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PREFACE '- N

./ This Volume consists of a number Of selected papers presented to the
_ Kifteenth Annual Conference of The Australian College of Education. The
‘Conference was hetd at the University of Papua New Guinea from 4 to
9 May, 1974 in conjunction with the Waigani Seminar. Joint sessions; were
held as well as those for College Members.

“Education in the South Pacific” was the theme of the Conference
but aspects of ¢ducation in Papua New Guinea were tht subjects mostly
covered in'the papers read.

The Buntine Oration which & given every second year in honour of
the late Walter Murray Buntioe was delivered by Mr. Michael Somare,
Chicl Minister of P.N.G. —— a unique occasion never likely to occur again.

The theme was divided into three general sections, viz. 1. The Cultural
Sctting; 2. Education Systems (Primary, Sccondary, Tertiary & Further
Education); 3. Curriculum Issues in developing countries. Two  historical
papers were also presented. . N

Unfortunately not all papers can be published. A complete list s
included in the Annual Proccedings of the Fifteenth Conference.
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. INTRODUCTION .«
THE EDUCATION SYSTEM IN PAPUA NEW GUINEA

The 1974 National Conference in Port Moresby caunght the Education
System in PNG at a point of intensive self-cxamination and re-direction — a
seharacteristic which is reflected [n the papers presented.

In a way it would be asking the Australian rcader too much to outline
possible new directions of the assumption that he understands their point
of tdeparture from the present. The fact is, PNG's Education. System

‘today is so radically diffcrent from dn Australian system that' it must be

studicd afresh as o basis for understanding new directions likely to emerge.

So often, after we have painstakingly described ‘Tthe current operations,
of, for cxample, our Teachers' Colleges, we find out Australian .visitors
going on to say — “Finc . . . . now, what about the privatc (chdrch)
colleges?” The fact is that, with the exception of one church College which

“wishes 0 remain completely free of government involvement, all church

Teachers’ Colleges arc members of the national cducation system, sharing
with the. government Colleges the same common bencfits, national policics
and curriculum. appointment procedures. cte. As with Teachers’ Colleges.
similarly with other cducational institutions; the grat jovernment — private

" cleavage in Australian cducation is not known®in the integratcd education

system of PNG.

Australidn visitors are likewisc intrigucd by other now-routinc features
of the PNG cducation system- developed during the -period when Dr. K.
McKinnon was Director. - : .

Orc of these, necessary to -the. integration of a number of private
bodics into a national cducation system, is thc cstablishment of a governing

‘ body for cach cducational institution, with formal powers under the Ordin-

ance over such matters as planning the development of the Institution,
managing its budget: collecting fees and appointing staff. Another important
fcaturﬁ. of decentralization is the District Education Board, again with

forma¥powers under the Ordinance in relation to planning the development

of cducation in its district, opening new scheols, appointing staff, controlling
admission to schools. '

Other “ contemporary features of a system whos¢ history totals less
than three decades may be traced back to Australia’s accclerating post-war
determination to_devefop PNG rapidly. Somec visitors were surprised at
the cxtent to which English. is uscd, others at the implications of reliance
on a foreign language for the curriculum generally and in particular for the
respect with which the younger generation will therefore treat their indigenous
language and culturc. What the Conference did reveal, in all its ugly
dimensions, were the tremendous tensions gencrated as education, as agent
of modernisation and westernisation, has helped to create expectations which
arc far beyond the capacity of the-natipn to satisfy.

So — to the turmoil for the battle for the future.

- . 5
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v Phe Conference presented visitors with Papua Nety Cuinean profes-
siomads, the heavy responsibiling suddenly throst upon them, avonizing over
the dedision as to what changes in the education ssstem will both sahve the
nuassive problems and at the same tinie ssmbolize the rejection of coloniad
presence estiblishing that they are masters in their own house. Hovering in
the wings were the expatriate “experts”, prescriptions (often contlicting) at
the ready. In the backyround politicans thundered major clanges in consti-
tution and education. Wil there be provincial government! Wil the politicans
insist on education for all re L.mlk\\ of whether teachers or the other resources
are availahie? “\

l'hc theme of the Conference was “Bducation in the South Pacific™
FUwas expected that the venue woukl mean that most “of the papers woudd
he devoted o the Papua New Guinea situption, but there would be some papers
devoted to other arites: this L\pul.m(»n wits realised. Particularly  pleasing
to the College were the number of Papua New Guincans who p.nllupalul
in the \.‘\LII‘IIILL‘ of views, as authors of papers. ¢ airmen of sessions, or as
members of the auwdience, Fqualiy gratifving were the numbers of  peopie
{romeeountries in the Pacitie region and other developing countries: observers
came from Africa, Jamatca, Cesion, British Solomons: Tonga and Indonesia.

Atthough no, specitic suggestions were made, to potentiat speakers in
a review of the papers that Were presented one theme clearhy emerges
the necessity o have an education ssstem which in its organisation, saims,’
and curricutum content is in harmony with the expressed wishes and needs
of the people. In his Buntime oration the chief minister of Papua New
Giuinea, Mr. Michael Somare — himéelf an ex-teacher - discusses the ditemma
faced by his government when the wishes and needs of the people may not
coincide. When attempts have been made to make education more refevant
to the needs of the people. these may be denounced at the highest fevel as
moves by the Governaent o introduce an inferior svstem of edueation. Yet
if attempts are not made to make education more refevant, ultimately educa-
tion will contribute towards the destruction of traditional Papua New Guinea

society rather than toavards its progress,

g 4 .

Dr. Max Maddock  hightights the potential, sociat danger of education

in his study of scientific attitudes among Papua New (unnums His results

indicate the formal school system is developing a serious cleavage between

the products of the \\\lun and those not fortunate enough lw et to Hth
School,

Two Papua New Guineans take up the theme of refevaney in education,
Nelson Giraure's autobiography welt ittustrates how  his traditional values
were supplanted by another alien set, and his traditional skills were never
attowed to develop., ' ' .

. < i . G’

Paulias  Matane, (huthlH Fetlow and  novelist, conetudes  that  the

present form of primary schoot is an ahien institution and two-thirds of its
sraduades are regarded as Luluru because they cannot go on to High School,

Another Papua New (,ummn Afan Isotamo. while agreeing on the
necessity to develop a curriculum which is relevant to the needs and interest
of the children and the communiity, stresses that Western education serves
two functions usetful in Papua New Guineas it provides an entree to a fanguage

6 PO -
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and a technology from which Papua New Guinea can benelit, and it provides

a medium for the interchange of cultural values, while stressing the need for

change and. adaptation. Denis Donohoe shows the problems  that Larise

for students opting for Western style intellectual development; hes analyses

the role of educational testine 1o show how it can monitor the progress of
. students who need to master this form of skill. :

<That the concefpt of having an cducation system which is relevant to the
needs of the commuiity is not new is shown by the work of Groves and
Mikluho-Maklai. Meg Duncan examines the work of Groves over 30 years
in 3 Pacjtic countries and shows that his constant aim was to, make education
relevant to local needs. An interesting account of the work of the Russian
scicntist and educator Mikluho-Maklai-is written by hig descendant Ro WY
deM. Maclay: in it we tind this remarkable man stressing the need to relate
cducatipn to village needs and traditions in the IR70's. .

