of community planning, must be broken down step
. by step to be transferred by way of instruction to desired changes in
the behaviour of the members of society.

"Not least the development in programmed and so-called pre-
produced instruction has given rise to radically changed views on
such questions as defining objectives, steering and controlling
the quality of instruction. The whole of this process, from the
analyses made by the educational planner on the macro level to
tae construction of the shortest instructional sequence must be
well synchronised. We have chosen to call that part of education
concerned with the application and development of methoda to
effectuate this development process 'Educational Technology'. It
should already be clear that this field of work has become so
comprehensive that a differentiation of the functions can be
discerned. The first phases of this process seem to coincide
well with the concept of Educational Planning, while the others
correspond most closely to what we mean when we speak of
Instructional Planning and Instructional Technology.

"The boundary between Educational Planning and the Instructional
Planning is often diffused, as these terms are applied to parts
of the same process.

"It was on this background that the Institute of Education deemed
it urgent to start a university course in Educational Technology.
This new course satisfies a great need which is obviously present
and also prepares the way for a more comprehensive and systematic
view of problems of education and instruction, as hinted above.
For several reasons, Educational Planning has been given less
scope than Instructional Technology. The course is intended for
the growing group of people who, in various ways, are engaged in
or will become engaged in one way or another in planning,
construction, administration and evaluation o7 education and
training in the public educational system and in the commercial

(1) As it happens, however, the theoretical work by Dr. Dahlhoff on
which the working model is based was rot financed by the National
Board but by funds from the National Bank's Jubllee Fund.
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"and industrial sector, as well as in national and local
government, different forms of adult education and so on.(1)"

The course is mainly for rducational administrators, curriculus
experts and industrial training officers and to fit in with their
employment it has been arranged in eight units each lasting a week.
The intervals between these units are devoted to reading and practical
work on the systems in which they are currently employed. The
practical work is regarded as of great importance.

Another Gothenburg project - COMPASS (Comparative Analyses of
Objectives and Processes in School, Systems) - is playing an important
part in the LAG exercise. In order to assess the extent to which
existing courses fulfil the aims which the curriculum has béen given,
Dr. Dahlhoff is carrying out an investigation in the Gothenburg
Secondary schools. His great concern is with the actual process of
teaching which in his view has been often overlooked in discussions of
organisation, intelligence and so on. He has shown, for instance, that
general statements about streaming or non-streaming are unlikely to be
meaningful unless the actual teaching process is considered in detail
as well as the overall organisation.

In the COMPASS project, five subjects in grade 2 of the gymnasium
are being closely examined. Four times a yeay information is collected
from the pupils and the staff to establish

1. What the clasases are dealing with at the time of inquiry.

2. By what methods. )

3. What they have been doing since the beginning of the term.

4. What problems they have come up with.

The inquiry goes on to cover teachers' plans for the next period,
pupils' attitudes towards methods, subjects, teachers and their school
work in general, and the pupils' marks and results in standardised
tests., (See Chart p. 36)

Research and Development

It will be seen that the method of curriculum reform outlined in
the LAG paper relies heavily on research and development and on the
asgsistance of experts in the social sciences from the universities and
teachers' colleges.

It takes a resolutely optimistic view o: the extent to which
curriculum planning can be placed on a scientific basis. In the
confidence it reposes in the social scientists it reflects the efforts
made throughout the planning of the Swedish schcol reforms to build
research into the programme at every stage. Most of the Royal

rq

(1) From School Research Newsletter - 1968: 1, Planning and
constructicn of a university course in Educational .Technology,
National Board of Education, Stockholm, Sweden.

~h
29

/

¥




uepIMg *FI0qe39D JO K3TBIRATUN ‘UoTrEONpE JO jusmigeded ‘uosaxtl of

. = 1
[N ¢
:
T &<
L) J 3 4
rE ._ — s—
T3 - veee & »

TR FPIIN JE PIS Jo Sepimd  LY6°C
SOLIVRILY DITEIYET ST 0°C SOLITALLS ORIV & MDUCHAR €S .
L 4 m.
o ¢
gzt
” yoa 2o e Ly T _
T (e TN
— 5 Sefrweteme pov Sralives Jeqieg _ —_— E T Bﬂ-!h.n
i — )
_| ¥ -~
li LR (|- '
froe syme WV/TRe
soms| [ mororem]| —swmier - ¢
posenssiony awdezy| | ~rrmy | [ -rademay
L% 41 L X1 (35 X 4 3 M4
t b 1
I * ity g fores
2 mmymrteeg  §°3°C

.
< "
‘3 ¢
. [
o . .
e, d ey |0
AWM / orea PORITIMG SUY Jo maey SuTrvesy ;&' ..mt -upv oxX  Aadpad €
mene »© . yc p— -.2_ P ’ XRSYs TYAOIIVONGH oNTiEoM IEL *$
Tetrtiey urepey
q nnnnn M B I PR B X308 -
*she yesearpmbes

= [vovtont yuu ] 4 . 2 u

1

Y

Towemd * » ' - [
- e ~’ eyeirene l.o-w. {-waryany ni'_ oy ‘svametns vymomey
{imeTiseten) wTrveTsded Tve? sy 20 Teast LR ALK
arereey : !
smonOTUSR §°C »Le, - 3w / 0w 26 oy Iulnj ) v._
* . .N_ ey 3°° 'I.D Mo Ve
*sye daarP oyy 3o P Apme k1 . K
‘evpmTiye “eomspadm ‘ewpriabeaal ‘seTyITRY “msexd e w1271
™ Taded Teef o weTedy. houd bonliatmoe il
wieTaied Toel IuTwy g s pun —0oTy ‘eTEswese w3 J0 Lamymesny asd orp
STEATINY dnd ¢°C o 1€ “eopeg (3
RLA0TIAZT FVEOORS TYNOILVONIS * . SISXTVEY OISWVR ‘2

ZDOIOKEOIE TYROIZVONIY 4O THQOK KEISIS ¥




Commissions, which planned the different phases of the reform of the
educational system, incorporated programmes of educational and social
research. Swedish politicians and administrators have gone further
than their counterparts in most other countries to form close links
between the research workers and the decision-makers.