While agreeing on the necessity to have a curriculum appropriate to the
needs and culturg of the child. other authors provide testimony that this is
a most difticult accomplishment. Philp and Kelly show that language imposes
fits own views on the world. and stress that teachers must investigate the
language spoken by their pupils to cheek that there s no cognitive clash
hetween what is taught in school and what is taught at home. Beth Southwel!
«investizated the mathematical comprehension of teachers and students and
, found a social Tactor at work: despite attempty to make the mathematics
program_more meaningful to pupils. it appeared ‘that girls were performing
poorly bécause the community expected them o perform  poorly. Rev.
Dunstorie discusses the theological training offered by the Elnited Church,
and shows how the church has been.concerned to develop a course of training
-which is relevant to the negds of the community. and docs not alienate

a trainee from ‘his own culture. : -

. /
Several authors ook at certain difficulties in the classroom. John Pollock
discusses the social science curriculum which was specially designed for Papua
4 New Guinea. and notes that it has not fulilled its carlier hopes because of
the reluctance of teachers to espouse new teaching coneepts and methods.
- wand the very details of the curriculum have tended to make it prgscriptive
rather than suggestive. Geolf Coyne found that the most common forms of
misbehaviour in Papua New Guinea primary sghools are not very, different
from a similar list compiled 400 hundred vears ago in Scotland! Furthermore,
whilst educational administrators and theorists have beén urging teachers
to trse the vernacular in gheir classroom teaching, the teachers view their
pupils’ use of it as a misdeed!

3

In developing countries, one often hears the cry for schools to produce
people with technical skills. Patrick Pyers believes that much dthe present
technical education system is wasteful, and that technical training can be
improved only when the status of: technological studics s, im'prSvcd. J. A
Sutherland points to the important role agriculture should play in the school
curriculum: since “rural production is the ccoriomic weilth base; it'is to the’
improvement of rural production that these countries must chiefly look in
order to make cconomic progress™. :
— 7
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Iewis Darking takes up Beeby's thesis that before an education system
in a developing country can be up-graded. there must e an improvenient

. in. the general education of the teachers. His rescarch makes one re-consider
whether the high-level gualdities assumed desitable in a Western education
yastem are ullau’nuhlc or even desirable for a developing country. .

N - L]

The difticulties of implementing chirnge are examined from an adminis-
trative point of view. Dr. Nash, a member of the Brown Committee which
enquired into higher education in Papua New Guinea four years ago, discusses
the obstacles which have prevented many of the Commitiee’s recommend-
ations frem being implemented. Dr. McNamara traces administrative attempts
du.ring' the last ten years to make the Papua New Guinea mnrlmcnl of
. Fducation as fully statfed by Papua New Guineans as possibkes he concludes

that the rate of such lovadisation is determined. not by burcaucratic planners,
Abut by changes in social climate arising out of olitical decisions.

The reader may make his own judgment of what has been aciicved.
and whatds likely to be achieved, in Papua New Guinea education. But one
matter seems clear: a fundamental massive social change is leading to re-
orientation of the education system, making Papua New Guinea an exciting

. place for cducators to work in.

O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

CFHE BUNTINE ORATION 1974 —
EDUCATION FOR SELF RELIANCE

M Mici e SOMARE,
Fhe Clhuef Minster, PN .G

Iraditionad education taught the people of Papua ‘New Guinea self-
reliance. Lvery shill learnt in the village was specically aimed at helping
child 1o get through has adualt life with mu\inulpof security, and wminimum
of mconvenience; Fven the stories and legends finded down from parent to
Child had a meaning— a morad o the story: which taught the child a little
more about his environment.

However. the white man has changed this, Whereas before traditional
education yas the knowledge of how 1o enjov life in the village, westgn
education in Papua New,Guinea has become & means of getting away from
the village, to the attractions of the outside world. the city life, the bright
lights. In Australia “cducation his been geared to help school children
towards their own self-reliance. But when the Australian - acation system
was transplanted to our society, it no longer worked towards that aim. A
transposed Australian education syvstem hay made the educated. most often
the natural leaders of communities, move away from their own communities,
in scarch of more money and a more Western style of life. These natural
leaders. - the better educated members oF our society — have fallen vietim
of an inappropriate education system, The past education system, instead of
providing cdocated community leaders, has actually deprived communitics
of their leaders. :

Because an Australian way of life — by its very presence here — has
been held up as a desirabke goal. our people in Papua New Guinea still do
not realise that education can be cither beneficial or harmful in our socicty.
There are far too many people in Papua New Guinea who believe that our
country’s ideal is o society similar to Australin, o

This was shown when Cabinet attempted to take action on adjusting our
cducation system to better suit the people of this country. One of the Govern-

‘ment's first moves was to annonnee that Papua New Guinean children should

no longer attend Austradian curriculum schools, The decision: was attacked on
all fronts.

It scems that even the best educated men in cuor society still see a
revision of education policy towards a system better suited to our Melanesian
society. as somehow inferior to the ideal that Australia bas set in the past.

So even while we attempt to revise education policy we recognise that
there may be. within our own society, considerable resistance to any révision
that can be interpreted as lowering educational standards.

At the same time the community demands of its government more

_education for more people. It is not only our own people who demand this.

In June last vear the British delegation to the United Nations called o the
Papua New Guinca Government to give greater priority to education, There
is no Jdoabt that my government agrees with these demands and sentiments,
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But, as adwin s, meney a5 himiteds We must be osore that esery cent spent on
education as o gl imvestient i the futore development of Papua New
Gumea We cannot allord cducation for cducations sahe. 1o was Bijtain which
wave such high priority o education as the answer o the development
problems and socid s i Tndia, forinstance, than foreed university graduates
to tahe work as Libourers to con enongh to live We note the points made
he Britain at the United Natons bat we will also learn hom Britain's
past mistihes, y

It is essentiad thenwo consder the justitication of the costs of cach cope
ponent of edueation, and o pear edocationad poals 1o our eight point plan,

Fohave said that in order 1o justify the expense of education we nist
be sure that its henelits ow back into our rea! society, Despite the problems
that we are adready evperiencing with urban unemplosment and migrant
settfenment developiment in our main centres. the majority of our people
are stillin the villages of Papua New Giuinea, hat is where 90 per cent of our
people still live. A recent disciission with other South Pacitic Jeaders on the
role of technological education in Papua New Guinca and the Pacific slands,
made this same point. ‘

We must take technology and education o the villages and gardens —
to the place where most of our people ive and work. It was obvious from
that discussion that the other South Pacific nations are expericncing similar
ducation problems,

It cost in 1972, SH300 o place just one student at the University of
Technology in Lac. That money is a remt investment only if the student later
contributes towards a real improvement in the social and community Jife
of the community. Bot it is money wasted if all that learning simply becomes
a,means to gain for the graduate the comforts that academic learning ‘can
bring. Our country needs to produce men who have learned how to put a
shovel to the most etfective use -— not how to exchange the pick and shovel
for a desk and air-conditioned office, '

I my government fails to take the benefits of education to the ‘rural
commBnitics, then it -has failed 1o serve the vast majority of our people.
And at the same time education will have contributed wowards the destruction
of our real socicty as we know it instead of towards its progress.

Fhe theme of this talk s self-reljance in education, | have spoken of
cducation’s role in producing self-reliant communities. 1 have spoken at
length on this because 'l believe that all to ofteft the meaning of the words
‘schooling and training™ are misunderstood. They should be interpreted as
the development of skills which will be essential if our students are to work
for their own, and their communities” maximum bencfit,

Training and schooling shouk! encompass technical and practical skills.
as well as social ind managerial skills. Before my fovérnment can revise
education policy, the desirability and priorities for these skills need to be
studied and spelied out in a full education plan.