In 1962 a new bureau - known as L4 - was formed in the Natiomal
Board of Education to plan and supervise educational research and -
development. 'R and D' funds allocated through L4 now amount to about
10 wnillion Sw. Kr. ($2 million) a year, having risen steeply within
%geoéaggogew years from an original figure of about 2 million Sw. Kr.

400, .

L4 is a small unit led (at the time of writing: 1969) by
Nils-Eric Svensson and Eskil Bjorklund. It does not undertake any
direct research itself. Instead, it plans the distribution of NBE
research and development funds mainly to universities and research
institutes. As these funds represent the overwhelming preponderance
of the money available for educational research and development, its
influence is obvious.

rd

According to Professor Harry Passow of Teachers' College, Columbia
University, who recently carried out a survey of Swedish educational
reseerch activities and the part played by Bureau L4, (1968), the
Bureau "appears % have a web of close relationships with the various
. research institutes wherein the research and development work is
By actually undertaken, with the functioning bureaux and offices of the
o~ National Board of Education, with the Ministry and its Commissions,
with practitioners in the field, with publishers and materials
producers, and with other research founding agencies such as the
Social Science Research Council. When direct access to the Director
General of the NBE is added and when one considers that basically
Bureau L4 is two individuwals, the growth of this bureau's influence
becomes even more significant. Quite clearly, Bureau 14 is not in
business to distribute mimeographed research reports, rather, it views
its mission as contributing directly to the determination of
aducational policy and to decision-making.(1)"

-

There are two ways in which pro%ects are chosen for support. In
many cases the initiative comes from~the university or the research
institutes. L4 is 1likely to back a promisiong project which offers
itself. The network of informal relationships is such that the
Bureau 1is likely to be ableLto keep well infotmed about up-and-coming
people and ideas worth supporting. Many of the likely project leaders
! are themselves in consultation with other branches of the National
Board of Education amd there is a free flow of information about on-
going curriculum reform and innovation which keeps the research workers
in touch with thinking inzide the National Board.

In other cases, the Bureau will 'solicit' proposals when it has a
clear demand for a particular kind of work to be undertaken in
connection with some work within the Board. It is obvious that there

|

!
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i
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(1) Bureau 14 and Educational Research and Planni in Sweden.
A. Harry Passow, NBE School Research Newsletter, 1968:3.
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It is Jbvious that there will be many occasions when a project takes
shape by a combination of these two methods.

~—~——

To assist in weighing up the projects which are ﬁﬁf‘forugg%in;fe
Bureau has the assistance of an advisory Committee and a Consul
Committee, the latter body consisting of the heads of the various -
research institutes plus a number of influential co-~opted members, beinz

the more important in determining policy. According to Professor
Passow, .

*Since 111 of the research and development is actuamlly undertaken
at the research institutes, the heads are directly invoived in the
preparation of the budget, in the determination of which problem
areas will be tackled, and to a certain extent, where projects

will be placed. True, this is done in an advisory capacity but it
does represent a relationship between the Bureau L4 and its
project-operating institutes which is quite unique. In the context
of the Swedish system, this appears to be a positive relationship
and may help short circuit the delay in developing, funding and
implementing proposals."

14 has the responsibility for providing a policy framework within
which the National Board can support research and development, strong
enough to yield the positive advantages of coherence and co-operation,
yet not so intrusive as to impose any kind of stultifying uniformity.
It has, as it were, to orchestrate the themes which emerge from the
independent activities of original minds in the universities and
institutes, in harmony with those which come out of the practical
activities of the National Board. While it is clearly not possible to
draw a hard and fast line between pure and applied research in
education, the general assumption is that to be eligitle for support
from L4, a project should be directed towards solving questions fairly
directly related to the needs of the schools.

In addition to the support of work at universitieg and research
institutes, money is also channelled into less obvious soeial
science-based development projects such as those already undertaken by
the National Board of Education in connection with curriculum reform..
These include the new 'development groups' set up by a few local
authorities, among them Malmé (see p. 38). So far this local activity
is on a very small scale but may be expected to grow considerably if
the early experiments prove successful.

Systems Approach

As more funds have become available since 1964 the policy of NBE
has been to concentrate research and development efforts on the process
of instruction and in particular to develop a systems approach to
curriculum development. This has meant giving support to projects
using a Methods-Materials-Systems approach. Much of this work bears on
the individuslisation of instruction which is seen as one of the central

" problems in the development of mass education at the primary and

secondary stages.
It is the National Board of Education's expressed intent to

*improve the school by systematising and instrumentalising the
instructional approach.” It aims at designing "prototypes for

N9
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*"insiructional systems and at the same time to develop, in so far as
possible, models for more and more production-oriented research and
development."

In a memorandum on the deveiopment plans for 1968-69, the
National Board of Education wrote at some length about the direction
of the development work which it was intended to support and shows how
heavily committed it is to the i=nstructional systems approach.