A suceessful educgtion programme relies on certain key attitudes within
our own society, while at the same time the programme should foster the

¥
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right wiinndes  In panteobar these wie panative. responsbilny and eflort
Allow me to take these points one by ane

O own communities most have ther own aitative the ability (o <
tevornise the problems, and to lind solutions

At the same tane there needs to Beasense of responsibnhity o which
commumities realise that focal problens noted Taal solutions - answers that
are within the capabalities of Jocal capabilities and resources. And lastly there
needs o be elfort the commitment 1o ensure that problems are sudeessfully

resolved. ~,

My povemmment believes that the development of these three factors is
essential to the future suceess of our education aims. There is no lack of
imtiative in Papuia New Guinea - but, as in most countries, people tend to
reitct 1o problems by demanding that the government solve them. ‘This has
been particularly true in the education field.

My governmeat has encountered real ditliculties in its efforts to encourage
community involvement in our education needs. .

Papua New Guinea sociceties will have to tailor their education demands
to the Jimits of their own resources. The government has attempted to assist
this aint, However, in two areas in particular — secondary school selection and
boarding schaol fees -~ we met apposition. This was not direet opposition —
but resistance from a community attitude which, as yet, does not aceept
the true meaning of sell-reliance in education,

The communities” reaction to revised policy on secondary school seleetion
which attempted to give selection powers to district boards of management,
was to pass decision back to education departnient headguarters in Port
Moresby. '

Boards were reluctant to take up this responsibility, and there were
charges made of favouritism—or as we would call it *wantokism® in board
selection procedures. The House of Assembly cventually called for a return
to the selection system which gave headquarters the control.

r
At the same time it is st proving ditlicult 1o cohvince people of the
very real need for the payment of boarding school fees. Up until about 10
vears ago boarding schools were free, but then there were very few high
schools. Today there are i total of seventy-two high schools and the govern-
ment simply cannot afford to spend all its cducation finance on this one
aspeet of education,

It is government policy to encourage day high schools, The government
belicves that day high schooling better prepares a child for later life, A
boarding school eistence removes the child from his traditional and cultural
contacts with his own people, and often fails to prepare him for the realities
of life at home. and at work as an adult. ‘

Of course there are problems with students who return home in the
evenings 1o a house without electricity” and other comforts — but these arg
problems with” which he will have to “cope later anyway.

1 . '
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All this leads then to the government conciusion that ia order to develop
our, self-reliant education programme. we must show our people” the need
lor sclf-reliance. -

~ Until we have done [hd[ we will never be able 1o teach scif-reliance
iri the schooling system. .
However, not all our efforts in this direction have met with' failure.
Recent Papua New Guinea education gazettes have featured stories of
communities which are making a L()n\lderh'L contribution tow..rJds our self-

rclmnt aims.

In\my own clectorate, at Ila‘ahita prmlarv school in the cast Sepik
distrutlpdrunts built four new classrooms, and during the LO'I.-,tt'lnctiOn work
passed on their various building skilis to their own children. The signpost
that now stands outside the school was carved by the students themselves —
the carving skill taught to them by the father of one of the children.

At Kompian. in the western highlands.” councillors and thg community
came’ together to find solutions to the school leaver. problem. 1 mentioned
the school teaver problem carlier. wherf 1 spoke of - lzt dgmage that education
without purpose or relevance could do-to our snuety Kombian schoot leavers
have not becoihie part of that problem. A selfihelp pian was designed by the
people. and with local government “assistance, ,now employs many school
feavers who might otherwise have bzcome_part of our country’s youth and
unemploy:::cnt problem. The students cultivate dn arca of land of 20 acres.
stock with farm animals and fish, and experiment with crops. They are also
attempting to improve traditional methods of subsistence farming. The im-
portant aspect of this exéreise is that. in order to achieve this, the Kompian
people firstly recognised ‘the .problem. secondly. found their own answers
and thirdly carried out that answer with a minimum of outside help. These
are, of ¢ourse. the essential factors for self help that I mentioned €arlier:
initiative. responsibility. and effort. TR

¢

Later these school feavers will help solve some of the problems of the
community which has supported them, emphasising the benefits of edumtmn
as an investient in Papua New Guinea. .

It is important —and this again is a furthnrmL of our snlffrclmnCc
philosophy — that decisions on the future cducatmn_pohucs for Papua New
Guinea. are made by our own countrymen. 1 think it would probably be
true to say thai many 0f our own teachers now feel that their own education
was not ideal for ‘a teaching lifc in Papua New Guinea’.

. - .
I know that when I firs. entered the teaching profession, after schooling
that was based on the Australian curriculum. I began to question the useful-
ness of my education. in assisting me to teach the children of my own country. '
I was, perhaps. better prepared to teach Australian children.

S .
My government sincerely hopes that Papua New Guinca's teachers will

~assist our efforts to change education policy. by transl.mng their frustrations

with past pn|lth.b into constructive thought for future policies.

I wish to speak brietly here about culture, because education is themost
sensitive arca of culturg. The decisions we will make in education will affect

'
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our entire culture — the basis on which we wish to build our nation. Education
can replace culture or it 'can teach the values of it :

A particularly nnpnrldlﬂ aspecttof tegPapua New Guinda cultural ™
scene is language — or more correctly — the hundreds of languoges. that exist
in our country. Langu..2. is oY semaitive wnd emotive issue. and it both unifies
and ‘divides our mugl\ r\rLunums have been put forward. particularly
by peogle from other countries. “against the use of vernacular in teaching.

However. | believe that there are strong asguments’ to support the use
af vernacular at prinary level. and thé government already allows the use
of local languages at lower prmmr\ level, where the community expresses an
interest. and where teachers are able to instruct in the language.

;
The anunmcnl is now considering ! the possibility of making vernacular
the lanwua‘m ‘of primary education, where pnsslhlc Communication problems
have been L\pcrunu.d at a primary level in7schools where children must
tearn English before they can be taught, Experiences in countrics like the
Phxllppm'\ Africa and Indonesia seem to show that the basic skills of
ading @d writing, after being taught™in vernacular, are used for a more
LffLLUVL English l.xnumuc teaching programme. The use of vernacular at an
carly level also scems to assist children to relate better to their own environ- "~
ment. appreciate their own cubtural values. and make them more psvehologic-
ally segpre.
Our culture should bz of course. a major factor in decidimg school
currictfum.

. In this ficld. too. there are considerable problems. but again. our primary
aim must ‘be community involvement and self reliance. There is inequality
between districts in the resourcos available for educatien. 1f education beconics
a district responsibility, there is real reason o believe that this inequulilv
between districts may widen. Examples of these inequalities are found in the
availability of teachers from one district to another. and such econamic prob-
ey as the fduhln.s available, for the production of books and other school
aids. . i 3

Our education policies of community involVement and sclf reliance dic-
tates that we should allow the districts to set curricula best suited to their
needs and interésts. This has already been done successfully in social studics
COLIPSES.

The educabion department headquarters is attempting to_ close the in-
equality gaps betyeen districts through other cfforts. Thereis a spccial <m-
phasis on involvemient of our own stafl" from the less well-off districts in our
curricuium mnfcrmu;\al headquarters.

.

Education policy on the dxslrlhulmn of finance can alw assxsl grually
in our cfforts to glose the gaps. :

I have discussed in broad terms the initiatives taken, and some of our
plans. which we hope will re-structure our education systems mward\ self
reliance.

It is in 1Ais context that T wish to close by drawing attention to the
organisation that 1 am addressing — the Australian College of Education.

' 13
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When our country gains her independence, the Papua New. Guinea
chapter will cease fo funetion in its present form. Local members of this ©
chapter will soon have to decide the future form, and the reasons for a Papua
New Guinea college of education. -

[ hope that some of what I have said will assist members of the chapter
to make those decisions. -

o
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THE NEED FOR A CULTURAL PROGRAMME:
PERSONAL REFLECTIONS '

NELSON GIRAURE, T.C.
Director, Cultural Ac{i\'ilie.&‘I)epurunem of Education, PN.G.