The memorandum statedi(l): "Naturally, the steps taken to raform
our schools depend largely on the views we hold about what is actually
meant by instruction. The traditional view - which is now beginning
to be questioned - implies that *he main role of the teacher is to
transmit information. Concepts like class and lesson are fundamental
for our present instruction modei. The task of the teacher is
conceived as to organise the pupils' learning mainly by givirg lessons
(class instruction

"In Sweden the teacher's work is usually defined as equivalent to
a certain number of lessons including preparations (teaching
duties). One of the disadvantages of this way of measuring a
teacher's work is that it may easily give the impression that the
most important thing is to give lessons, that the task is to
communicate a certain -~ both informative and character treining -
message and that, if this is done conscientiously. it cannot be
helped if some pupils fail to acquire knowledge or learn skills
as well as might be wished. . “

"The unit, the building block, according to this traditional
instruction model, is the lesson, a period of instruction led by
a teacher. The class-and-teacher thinking, however, leads to
difficult, laborious forms of work; the teacher has a rule always
to take the whole class or group into consideration. The demand
for the individualisation of instruction within the framework of
the class will usually be difficu}lt to satisfy. This model does
not pay sufficient attention to the fact that the fundamental
point in instruction must be the learning activities of the
individual pupils.

*"The class and lesson model means that the planning of instruction
is largely the responsibility of each individual teacher. Each
class works during each lesson according to the plans made for
that lesson by the teacher of the class. For most teachers and
pupils this can hardly give the desired quality and the desired
differentiation. The class and lesson as a planning unit must
therefore be regarded as béing both too large and too small. The
planning of instruction should be directed to the activities of
the individual pupils. In order to make this possible it is
necessary to make use of more resources than are available with
the class as a planning unit. The planning must therefore be
done in a wider frame of reierence than the class.

"What will an alternative instruction model look like?

Experience of research and development ... suggests the following,
perhaps slightly exaggerated, comparison between two instruction
models.

(1) Educational Ressarch and Development in Sweden. Plans for 1968-69.
NBE School Research Newsletter, 1967:2. -
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Instruction Models

Aspect

Present Model

Alternative Model

Planning unit

Class; lesson

Pupil, groups of pupils;
larger sections of
courses

Integration,
systematization,

planning

Mainly by the individ-
ual teacher;

often not best com-
binations of media;
often great qualita-
tive differences

iargely already at the
construction stage;
systematically tested
combinations of media;
effects of use pre-
dictable

Construction
of instruc-
tional material

Usually only text-
book;

without systematic
production and

Instruction systems;
systematic construc-
tion and testing

testing
Teacher Primarily information |Primarily tutor,
function communicator "stimulator", work
leader
Personnel One teacher per class/ |Teams of teachers, e.g.
structure group and lesson, with senior masters,
with sole responsi- teachers, aasistants,
bility ‘ ete.
Realization Often slow, with un- May, in principle, be
of changes certain effect more rapid and certain
Individuali- Usually 1little May be made as com-
zation prehensive as desired
Pupil Often 1little (excent Great (study work in
activity for homework) school)
Learning Varying, difficult to . {Each pupil's progress
effect measure may be followed con-

tinuously
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*In the opinion of the NBE, one of the principal aims of the
educational reform work is to develop and test the alternative
model of instruction. This model is expressed here in general
terms. It is, of course, much easier said than done to change
school instruction in the way that is outlined here. If - or
more correctly, perhaps, to what extent - this can be realised,
depends, naturally, on how far we are prepared to devote our
resources to endeavours in this direction.

*On principle it is possible to construct instructional systems

of the type outlined here for a school subject or group of subjects
or for a certain part thereof and for a number of annual courses
or parts of such courses. In such a case the content and forms

of work are defined and ordered to make a well-planned system.
Strict programming, in the accepted sense of the term, of pupil
activities cannot be considered except in very limited sectors,
e.g. training skills. The system must be flexible and aim in the
firat place at creating methods by which pupils can work
independently, alone and in groups alternatively. The scope for
group work, discussion, lectures, laboratory work, demonstrations
and other 'social' situations, etc., is made within the given
framework as large as is considered necessary in each individuml
case. The work of construction is extensive: the purpose is to
arrive at a system in which the work of pupils, teachers and other
personnel, and the utilisation of material resources of different
kinds (media combinations) best serve the various functions of
instruction (e.g. motivation, planning, presentation directing
attention, problem solving, feed-back and evaluations.

"The task of the teacher will be mainly that of a tutor,
'stimulator', and, to a certain extent, the governing, responsible
administrator. The communication of information will be by way of
the different learning arrangements included in the instructional
system. In principle this will allow for a large measure of
individualisation, and it will thereby create scope for a
strengthening of the relation between the teacher and the
individuwal pupil, the teacher will have more opportunity of
devoting himself to the most important educational tasks.

"Here instruction is planned to a great extent partly in the
constructional stage, with a large number of interchangeable
alternatives for different sections of a course, and partly in
the different schools (in collaboration with senior masters,
teachers, assistants and the pupils themselves).

"Since central parts of the courses will be tried in an
experimental way so that their learning value can be determined,
it may be possible to guarantee that certain goals, considered
esgential in the curriculum, can be attained by all pupils. ..."

The memorandum goes on to describe the stages in a project
involving the development of teaching materials summarised in a simple
flow chart:

Plan~ Pre~ Ana- Con- Field Prod- Train- | Use
ning tests lysis struc- teat- uction ing
tion ing
Q2
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"The fundamental point in a systems approach", the memorandum
concludes, "is that all links in the chain of production are
developed within the framework of the same project.

"The main thing is to create direct and easily accessible
communication lines between the goal definitions of the curricula
and the various media combinations and teacher contributions
which facilitate the pupils' learning activities. All 1links in
the chain must fit into each other, and stand up to the demands
made: 1i:r a pupil does not learn what is required of him, it is
the fault of the system, not of the pupil."”

As already indicated, most of the research sponsored by the Board
of Education through Bureau L4 is carried out at the research institutes
in the Universities and teachers Colleges.

A short.list of projects now in hand is appended at the back of
this report to give some impres3ion of the range and character of the
programme. The examples to which reference is made in this report are
taken from Gothenburg and Malm@ but these are, of course, only a small
part of the total research effoirt.