1 can still remember the day when 1 joined the system —that is, the
system of education. Up until that day | had been a Tolai child leading a
normal Tolai life. My life till that time had been full of fun, Iaughter and
games. At my blrth my parents had called me Giraure which in the’Kuvanua

- language means. “to look after” becanse I was born a frail child and my

parents were not sure whether-or not I would live or dic. They did know,
however. that if I was to live 1 would need a great deal of looking after.
I survived and the name “Giraure™ rang out among the houses of our
village people.

‘On the day. I joined the education §vstcm this changed. T was now at

. mission school and like the other hundreds of children in, the Gazelle

Peninsula [ was to find I was to have a new name. No longer “was I to be
called Giraure as this was a heathen namecand as T was at a Christian
school I was to be called Nelson. the name I was baptised with. Indigenous
names were not suitable fof baptgm because of their Keathen background.
The missionary seemed to think that. many of these ‘names were associat

with evil. Hence names like Winarubu Wthh in my, language means,
“ﬁ;,htcr"‘ and Kankan which mcans. “angry” were replaccd with good
Christian names such as Mdrtm and Ronald. It' was only la'ex Jdn life that I
discovered that Martin means “‘war-like” and Ronald means “great warrior”

-So muchf for Christian names! Christian names were handed out by mission-

aries with little thought to their meanings. Names such as Rose, Violet.
Lily were given to children rcgardless of the fact that the Kuanua people
had nc knowledge of ‘what they represented. No self-respecting Tolai would
have allowed his daughter to have been called Lily.

So my first day at school hrounht about my first break with my
traditions. | had lost my Village name.

The village school T attended was a Methodist School run by Tolai
teachers who had been educated by Fijian missionarics. We soon learned
to love going to school. knowing full well that if we were absent we would
be given a beating by the teacher. lts'amdzmg how quickly we learnt. On
the whole. I was lucky in attending a mission school as my first years at
school were in the vernacular and | had the opportunity of learning to read
and write in my own language. In thjs way 1 was much more fortunate than
those children who went straight to a Government school.

After several years at the mission school it was decided that- T was
bright enough to continue my education at a Government schgol The
Government school meant a walk of about four miles cach day. Desplte
my vears at school T was put back into Class | to begin my education in -
English. It was at this school that T had my second break with my traditions.

. - 15 i
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I was no longer allowed to speak Kuanua. All conversations had to be in

English despite the fact that at this stage 1 had no. English vocabulbary.”

Teachers made sure we followed this “Golden Rule™ by forever shouting
at us, Hu vou. speak in English™, Large signs bearing the words, “You
must spx.ak English only™. were displayed throughout the school. Children
caught brc.uklm_ this rule were punished with grass-cutting, extra waork or
snmuks. I remember being completely inhibited during my first years -at
school. 1 could no longer chat idly with my mates. I could no longer make
fun through specch. My qguick wit was of no use to me. 1 was like a
vegetable.. U was. controlled by the limits of my- vocabulary. My days were
spent listening to my teacher. Many questions 1 wanted to ask remained
unasked becausey,l did not have the ability to express them in English.

Eventually, I found it much casier just to sit and listen rather than attempt .

to speak. so T sat and listened.

L]

Most of the content that was being taught to us was as forcign as the
English language being taught. Although music has always- played an
important part in the life of the Tolai people and although there is a great
variety- of Tolai songs to be Jearnt. these were not introduced in our
schools. Most of our dancing was consjdered evil, The Duk-duk Dance. the
Spirit Dances and those dances relating to war were forbidden. When dancing
was introduced into the schoo!l or the community, these dances were ignored.
Instead they were replaced with a variety of Hiﬂhland recls which were
originally the war dances of the Scottish people. or by children performing
any onc of a number of Fijian dances dating back to the old head huniing
times. Our owrl songs——the lullabies of our people. the love songs. war

chants. work songs and the fishing songs were neglected. These were never ¢
taught during our schodl time and because so much of our time was spent,

at school these were not learned in the village.
. \

In this way we grew away from the village community because the
language of the village was no longer our langudgd and their songs were
no longef our songs. Instecad we arrived home cach night chanting verses
from the hymns we had been taught or singing new’ songs like. Humply
Dumpty” and *“Baa-baa Black Sheep™ None of us had ever scen a sheep
fet alone heard one and for myself it was many xears before I discovdred
that it was an animal we had been singing about and not a ship. I'm quite
surc that in Papua New Guinca today there are still thousands of children
who every time they sing this song still visualize a black boat going by.

ey

During holidays at Christmas and Easter when I was home in the

village and when there was the. occasional dance being performed I did -

not join in. I stood aside and watched for T was a school boy and. village
dances were not for me. Later. as 1 grew older and learnt how lustful these
dances were supposed to.be. I became completely Europeanised and-at parties
in the village I performed with my peer group such new dances as rétk and
roil, the twist, and so on. So much for the music of my people!

As it was for music so it was for the other subjects in the school. Social

Studies became not the study of our yillage community but the study of

communities in other countries. We learned of the Red Indians. how they

huntcd how their hmms were bmll their legends and songs, We learned of

16
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the Eskimoes. of their igloos, ther hunting methods, and the animals which
lived in their land. We learned of great powers like Russia and America
and the the way in which their plople lived. All this was new to us so we
just sat back and listened and listened and still listened. At no timc were’
we taught about our own people. The way we lived was considered unimport-
ant. Our legends and myths were never told to us. Our customs were never
discussed. The big men in our village did not compare with the hig men
from overseas. o '

v

So we grew up in ignorance of the value of our own community. Our
heritage which had been handed down for generations was allowed to die.
As more children went to school the dying process was speeded’ up.

In art the achievements of the Tolai were again ignored. Instead of
carrying on the traditions of the Tolais, we dceepted a new art form imposed
upon us by our teachers. Those of us in mission schools soon lcarnt to
draw Jesus crucified on the cross or other pictures illustriting scenes from
the Bible. We lcarnt how to do scribble patterns. how to fill in geumetric
designs. how to make paper string for Christmas and a whole varicty of
uses for coloured paper. Such was our art instruction and soon the walls
of our village houses became covered with stick figures in chalk- sccretly

+  stolen from our s¢hool. .

A similar process occurred in all other subjects. Our community was
forgotten. We were the leaders in a new ‘way of life. During our primary
vears this attitude was contintially reinforced: by our tcachers. We were
told that the most important thing was td pass in order to ga on to High
School. Everything was tu be sacrificed to this. Over and over again we were
told that only the fools and the *bush kanakas® would return to the village.
The bright children would continue on, get jobs and carn big money for
their parents. Our parents. oo, werce brain-washed in this regard and they
were very anxious for us to continue our studies. o

r . -

By this time we looked with horror upon yillage life. To go back to
the village was a fate worse than death. However. some children did go back
. to the village. These were the *fools’ and the *bush kanakas' who could not
v pass their final cxams. They went back to the village and as they grew older
-they planted cocoa and coffee. They started trade stores and ran busincss
trucks. Soon the money began to roli in. They became important in village
life and were Jooked upon with respect by the members of the village. The
‘fools” and the 'bush kanakas' had hcco?ne successful. Our teachers had given

us the wrong story.

In the meantime. the brighter students had been promoted to High
_Schools. They studiz; for years, each growing further away fr. n the way.of
life of their people. At High School the speaking of Pidgin or Kuanua was
considercd a great crime. yAnyone found speaking these" languages was
severcly punished. Students caught speaking these languagés had to return
their weekly ration of tin meat and sticks of tobaeco. Besides this they had
to dig latrines or spend extra time at work in the school gardens. It was
- af this time of vur life that miost of us began to hate agriculture as it was
nearly always associated with some form of punishment. )

17
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- + " Besides this. most. .l"l‘ILllllllrdl work was done in the heat of the day. B
' our European teachers being unaware that most Tolais slept at this time and, ¥
traditionally worked their gardens in the cool of the nmrmm. As our
teachers supervised us from the shade of trees or buildings. they never actually
discovered for themselves just how hot it was.