Individualisation

The individualisation of instruction is the recurring theme.
"One gains the impression that those projects which deal with the
basic problems of individualising and differentiating instruction -
whether in terms of diagnosing and analysing those differences or
developing materials and methods for meeting them - are at the heart of
the planning needed to realise the school reforms which have been
promulgated over the last few years.(1l)" ’

The outstanding example of this approach - quoted to a visitor
wherever he goes - is the IMU Mathematics project at the School of
Education, Malm8. The project was begun in 1963 and the materials are
now being field-tested on a lerge number of schools.

So far the main emphasis has been on producing material for grades
7 to 9 in the comprehensive school (ages 13-16), but preliminary
studies have also been carried out with younger and older children.

‘'ne decision to develcp materials for this purpose originated in
the National Board of Education shortly after evidence was recz2ived of
work on programmed learning for mathematics in the United States in the
early 1960s.

The project has four aims:

1. to draw up and test self-instructional teaching materials in
mathematics,

2. to test suitable teaching methods for the use of the material,

3. to discover in what way the students should be grouped and the
teachers used in order to obtain *he maximum effect from the
material and the method,

(1) Passow: op cit. o ks




4. with the aid of the constructed material to measure the
effects of entirely individualised instruction.

-]

The project, in fact, combines three different types of
innovation. First of all, it demands a review of the mathematics
Ssyllabus and the revision of the content in line with 'modern
mathematics'. Second, it demands individualisation - the opportunity
for pupils o work on their own, at their own pace. And third, it
demands a new approach to the use of physical and human resources, new
ways of using staff, flexible class sizes, and a new attitude on the
part of teachers.

The material for the three school years of grades 7 to 9 is
divided into nine sections known as modules. Each module provides
work for a third of a school year, in the form of six to eight
components - work-books of from 50 to 150 pages each. Each module,
however, is provided at three levels of difficulty so that a pupil can
move at the speed and degree of complexity suited to his ability.

The student is piloted through the course by a series of
diagnostic tests taken after each component. Thus all take component
A 2t the start of the course, which lasts three or four weeks. They
then take a diagnostic test, on the basis of which they go on to
component B at the appropriate level (Bl, B2 or B3), and so on through
the module. Switching from one level to -another is quite frequent and
the units of work are arranged in such a way as to facilitate this.

-
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Sketch i1llustrating the principle of a module. DP = diagnostic
test. PP = prognostic test. A in the frame on the extreme
right marks the beginning of the next module.

The components each last about a month which means that the
teachers have about 10 occasions a year to help students choose the
right level of work for the next stage. "In this way and also because
students are relegated at intervals to 'zero level' the difficulty
level of the material to the students' actual performance and thereby
reduce the risks of students being assigned once and for all to a
particuldr level. Component D contains material for 'individual work',
that is to say, more independent tasks. The better students choose
c¢ne or more such tasks themselves and receive material and suggestions
for the tasks which they will plan and carry out by themselves.

!
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Reports on the tasks take place individually or in the form of a
little 'tutorial' for those students who have chosen the same tAsk.(1)"

The scheme offers, in efféct, about\lO million permutations and
combinations in the attempt to satisfy individual needs.

An unusual feature of the plan is a pamphlet for parents to help
them understand what is happening and to introduce them to the new
mathematics which their children are studying.

The material has now been under test since 1966 when the first
version was tried out in a school with a small test group of 75
students. On the basis of this, the work-books were revised: all
exercises with a 'solution frequency' of less than 80 per cent were
changed or rejected. (This reflects the strong PL influence).
Testing of the second version began in 1967 with a larger test group
of 300 students.

The third version is now being tested in some 300 classes:
11,500 students are taking part, of whom some 2,000 are being
investigated closely.

A visitor to a Malmd school where the material is being used
would find these classes - 80-90 children - may be supervised by two
teachers and one auxiliary (unqualified). (Other combinations of
classes may be taken by other combinations of teachers and auxiliaries).
A teaching group of 90. will be seated in a school dining hall or
assembly hall. Each child will have his own assignment, periodically
seeking assistance from one of the adults present. Some will be doing
a revision exercise using small tape-recorders and earphones, Others
will be doing diagnostic tests. A few will be sitting doing nothing,
looking rather bored.

The team teaching approach and the big class organisation has
been adopted for a number of reasons:

- students' work must be frequently checked and testéd

- teachers have to keep careful notes on the progress of
individual students

~ there is a lot of material to cope with

- thig means a lot of routine clerical work for which an
unqualified assistant is eminently suitable

- "the majority of the teachers and some of the students
considered that the students' motivation could be further
stimulated if individual tasks could be replaced from time to
time by group activities".

The organisation of staff and students in this pattern leads to
financial savings. It is estimated that the money saved by the use

(1) Some Facts About IMU, Hastad, Svensson and Oreberg, Department of
Educational and Psychological Research, School of Education,
Malm3, 1968. ~r
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of unqualified auxiliaries is sufficient to cover the extra costs of
the expensive work-books - the cost of materials is about $20 a head,
a year - and also making a real saving. This reflects partly the high
level of teachera' salaries in Sweden and the Jd.fferential between the
teachers's pay and that of the assistant. The following description
of how a typical lesson i8 prepared and conducted is from Some Facts
About IMU by Hastad, Svensson and Oreberg.

"l. The lesson is prepared during a conference held by the
teaching team to determine which tests wiil be held, what group
instruction will take place, who is to be responsible for the
group instruction, which material is to be distributed to which
students, etc. The assistant takes notes throughout the
conference.

"2. The group instruction, if any, is prepared by the teacher
nominated. '

*3. Before the lesson commences, the assistant produces ail the
material required.