‘During our years at High School further links with our pcople were
broken. The chewing of betelnut in any form was disallowed. This was
considered by Eumpmns to be a filthy. disgusting habit. No one seemed to
realize that in village communities throughout Papua New Guinca the habit
of chewing betelnut was an important social custom and Europcan Acachers
never failed to remind us what a dirty habit it was. This was told to us as
they ground their cigarette butts into the floor and blew their smoke into
our faces.

So we left High School—students with.a new way of life; students with
little in common with the old village wavs. We went out into the world
.lnm.d with our'new ceducation to challenge 1ifé and scek jobs. At that time
most of us were lucky as jobs were p. éntiful and youths with education of any
kind were scarce. We dressed ourselves in white<collared  outfits wearing
shaes and long socks. We were the new, clite.

Later on as thousands more children like ‘us came out of the schools
jobs became more scaree. Soon because of the large numbers of children
attending Primary School places in High Schools became harder t6 get and ™=
the pressures on the Primary School child to succeed were intensificd. Because
of sconomic factors. higher education became available to only a portion of
school children. The result nf this was that thousands of children. dissatisfied
with village life. invaded the towns to scck the jobs which they felt were
their ru_hl Other children returned to the villages having little in common
with the pmpln. among whom they. were to live. The result-was and still is
chaos. both in the towns and the villages. “

. Papua New Guinea is expericncing a new problem—that of juveniie
delinquency. As a teacher the break-down in village izditions and life has
been very apparent to me. ' C

Like my ycars in the Primary School and the High School. my years at

Teachers College drew me further away from my people. At Teachers
College 1 was given programme after programme of European-inspired
content: matter. 1 was considered unable to produce material suitable for |
teaching. So every day. every lesson. every hour of my teaching carcer was -
planned for me. This was something 1 accepted along with the hundreds of
other student teachers. When 1 graduated T went out into the ficld and taught
in cxactly the same way that 1 had been taught. T taught European songs.
I taught about other countries and about other pcnplg. 1 ignored the local
communitys It was only after several years that | began to-realize that through
my teaching the children were learning how to grow away from their own
pu)pln, instead of Icarning how to accept their community and whcrc pussible
4 to improve it. :

- A few years ago. | was made to realize how impractical my own educa-
agion was, T was on a boat sailing between the islands along the Manus

18 - .

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

Coast. A European teacher and 1 were relaxing at the back of the work boat
watching an uncducated Manyus Islandertrolling for fish. He had three
lines spinning from the back of the boat. Suddenly fish” struck at all three
lines. Grabbing one line. the islander immediately started to pull in a fish.
Then ignoring the European teacher. he thrust another of the lines into my
hands. Immediately. 1 started to pull although probably | was struggling as
much as the fish. With rapid movements. the islander hauled in his first
fish. This was soon followed by another. 1 was still struggling with my line
when he reached out and pulled in my fish as well. Then turning to the
Earopean and back to me he raised his eyebrows. shrugged his shoulders
and said laughingly, “tu mas skul™. '

Afterwards. I spent many hours thinking about this incident. Had the

Manus fisherman been right? Had 1 too much school or was T given the”

wrong type of schooling? How was, it that 1. Giraure. a Tolai whose home
is only twenty vards from the sca and whose people had always been
fishermen. grown up without knowing how to pull a fish in?

Looking back. | think that 1 didn't have too much schoeling but that
the school curricutum was not balanced. *lt contained too much that was

forcign and not enough about the background of my people.

Perhaps a new curriculum whose content contained not only the know-

ledge of the overseas, people but also the knowledge of the people of Papua
New Guinca might be more useful. It might foster a pride in and an
understanding of this country’s way of life. E\\?
. Although this will not do away with juvenile delinquency. it will
certainly give both parents and children a better .change of making the best
possible use of education—byut a new education—an education for their
nceds. N ’
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‘EDUCATION FOR WHAT?

Patinaas Marang,
Secretary, Department of Businkss Development. P.N .G,

MLALCE.

People all the world over do thingsAHe way they do because 'thul is
the way they were brought up to do them. What they do and the way they
do them depunds on many things such as their attitudes. values and beliefs.
These “were determined by o number of factors including the environment,
¢limate. ete. The basic ditferences in people are not differences in intelligence
but differences in culture.

Papua New Guineans are very good in story telling. If they want to
puss on a message o others eife: uvdv they describe it in ditTerent terms
in short stories. It is usual! that they remember the message for years by
recalling the stories with which thev are associated.

In this short paper. I' will try to use that effective method to bring out
a simple message. always keeping in mind the title of the paper-- *Education
for What?"

As most of our people live in rural arcas. our present government is
ruatling a lot more emphasis on development there than in the past colonial
Jays. It is obvious thai many of us here today arc busy assisting the
government to sce that its aims for rural development are carried out. [t is
L\pCLlLd +hat many of our students now attending various institutions will
help in ‘the future. It is natural to expect that my paper will discuss some
measures relating to rural living. ) .

Here | would like us to keep a rural villige man. named Dan. in mind
as an example. When he grows up, he builds boalts. catches fish and does‘all
sorts of things. not because hz has been to a formal type of school but
because that is what others do. Normally. he is happy and contented.

Interest and iniliative not to miss out Iwln him to do more and to
be different. Compelmon and pride help R w0 create chinges in attitudes-—
attitudes to do {hings. to otpers and to life. But are all Lh‘;nm.s good? It is
up to the individual to come to some sort of conclusion. It is not surprising
to sce that conclusions are varied according to people’s taste. For example,

. if a nice grass house is built here. I would like to move into it. while & man

next door would prefer a permanent house. Does that mean that a pc. manent
house is better than a grass house? Certainly not: Tt's that my friend’s taste
is for a permanent house while mine is not.

In our socicty. Dan is a good fisherman, hunter. dancer. gardener.,
painter. carver, potter. builder. cete. He specialises in some of these things
and. naturally becomes extremely good at them. He is good with both his
hands and head. Generally. he is a good village handyman. The things he

“does and produces. although they may not look good to others. are valued

very hiehly by himsclf. He learns to make these things by praciice, through
interest, initiative and_ personal pride. He is happy and contented.
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Because he puts his faith and pride in these things. he naturdlly respects™
them. His respect goes beyond his things to. people around them. This respect
or good consideration for others. isspart of them. If. on the otheshand. there
is intérference from others. then one will expeet some forms of nasty reaction,
They've got to be nasty. as the man values his creation a lot more than-you
and 1 would imagine. He could go to the point of killing in order to protect
his values and pride. Who clse can do otherwise? '

What 1 have tricd to say so far is that Dan. an ordinary man. is a
proud man. interested in what he is doing. is sell taught in the sense that
he never attended formal classes in the things which he does. has initiative
and a spirit of competition to do better than others. He values his skills.
workmanship ‘and related issucs more than anything else.

He will do his best to protect his values: sometimes to the extreme
of causing athers harm. althcugh he would not normally do that if his

-values were rot interfered with.

\ N
, You may ‘ask: “What has that got to do with my topic for today?"
If 1 were there with you | would have the same question to ask. Before I
get to the point. | would like to discuss what a lot of people in rural
areas (and urban too) vonsider as education. .

Education. t& many of our village people. would appear to be going
to Primary schools to learn the basic four Rs (Reading. Writing. Arithmetic
and Religion) before he moves en to a high school or other institutions.
which includes -our -universitics. This would mean -that when Dan has
completed his studies. no more will be carried out. except for him to get
a good paid job. His parents would then expect parts of the salary for:their
food and clothes. And there’s were it ends.

What does Dan thing about education? Well. he thinks that at the end
of his primary education he will go on“to a high school. That happens. When
he has been atra high school for a few years. his interest goes beyond his
carlier gxpectations. He naturally wanis to have a good job with a good
salary. '{;ul he becomes more understanding. He probably considers himself
to be a very fortunate young man. more fortunate than the majority who
dropped on the wayside. These would be the failures commonly known
as dropouts. He obviously sces problems beyond what his parents know.
on a national basis. He wants, and is prepared. to assist in solving some
of the problems. He wants to be involved in all affairs. ,0ssibly to be
recognised for his ctfost. ‘He is a nationalist, and is interested in helping .to
shape our mation. He is a prize winner. a man with prestige. privilege and
a leader. ) ' f

But Dan is only oné- he is onc out of 3 or 4\5’Dung boys who go to
schools in this country. Where are the others? What happens to them? How
do they feel? Who is responsible for their feeling? What will they cause as
a result of their unsuccessful effort? Should other people worry about them?
If so. why should they? ‘

Let's follow these people. In their early primary education. they.go to

“schools. Not feeling to be left out. they join the group. They have no real
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interest but they want to be in a team  a team of a special group. Their
- ° parents want them to be in this team just fike Dan's parents and so they
are encouraged to go to school every day. When they return in the cvening.
the parents are curious to know how they get on at schjool. whether or not
they get”all their sums right. whether or not they make any new friends.
whether or not they were kind to others. and whether or not they win any
sport in competition.

<T'he children talk at some fength “about their invotvement in school
activities during the day. The whole atmosphere there is happiness about
the school.

Towards the end of the year. many things. such as sports. are .put
aside. This is done so that there is ample time for private studies, practice in
past and model examination questions organised by the Standard 6 teacher.

. They bedome more worried than before about the day which is approaching
very guickly  the day for the Primary Final Examination.

“ Soon it comes. They. aithough concerned about examinations, are con-
fident that they will do well after so many months of examination practice.
Evervone is ready in the classroom, There are no other papers around except
a stack of parcels on the supervisor’s table. The teacher is not around.

The classroom looks strange, it looks bare and becomes guiet. It-is
not like an ordinary school day. The children feel uncomfortable. They start
to worry about the papers on the table. Many questions come through their
minds. but disappear as quickly as they come. Then the papers are distributed..
The supervisor tetls them to Took at the papers and, after ten minutes. they -
_Mmay start answering the examination questions. They look through the
papers very quickly and tind that the practice they carried out in the last
few months are different from those in the paper. This adds to the confusion.
They start ‘answering the uestions. They strugale along. Then they stop.
The supervisor collects the papers and u.lls them lhal the results WI” come
out in a couple of weeks' time.

In the meantime. the thdr\.n are hmh worried and Lonfuxcd Thny are |
not sure that they will pass but since they have had a lot of practice in those
months, they feel that they have some hope.

The results wome out and..alas, the childeen are just below the pass
mark. They have been good young people but the marks show that they have
failed because they are a few marks.below the pass mark. Does that mean
they arc not good enough students? Immediately their heads are full of
worries. The parents become annoyed that the young people have missed out
after -ali these years those wa-ted years. They missed the initiation
ceremonics in the village. they miss the period when they should learn how
to make gardens, build houses, paint. draw, carve, dance, etc. The ornes
who do not go to school and of their age are gradually becoming experts:

, in village customs because they learn these from their parents and people
around ®them. Disappointments. arise. They feel that they have no place in
the village because they cannot perform, the things their age group can do.
They know that they are considered hy the vnHaﬂc people. particularly the
parents and reiatives of those who pass |n the cxammatlon as faitures. They

s m oL r
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are now dropouts, rejects, defeated. hopeless. useless and miserable. They
want to leave. But to where? Fo some lonely iskinds? No. because they do
not know how to paddle a canoe since they are away in school when the
other children of their age learn to paddle. Will they go to the bush? No.
because they do not_know the kinds of cedible Jeaves. roots. erubs. cte..
which their friends can casily tind. They do not want to stay in the village
as they tind it hard to fit in there. The only place to go to is the town or
city. They have heard about the opportunitics for employment there, The
towns have good things such as taverns, clectricity. sporting facilities. theatres.
dances. cte. So they go there.

As they have no pruclicul expericnce in such things as clerical work
and as there are nG vacancies, they cannot find jobs. No jobs means no
wages and this means no money for food and clothes. There is lack of
accommodation. They look arsund for some people. preferably from near
their home. to spend the mights with and to cat from while they continue.
with little success. to look for jobs. They become permanent at being
applicants. In other words. their job is to find, jobs. Their friends. although
very helpful to them. cannot bear the cost of food any longer and tll them
to leave.

They become so defeated and there grows a new seed of resentment
and hatred against everybidy around them - their “friends™. teachers. schools.
the school selection systems. They feel that they have missed out. To them
and- their people, alt these “problems are from nothing else but the results of
school. Had they not been at school. they would still be at home. Jiving -like
those who do not attend school: Fhey start 1o blame their parents for sending
them to school. They also blame themselves for deciding -to go to school.
They ask: “"Why did we go to school? See what the schoel has done for
us? We are dropouls rL]‘qu\ defeated. hopeless. useless and miserable. Buyt
why should wg? There is something wrong with the education system. Yés.
and formal education for what? It is for the failures like us. for the few.
he privileged ones. the prize Winners and the lucky ones. What about the
other two-thirds? What are they going to do? Be'like us? Formal education
to us is really to pass examinations. It is to dlsappoml the young ones. to
encourage them to become discontented. ebels. trouble rousers who end
up in gaol. Some people think that cducation is to help us to earn a good

living and live a useful -Jife but this is not so. We may as well form a gang -

to revolt  revolt against the system. We do not worry if we hurt someone

because we are already hurt, We have To share this with ot' »rs. Why should ’

the “*prize winners™ get away with all these? They will have to share our
A

“prize”. that is. of dlmppmnlmcnl. with us. . .

And so they do. and they are glad to see this. They do not respect
anyone any longer. Everyone is a crook.

They. on” the other hand. want to see some educational changes made
to suit this country. They consider that their views would be.very important,
as they are the ones who suffer. They consider that views from authorities
may be artificial because oflicers of the authdrities did not go through the
problems. Officers are not dropouts in fact. they are some of the prize
winners. How could the prize winners help?
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Before they come up with their views, they have to answer these basic
questions:
Is there a need for schools here? If yes. should they continue to,
encourage formal education?

After considering, all zispccls. they come up with the following. which

* they pass on to the education authorities for consideration and implementa-
tion:

(1) Immediate introduction of .a village-based education system. basically,
literacy. with minimum assistance from the government.

(2) A six year primary programme based on practical activities: relevant’
to living and working in the rural or urban community.

(3) Raise entry age to 8 or 9 years plus.

(4) As schools cannot create jobs, it is important that high school educa-
tion be based on manpower requirements.

The boys feel that if the authorities go ahead with the basic suggestions
above. they believe that things should be better. Young people will be
happier because they will not be regarded as school dropouts but as citizens
who will contribute usefully to our growing nations. They will be living
useful lives for which they are educated. :

.