*4. During the lesson the assiptant is busy distributing and
collecting material, supervising students carrying out diagnostic
tests or solving problems, noting the studeants' progress through
the course, the extent of their homework, checking their
attendance and so on. The assistant should be sufficiently
familiar with the material so as to be able to answer simple
questions posed by the students. In general, however, she will
refer the student to one ¢f the teachers. Meanwhile, the teachers
circulate among the students, helping those who have got stuck,
seeing to it that the students work carefully and in accordance
with the instructions laid down, giving the students encouragement
and spurring them on, discussing the results of diagnostic tests,
helping the students to cthse suitable sections for revision,
etc. One of the teachers may be busy on group instruction.

# "5, After the lesson the assistant arranges all the material.

/

"6. Before the next conference the assistant corrects the
students' diagnostic tests and enters up all the data on the
students' progress, ete. The scope of the assistant's work is
normally subject to local circumstances, but the following tasks
are probably her most important ones.

" - To attend the lessons
" - To be responsible for the material

to ensure that the material is stored neatly so that it
can be clearly surveyed

to seledt the material required before the lessons

to maintain a complete stock by making the necessary
orders for replacement

" - To register the current work of the students

ngG
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the students’ progress in their studies (once a week)
the students’ homework (once a week)
results of the diagnostic tests
results of prognostic tests
! booklets currently used by the students
" ~ To register student data
previous marka
test results
contacts with parents or guardians

" ~ To correct diagnostic tests .
" - To copy out and make stencils of material produced by the
teachers for group instruction

. - Clerical duties of various kinds, including keeping the
minutes at conferences, mnotes on group instruction, notes
on absence.

*7, At the next conference (a minimum of 1 conference per week
per big class is necessary) the teaching team discuss their ’
experiences, go through the results of the diagnostic tests,
decide on measures to be taken following the results, for example
individual revision or group instructions, survey the students'
progress in their studies, decide whether any students require
further encouragement, help, etc, The following questions are
dealt with at the majority of conferences:

" - How far have the students progressed with their work?
How much homework have they been doing? Do any students
need special homework?

" - How have the diagnostic tests turned out? Which students
need to revise their work?

" - Ought there to be group instruction next time? What type
of group instruction? Who is to organise 1t?

" — Are there any students who have nearly completed their
booklets? Which booklets should we recommend for their
next phase?"

In addition to the IMU project there are others using similar
techniques being carried out in the teaching of English and German.

No one who talks with Swedish officials about innovation can doubt
that great store is se® by these schemes. Although the IMU project has
been carefully researched, it is too soon to evaluate it fully. Those
most directly concerned with it tend to be more cautious in what they
claim thdn the central administration, which seems at times to have
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decided already that necessity demands that it shall live up to the
hopes placed upon it.

It seems that this project, like others relying on programmed
instruction through a single medium ~ and in this case, the printed
page ~ makes considerable demands on the students' powers of
perseverance. The pupils' interest is strongly stimulated at the out-
set. The curve rises, then it begins to fall. There is no doubt that
it is daunting for a visitor to enter a classroom at 8.15 a.m. to be
told that the 90 children sitting at their desks working at their
assignments with more or less enthusiasm were starting a self-
instructional lesson which would last for one hour and 40 minutea. It
would become still more daunting if the rest of the curriculum were
being similarly individualised.

This raised one of the minor conflicts between objectives which
must arise quite frequently. The long, double period was the logical
outcome of a policy laid down by the National Board of Education to
improve the pupils' study technique and powers of independent work.
Chopping the curriculum up into short periods, with time wasted in
between is held to militate against sustained and purposeful study.
But long periods of unbroken study may in themselves conflict with the
aims of individualisation, if it proves difficult to sustain motivation
for individual study on IMU lines for so long a period on end. It may
be that the a priori reasoning in favour of longer periods of study is
being challenged in this respect by experiment.

As to individualisation as such, it seems the IMU project has
started from the premise that the work should be made as fully
independent of the teacher as possible - the statement of aims uses the
phrase 'entirely individualised instruction'. It must strike some
observers as another paradox, that this attempt to go the whole distance
in the direction of self-instruction should take place in a school
system which is particularly well endowed with well qualified teachers.
The explanation is not wholly economic, though the rational use of
resources is recognised as of great importance. It is more likely to
stem from the theoretical basis of the Methods-Materials-~-Systems
approach which aims to make learning depend as little as possible on
the intervention of the class teacher and as much as possible on the
design of the 'super-teachers' responsible for the system as a whole.

It could be that this assumption is coming to be questioned, as
experience challenges the attractive but essentially naive belief that
there can be a 'best' method of teaching which can be universalised
through a 'best’ set of structured, individualised teaching materials.

The interesting point of development may be the way in which the
more active participation of the teachers is combined with the use of
the new instructional materials - not only by general tutorial activity
but from time to time in more orthodox forms of group teaching and
activity.

N

The IMU project - as the prototype of the more ambitious attempts
at individualisation - again underlines the need for the retraining of
teachers. As the earlier quotation from Bjorklund and Svensson made
clear (pp. 35-28) this goes to the heart of the matter. Individuali-
sation presents a frontal challenge to the traditional role of the
teacher.

R
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"Good instruction has up to now been considered to be synonymous
with good teachers. The teaching function rather than the
learning function has been considered to be the essential factor
in education. In the present development in this respect the

emphasis is shifting towards an increased interest in the pupils A

learning activities. Accordingly, it becomes more and more
accepted that the teaching ability ip to be measured not by what
the teacher does but by what happens to the student and how he
wWltimately performs. In addition, the requirement today is that
the instruction should be individuslised so that each pupil is
given optimal possibilities for advancement in his school work
from his own current level of knowledge and ability to higher
levels. A general avplication of the ordinary class instruction
conducted by the teacher from his desk is obviously neither
efficient nor rational.(1)"

When asked about this - the size of the revolution in thinking
which is demanded - Swedish administrators will point to the big
programme of in-service training now undertaken (see p. 22) but concede
that as yet the majority of teachers are unaware of the magnitude of
the changes demanded. Some whe have faced the challenge have responded
to it with enthusiasm. Others have faced it and withdrawn to cultivate
their traditional skills. But for the most part, even in Sweden, where
the level of concern is high and the direction of advance is clear, it
is gt111 not difficult for mosat teachers to remain oblivious of what
researchers mean when they talk about Methods-Materials-System.