O

ERIC

Aruitoxt provided by Eic:

COGNITIVE DEVELOPMENT AND THE PAPUA NEW
GUINEA EDUCATION SYSTEM — SOME FINDINGS

HuGH PHILP, M.A., PH.D., F.B.PS.S., F.A PSS, FACE.

tHead of the School of Education, Macquarie University)
and Max KELLY

In the final analysis, cducation systems are concerned with changing
the behaviour of children in ways considered “desirable™ by cach particular

< . - . . .
“ socicty. These changes — in terms of knowledge, skills, attitudes and valucs

— are related to the goals, aims and objectives of the socicty itself, or at
Icast to thosc of the people in government who are made responsible for the
development of the education system. Attainment of the goals depends on
the structure of the system. on the access of children to it. on the. funds
available, on the skills of tcachers, on the curriculum and on a host of
other variables. ’ ’

e

Not least among these other variables are the capacitics of children to
lcarn. Even in the most developed of western socictics, we still do not know.
as much as we should know about the ways in which ‘children lcarn, nor
about the factors which affect the probability that they will learn. Still less
— far less — is known about the cffect that different cultural backgrounds
have on lcarning. We do know — although we often ignore — that so-called
western techniques of curriculum construction, of .teaching strategics” ‘and
models of lcarning arc often inappropriate in other socictics. We ‘also know
— to our cost — that to “copy” western models often leads to-incflective
learning. v

A great deal of rescarch is.needed on the ways in which children learn
in diffcrent cultural scttings. This rescarch is absolutely crucial if developing
countrics,, like PNG, arc to dévelop cducation systems which will cnable
children to develop their potential in order to grow and mature as individuals
and, at the same time, the nceds of their own socictics. Our concern over a

" number of years has been with rescarch about children and their cducation.

Typically, educational rescarch -about children proceeds in three major
stages. The first is concerned with identifying and, if possible, quantifying
the characteristics of the children as they arc in a given situation or society.
The sccond relates these identified characteristics to casual circumstances..
The third stage ideally puts into classroom practice the, knowledge so gained
5o that the teacher can intervene successfully in the child’s development in
order to influence learning in ways desired by the socicty. @

A fourth cvaluation stcp may be introduced to assess the degree to
which the teacher has succeeded, although this is not rescarch in the sense
in which the term is used here. : '

Far too often the third stage is magically produced without the pre-
ceding two and is “evahuated™ by the magician .— or ‘the magician’s
apprentices — purely as a post hoc substitute for the rcasoned obscrvation
and cxperiment which the magician scorned to use. The armchair curriculum

»
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expert, who guesses first and measures last, is far too eommon in cducation
history. It is no wonder that the physical scienees look with some disdain
and no little suspicion at the pscudo science of the social scientist, including

the educator. This paper draws particular attention to child development in

Papua New Guinca, where one specific arca of stage one — identifying some
of the relevant characteristics of children — has been carried out and enouglk
of stage two completed to foreshadow a viable form for stage three.

So far, the bulk of the work has been carricd out by staft of the School
of Education of Macquarie University. Tie neat and most crucial stages can
only be accomplished by Papua New Guincan nationals. This is not intended
to |mply that the work in the first stages has been exhaustive. Indeed it leaves
a large sweep of development untouched. In addition, analysis in depth and

rcadth of thc sccond stage is still proceeding and' will hopefully provide
more and more insights for designing intervention techniques. Yet enough
has been achicved to indicate some valuable classroom practices for the tfitly
years of school and these can be tricd, evaluated and the techniques modified
while other analysis is being continued. We would emphasise that many of
these practices would be quite different from those ‘in, say, &ustralian
classrooms. The arca of investigation with which wc have been concerned
rclates to the ways in which children learn to think. During 1972 it was
broadened to include the relationship of current classroom practices to this
learning and also the cffect of the ¢hild’s belicf in his ability to master t\;e
environment on his success in actually doing so. The analysis of these t
sections is not yet complete, although there are indications, both from them
and similar studies. with non-English speaking migrant children in New
South Wales, that the attitude arca may be an important key to the gencral
problem. What the present authors would like to argue stems from a section
of the analysis which implies the desirability of the trial of a number of
classroom tcchmqucs in the first year of school.

One of the aspccts of this arca is concerned with the relationships of
classcs of objects to other classes of objects, particularly with the formation
of “nesting hierarchics” In English, for instance, the term “human” includcs
man and woman; “mammal” includes humans, cows, tigers, ctc.; “animals
with backbones” includes mammals, reptiles and fish and so on. ‘We are
not concerned with tthe conrent of the classes. In PNG, however, one
Highlands pcople group birds and trec-dwelling marsupials together as
“animals which live above the ground™, while another groups trec-dwelling
marsupials with rats and other small creatures as “small four-footed animals™.
Each is an equally valid classification. What is important is not the content
but the way in which the classes rclate and become more inclusive.

We must digress z;t this point for a moment and consider the importance
of this aspect of thinking against the totality of possibilitics. There arc

- heartening signs recently that Papua New Guinca is attempting to design an

cducation system for her own particular needs. given the cconomic, political
and human facts of life in this country rather than to pcrsist with an imported,
supcrimposed Australian system. What form this new design will take
rémains to be scen though we wish the attempt all the success it deserves. In

“such a design, the relationships of classes to cach other may not be very

26
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important in the cducation which will be offered to the majority. Yet the
hard fact remains that a significant number of Papua New Guincans will
need to be trained to service, build and re-design the products of western
Europcan technological thinking. There is considerable correldtive cvidence

- for, and nonc against, the proposition that this training implics an ability to

handlc the form of logical classification relationships and implications which

are characteristic of western European thought. For a significant number of -

Papua New Guinea childgen then the acquisition of western-type thinking
skills will Bc important to their country.

~

x :
To return then to our classification example. This is by no means the

only arca’ of cognition that we have examined in Papua New Guinea, nor
is it the only arca important to the developmental skills of western technology.

It is. nonctheless, a hasic and necessary intellectual skill and sexves as a good

illegtration of our argument. “Or some years -past, the cducation system
has tried to teach western classification skills by mecans of sct theory in
mathematics, using wooden attribute blocks. Admirable though the intention
has been, we would arguc that it was doomed to failurc because it begins
with a system of classification alien to the child. All the Papua New Guinca
languares we have so far looked at have their own classification syslems, a«
indec o all human lapguages. The Papua New Guinea child, like children
everywhere, is not consciously aware of his own vernacular system. To con-
front him with an alicn system before he has even mastered his own sce.us

“ 1o be the height of folly. This conclusion is borne out by the fact that village

children, with no school experience,~perform significantly more cfficiently
than school children. at least to the end of standard five, on tasks where one
would expect the school child to have an advantage. By this time, it must be
remcmbered, there has been a material loss: of school children who have
Ieft for a varicty of reasons, among them buing failure.

A further example of the incefficiency of starting teaching at a develop-
mental point which the children have not yet rcached comes from our 1973
follow up investigation with secondary school students in the west Highlands.
The majority of Form 3, tested had trouble with problems involving arda.

. Australian children have trouble in this way also, but by sccondary school
age, onc way or another, most of them can handle the concept. The High-

lands children were being taught by methods which work (morc or less) in
Australia. But the Australian child, one suspects, comes l(L‘schoql with a
concept of arca which however rudimentary is also that of l!\;‘* school. The
rural highland child on the other hand brings his own peoples concept with
him. Arca of gardens is very important in the Highlands socicty for status
and many other rcasons. Unfortunately, the rural concept of arca is not
the same as that of the west European concept required by the school. Highe
lands gardens arc typically measured by rope or bamboo units along two
dimensions irrespective of shape. True. the eye is used to cquate surface
where po: ble, but when measurement is ubed “arca” is, in cffeet, “half
perimeter”. Since the school problems involved measurement, the children
tend to confuse perimeter’ and arca. We would argue that this confusion

“would not arisc if the children were initially encouraged to use their people’s

system and were allowed to work out diemselves, using conerete materials,
that it was invalid for calculation.
27
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The pilot study which led to this hypothesis was carried out with 41
third vear students at Mt,, Hagen High School. Twelve. selected at random,
were given the nppnrtllnitv to work out the system for arca measurement
uscd by their own people in terms of the formula taught by the school. All
succeeded in showing mastery of the school concept of area following oncthis
teaching/lcarning experience, though nonc had succeeded before the teaching
session. None of the remaining 29 was able to démonstrate command over
the “western™ concept of arca.