If an unduly wide gap exists between the innovators and the
practitioners, the limitations this must impose are obvious enough.
According to some research workers it is also hindering research and
‘development. Some teachers have become reluctant to answer question-
naires and supply information needed for research projects.

It is in this connection, perhaps, that work at the local level -
teacher-led development which clearly has a low place in the hierarchy
of innovation in Sweden - may come into its own.

Logél Development Groups

One way in which the innovators have sought to spread the message
of 'rolling reform' has been by setting up a small number of local
development groups, based on some of the more progressive local ‘
authorities. Since 1964, Malmd has been one of these local authorities.
Under the leadership of Mr. Lars Kjellman, the director of education, F
and his staff, the city has established & series of projects which
include team teaching, the int2gration of social studies, experimental
methods of study training and the use of other new teaching methods
and teaching aids. .

Valuable knowledge and experience is being gained about the
practical applications of new ideas such as team teaching. A visitor
to a Malmé comprehensive school may find these classes together in a
lecture room watching a film strip and listening to a tape on a topic
on current affairs. From this the classes will move to their own rooms
with individual or group assignments. These will require them to use

(1) E. Bjorklund, Educational Innovation in Sweden, 1966.
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the school library and resources centre, collecting stencilled working
papers and, if necessary, drawing on further material on tape and film
atrip. At a later stage the groups will be reassembled to collate
their separate activities and share their experiences.

The development work is focused on the main objectives.laid down
for the schools and (8 _aimed at making a reality of the educational
reform. Much of it is closely related to the retraining of teachers

but because it is locally directed and teacher-led, it has certain
advantages over other forms of in-service training.-* Havirng started in
ronly a few schools, the scheme in Malmd has now been extended to all
the city schools, in close co-operation with the Malm® School of
Education.

\ . Some 20 educational advisers are working in the Malmd comprehensive
y8chgols, spending part of their time as teachers and part as consultants
for particular subjects or stages of education. The development groups

are financed jointly by the municipality and the National Board of
Education. It is beginning to be recognised that there will soon need
to be a revision of the financial relationship between central and
local government because the present central government grants, being
directly linked to teachers' salaries, discourage local authorities
from exploring more rational uses of resources.

One of the practical functions of the Development Group is to
highlight technical restraints of this kind.

i

An incidental advantage of the local authority development group
is that pedagogic experimentation may also lead to more adventurous
administration in other respects - as for instance in the design of
school buildings which both permit and encourage.progressive teaching
methods. This has been the experience at Malmd where new school
building is reflecting new teaching methods, and in addition, is
obtaining better value for money.

At this grass roots level there is a certain amount of reserve
about the impact of 'inno tion from on top' - the local adninistraters
noticeably identify with t..e teachers rather than with the social
scientists who inspire the central administration. There is a clear
understanding that if you attempt to go too fast with innovation the
process is self-defeating. This can be interpreted as a certain
diffidence about the presentation of fully developed systems. Malmd
is one ot the places where IMU is being trié€d.out, not without quiet
resistance from conservative-minded teachers. At the local level there
is far more likely to be an understanding that teachers need to be made
to feel that they themselves are part of the innovatory process - "we
must try all the time", someone observed, "to make the teachers feel
this is something they are doing for themselves, not something coming
from on top". '

It is also in the localities that teachers and local authorities
can talk and listen to each other - an essential element in radical
innovation if teachers are to be convinced that new methods do not
threaten their professionalism. It is not a question of rejecting
systematised teaching materials, but it does suggest a preference for
curriculum material which can serve, as someone put it, as bricks for
the teacher to build with rather than a whole prefabricated structure.
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PART III

R CONCLUSION

Innovation in Swedish education is being organised with a skill
and systematic efficiency which cannot fail to impress visitors from
less highly organised communities. Any conclusions which are reached
are therefore less in the form of criticisms or commendations than
rart of an attempt to identify some aspects of the Swedish educational
"2ene which raise wider questions for others interested in the
organisation of change in the educational system.

Objectives

This must be the starting point for any concluding discussion.
The Swedish system relies heavily on the analysis of objectives. At
successive stages from the education acts down to the detailed
curriculum the relevant objectives are set down and policy is based on
them. Within the technique of innovation itself there is a determination
to use the methods of management by objectives. In everyday conversa-
tion with tcachers, administrators and research workers it is common
to hear people acknowledge that the setting of objectives is a
political or quasi-political responsibility, separate from the
executive functions of administration and teaching. 1In fact, the idea
that the community can, through its political institutions, lay down
the educational objectives and leave their interpretation to the
school system, has been firmly and successfully instilled into the
world of Swedish education.

The question which the outside observer must ask is whether 7
reality altogether corresponds with this ideal.

It is fairly clear that in a society which has multiple aims, the
aims of education are also bound to be varied, and, in all probability,
. conflicting. This s~<:ms to be illustrated in Sweden by the attempt to
dedicate education to two separate objectives - the co-opera..ve ideals
of a society which would like to be more egalitarian, and th. aims of
individual development and self-fulfilment.

To point this out is not to indulge in sophistry or to play with
words. It is.to question whether the objectives are stated as clearly
as_they are conventionally believed to be. The directions in which

ﬂ,,—’—f'fhey point, though not identical,”are seldom diametrically opposed.
What this means is that the way the objectives are interpreted is all-
important, and to .Juppose otherwise would be to take an over-simple
view.

Morecver, if it is acknowledged that in a plural society, there
will always be inherent limitations on the extent to which clear
obgectives can be analysed and adopted, then it suggests that Swedish
experience in this respect is more important for the myth which has
been ilt - successfully - around it, than as an example of how to
divide public and profegsional 1nterests in educational innovation.

1
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Of course, this makes it =0 less functional in the Swedish setting,
though it suggests that sooner or later the incompatibility between
individual and corporate objectives will have to be faced. At the
present the assumption is that these can be reconciled by the schools
in the way they interpret the official policy. This can still be done
at this stage within the' present framework. It is still possible to
call on one policy (individualisation) to counter the pedagogic
problems raised by the other (non-streaming, non-differentiation).
What has giill to be faced is the outcome of a really successful
policy of individualisation, vis-a-vis the whole character of the
school as such. \\

Centralisation

It 15 clear that the Swedes are feeling for ways of making their

aystem less centralised, and among the reaso 's for this is a belief that .

this is necessary to release initiative at what may be called the grass,
roots level.

How Swedish centralism is regarded w111\hepend - to some extent at
least - on the eye of the beholder: ©both the present writers have
experience of educational systems in which the power of decision and
innovation is much more widely distributed. It is clear what the
advantages of central control are. 'When father says "turn" we all
turn'. The Svedish Ministry and Board of Education, staffed by skilled
experts, is in a position te~make thir happen. The thoroughness with
which the Swedish educational reform h. seen carried through is
eloquent testimony to this. In a relat: ely small homogeneous country
there are clearly limits beyond which it would make no sense to
decentralise.

All this having been said, however, it is also easy to see the
less favourable consequences of centralised control - particularly in
regard to innovation in curriculum and teaching methods. The pressure
to change comes from the top. The individual teacher is at the
receiving end of a new orthodoxy rather than being encouraged to
exploit the creative insights which he derives from his own teaching.

This is recognised by many Swedish administrators in Stockholm -~
who quote the local development groups (like that at Malm8 referred to
earlier) as evidence that the point is taken - but it may still be
doubted vhether in so closely controlled a system the full potential
of locel in.tiavive and enthusiesm will be realised. This clearly
has a direct releva:ce to the in-service training of teachers. I1f, as
seems likely, this is at its most effective when linked with the active
process of curriculum reform and the development of new teaching
material, there is still a long way to go.

In Sweden, as elsewhere, innovation makes heavy demands on the
teachers themselves who are more likely to embrace new ideas if they
are actively participating as valued professionals. There is no reason
to supprose that Swedish teachers are more stubborn in resisting change
than och2r teachers, but any major change in educational policy is
likely to leave many teachers unpersuaded and this has been the Swedish
experience. When this lack of enthusiasm is institutionalised into a
tension between the periphery and the centre, it assumes another
dimension. (In less homogeneous countries than Sweden, of course,
other kinds of local loyalty might be involved.)
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More specifically, Swedish centralism raises financial questions
about local administration that the Swedes themselves are seeking to
answer. The particular method by which the central government pays its
60 per cent share of education costs is under criticism. Being closely
tied to the cost of teachers' salaries, it may distort consideration of
new teaching methods which might, for example, require fewer -teachers
and more equipment.

Also, the teachers must tend to look to Stockholm rather than to
the locality as their real employer and source of promotion. And not
only the teachers: <the method by which senior local administrators are
appointed is open to the same questioning. For ‘example, the Malmd
director of education is, technically, appointed by the King in Council.
All this may follow from the slow process of reorganising local
government and reducing the total number of local education
authorities. But the Swedish experience may not be without its value
elsevhere.

Another aspect of centralisation now under discussion in Sweden
concerns the method by which the Government should ensure the
production and distribution of educational materials. The official
policy is to make public funds available for investment in publishing
(usirg the word in its widest sense) and the Government has bought a
share in a publishing house together with the local authorities.

The importance of ensuring production, given a strong belief in
the Methods-Materials-Systems approach, is obvious enough. How to do
this is a question which has exercised curriculum reformers in many
countries. Various forms of sponsored publication are possible, of
which state publishing is only one. There can clearly be ideological
considerations, which may lead some to favour public enterprise in
this field as strongly as others will oppose it. The Swedes make it
clear that they assume that, for a while at any rate, the State
publishing house will only have a small share of the total turnover of
educational publishing. But whichever ideological view is taken, the
link between a State publishing house and a highly centralised system
would become an obstacle to fruitful innovation if it literally gave
an imprimatur to new orthodoxies, and restricted the choice of
materials available to the schools.

Research and Development

The third aspect of Swedish innovatory technique in education
which stands out is the importance given to Research and Development.
To some extent it is inevitable that this should tend to be somewhat
exaggerated in any description of "rolling reform" as an administrative
concept. But any conclusions about Swedish practice would have to
stress Research and Development and the faith which is being placed in
the social scientists. In this cortext, this amounts not only to faith
in what the social scientists can do now, but also in what they will
develop the tools to do in the future.

Here, of course, is an area in which opinion will vary from the
more sceptical forms of agnosticism to the more s blime expressions of
faith. But this reliance on the social scientisivs to produce quasi-
scientific presicriptions for the curriculum, like the centralised
administration; must have an important bearing on the role and function
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of the practising teacher. It covld be argued, in fact, that the more

completely the faith which is teing placed in the social scientists is

vindicated, the more the presen. role of the practising teacher is

being undermined. ,
/

Certainly one of the outstanding tagks is to find ways of
contributing to the professionai development of teachers while at the
same time draw.ng on the full renge of skills which the social
scientists have to offer. The involvément of the teacher lies at the
centre of the process of curriculum fenewal - because what is being
aimed at is a change in the whe'< complex set of relationships which
go to make a school, and these dengd largely on people, not materials.
The materials go a long way to induce and to monitor the changes in
social relationships, including the change away from authoritarian
attitudes on the part of the teschers. But just as there is more to
education than instruction, so there is more to & school than a set of
learning systems. r

4

o




National Board of Education
Research Planning Bureau (L4)
Stockholm, Sweden.

APPENDIX

School Research Projects

1968-69

Instructional Conditions

Job analyses: teacher
training, concerns lecturers
in methodology, tutors (and -
heads), for drawing up
educational programme

Social upbringing: ages
7-16, mapping intended to
construct teaching spec.
devised to train ability to
co-operate, resistance to
propaganda, etc.

\
Adult education: mapping of
adults' study requirements
and conditions, intended to
draw up e ctive instruct-
ional methods (2 projects
covering different fields
under way) ~

Goals and methods for 6-year
olds: analysis of goals,
mapping of present nursery
school programme in relation
to goal analysis, testing of
new elements and methods

(2 projects covering
different fields under way)

Children with defective
sight: registering of
problems, attempts to draw
up integrated course
material

" Start

year

Continues
according
to present
plan until

Esti-
mated
costs
1968-69

News
letter
No.

1967

1967

1967

1968

1968

1971

1971

1973

1977

1225

195

150

100

1968:13

1967:9

1967:11

1969:3
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Instructional Processes

Systematic instructional
analysis of teacher and
pupil behaviour, intended
to bring about more
efficient training
programme for teacher
candidates

ITV: construction of models
for teacher training using
TV a8 an educational
technological component
system (2 projects covering
various fields under way)

ADL: concerns construction
of systematic training
programme for the severely
mentally handicapped

Gymnastics: mapping of
organisation of instruction
in order to define
improvements

KUMPAN: development of
method to register the
forms and effects with
which various courses
planning phases are treated

SIFON: development of
methods for guiding and
measuring the instructional
processes in the lower forms
of the comprehensive school

VGL: development of methods
for guiding and measuring
of effects in schools with
groups of varying sizes and
team teaching

Start
year

Continues
according
to present
plan until

Esti-
mated
costs
1968-69

News-
letter
No.

1964

1963

1968

1968

1968

1968

1968

1972

1971

1970

1970

1971

1971

1973

170

290

65

706

140

50

20

1969:2

1967:8
1968:18

1968:8

1968:20

L
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SESAM: independent work
operated by pupils with
multi-component materials:
testing of study materials
and an organisation with
individual curricula

Literature reading in the
Higher Secondary School:
experiments with new forms
of literary instruction

Effects of Instruction

GPU: construction of
better methods for marking
and admission to Higher
Secondary Schools

Youth in Gothenburg: com-
paring the effects of the
senior forms of the Com-
prehensive School with
earlier types of schooling
for corresponding age
groups

Adjustment, behaviour,
achievement: a study o¢f
pupils ill-adjusted to
school life in an attempt
to define improvements

Maturing process: describ-
ing variations in the
maturing process in
children aged 9-16

Study techniques: con-
struction of zroup tests
for measuring independent
judgement and productive
originality

Start
year

Continues

according -

to present
plan until

Esti-
mated

costs
1968-69

News~
letter
No.

1968

1968

1964

1963

1964

1964

1968

1973

1972

1970

1971

1976

1970

1971

95

45

200

25

55

1968:5

11968:14

1968:17

1967:12
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Discernment in studying:
the construction of tests
as a basis for discernment
in studying at county
colleges (folkh&gskolor)

Individual statistics:,
analysing links between
home background, school
structure, choice of
studies, school results,
etc.

KUL: the development of
methods for the qualita-
tive evaluation of
teacher training

The effects of marks and
methods of work: the
importance of various
rewards for the pupils'
choice of goals, wish to
achieve, satisfaction with
results, etc.

Development of Systems

IMU, Mathematics, ages
14-16

IMT, German, ages
14-16

IME, Engliéh, ages
14-16 (2 projects covering

different fields under way)

Civics, ages 14-16

Religious knowledge,
ages 11-173

SAG, History, ages 17-19

Education, Teacher
training

Start
year .

Continues
according
to present
Plan until

Esti-
mated
costs
1968-69

News-
letter
No.

1967

1967

1968

1968

1963

1965

1965

1967
1967

1965
1968

1970

cont'd

1974

1972

1973

1970

1970
1971

1973
1972

45

45

100

45

670

440

470

160
170

220
140

1968:16

1968:12

1967:3

1966:27
1969:4

1968:19
1968:2

1968:11
1968:15
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SMID, Swedish, ages 7-8
for the deaf and those

with defective hearing

School for the handi-
capped, Swedish, Learning
to Read," ages 7-9

Teach yourself material
for pupils with diffi-
culties in learning,
Swedish, Mathematics,
ages T-16

Other Projects

School in the 1980's: an
attempt to determine trends
of development with regard
to the renewal of
educational material and
forms of work

The study packet in
educational technology:
presenting a concentrated
course in educational
production to relieve the
acute shortage of
educational technologists

Career teaching problems:
developing an overlapping
theoretical model for
research and development
work in career education

Treining research and
development personnel:
training in educational
construction technique
for subject experts and
training in school
research

Planning, information: co-
ordination and guidance

of the continuing
expansion of research and
development

Start
year

Continues
according
to present
plan until

Esti-
mated

costs
1968-69

News-
letter
No.

1964

1965

1967

1968

1968

1968

1972

1971

1971

1970

cont'd

cont'd

240

125

185

250

251

5,451

1968:3

1968:4

1969:1
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