What sort of intervention techniques do we suggest then, using our
exaniple of classification skills? First. that the vernacular groups be delineated.
This is surprisingly casy oncc the concept of what is needed has been gauged,
Groups of students at Holy Trinity” Teachers” College, Mt. Hagen, in July
1973, worked out the classification systems of three vernacular languages and
Melcnesian pidgin in one week. We suggest that children in their first year
of school be taught to -become awarc.of the classification system of their
vernacular. This can be achicved with domino-type games and cafd games
of the “Happy Familics” type, using materials. made up by teachers them-

‘s¢lves — or by teachers' college students as part of their training. The

drawings (for thc domino-typc games, for cxample) derive from the local
scenc. In the melpa arca, for example, onc “domino” sct of double pictures,
might consist of A/A; A/B; A/C; A/D where ‘A’ is a picturc of a particular
leaf vegetable (e.g. Kim Kimpi) and ‘B’, ‘C’ and ‘D’ are- pictures of other
leaf vegetables (e.g. Kim Pompa Kel; Klm Pompa rup; Kim Kun Kund).
They can be duplicated on a Gestetner and the glued on cardboard and
have colouring donc by the children if preferred. The important point is
that the children become conscious of the system inherent in their own
language and culture. Then the games can change so that non-cultural, alicn
objects arc substituted for the culturally familiar objects of their own system,
but still in the s..ae class inter-relationships. Now the stage is sct for a shif
to other kinds. of inter-relationships using both familiar objects re-classified
and alicn objects such as form the content of a great deal of the curriculum.

. We have mentioned classification as an illustration of our point. * As
stated carlicr this is only onc intellectual skill, cven though it is a basic and
important one. There arc numbers of other arcas where implications can be
drawn for the cducation system of Papua New Guinca. These have been
reported in papers and articles clsewhere and can be traced in more detail |
through the bibliography. We would, however, like to note bncﬂy other areas
which scem LrIlILdl and which derive from our basic research —

1. Content shnuld be presented in a form which can be easily coded ds a
pattern, rather than as a set of symbols. .

- conflict) to move children into easy use of symbolic coding.

3. Where “hangups™ exist between the local vernacular and the language
of instruction, these rmust be taken into account by the teacher in his
programming.

To conclude, we arc arguing for the implementation of stage three:
intervention based on rescarch related to children and curriculum. There is

28
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2. Intentional effort should be made (probably by the use of cognitive -



cnough evidence from rescarch to begin to try out classroom techniques so
that these can be evaluated and objectives modificd wherd necessary.  This
is not to say that we should not expand and continuc work in stages onc and

" two. But the object of educational rescarch must not bec merely more

rescarch. Further, the application. of our findings can only be carried out
successfully by Papua New Guinca nationals working in the field. Wec make

a strong plca for this to begin — NOW.
19th February, 1974
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‘MONITORING EDUCATIONAL DEVELOPMEN'I‘ IN A
FOREIGN CULTURE—SPOTLIGHT THE PROBLEM
AREAS

DENIs J. DONOHOE, B.A., M.ED, DIP.ED., T.P.T.C.. M.ACE
Superintendent. Curriculum and Research --Fducation Department, P.N.G5.

THE QUALITY OF EDUCATION IN PA.PUA NEW GUINEA

Teaching practices at thc mément may tend to be inctlectual in the
development of intellcctual skills in Papua New Guinea students.

There arc suggestions from recent research work in Papua New Guinea
that there is an emphasis in our primary schools on rote learning leading to
low transfer and that the general effect of primary schooling is to decrease
a child's competence in thinking skills.

As part of a concern that children should learn something more than
rote application of procedures in Mathematics. attempts have been made
since 1964 to test pupils' comprehension of mathematics'in the standard 6
(primary) examination. A report on the 1970 examination made the following
commenty;

Questions that were difficult for candidates (i.e. approximately less

than 40 percent of candidates were right (on four choice, multiple choice

questions)) - suggest candidates have difficulties with items "

-—testing understanding of decimals

--lesting operations in percentages

--testing operations involving fractions

«testing understanding of weight measures.

—involving verbal material. particularly where the solution requires
more than one operation .

-—of unfamiliar content or format (Donohoe. 1970).

-This suggests that ability to apply concepts or even basic understanding
of mathematical concepts is being poorly developed in primary school.

. Southwell concluded that negative effects of rote learning were observable
in Mathematics with indigenous teachers and pupils in Papua New Guinea
(Southwell, 1972, p. 319). . ‘

Kelly found that unschooled children in Papua New Guinea were
significantly superior to a matched sample of schooled children-in particuilar
methods of using information in-one type of pr‘obl‘em-solving (Kelly, 1971, c).

Beck assessing a sample.of primary pupils representative of the Standard
6 population in 1963 found that many Papuans and New Glinean Standard
6 pupils had an inadequate concept mastery for the studies required in their .
Social Studies syllabus (Beck, 1965). : )

‘Preliminary analyses of research by Spearritt (iv'68) suggest that
vocabulary development and command of sentence. structures (language
concepts) are ‘the most* important variables affecting Papua New Guinea
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pupils’ performance in the four major communication skills in English,
Spearritt’s research statistics could only show the relevance of mastery of
sentence patterns when a fair proportion of pupils did not have this
mastery. " '

Examinggs' comments on secondary mathematics examinations suggest
a similar underdevelopment of basic concepts:
lack of understanding of the meanings and relationships between square
root and square . . . no voncept of metric weights . .. meaning of negative
. indices not understood . . . a need for estimation of answers to avoid
_such a ridiculous answer . . . a simple test of the meaning of the set
not well done . . . a lack of knowledge of the meaning of an
equation . . . many students omitted the X indicating a lack of under-
standing of its meaning in this case (Burdett, 1972).

Students preferred the easy or obvious way rather than consider the
operations “involved . . . did not know where to put the decimal point

. ‘teachers are not placing enough emphasis on approximation’. . .
many. candidates had little idéa of gradient . . . many confused area
“with perimeter . . . on the whole, most mistakes were made in selecting
a characteristic---in other words under\tandmg of basic principles was
lacking (Whitred, 1971).

The Chief Examiner's Report on the secondary schoo! certificate examin-

ation in Geography 1971 notes

A gencral weakness in the lack of a basic understanding of the geo--

graphical fundamentals . . . (Power, 1972).

- Mackay developed a test of scientific concepts. His conclusion was
that Papua New Guinea Form 1V students
*‘are performing at a level somewhere between the levels of performance
of Victorian students at the end of Form II and the end of Form IHI”
"(Mackay. 1968. p. 12). e

Concept development in the new secondary Social Science course is

likely to be inadequate. Ausubel's theory. suggests that the development of

broad concepts is a first learning task, with the development of finer discrimin-
ations a latér one. The Primary Mathematics course has attempted to develop
concepts in this way, teaching the global term *‘set™ in standard I. However
the Social Science, course has not only failed to build a structure into its
course but there_has been no systematic planning of concept development
in each unit (Whelan, 1972, p- 26). :

Prnces (1973) ﬁndms.s -the underdevelopment of Papua New Guinea

. University students’ reddmn skills and command of. vocabulary—indicate

that language concept weaknesses persist right through the educational system.
Jones (1972) has attempted some analysis of rcadm" Lomprehensmn prob-
lems at tertiary institution ‘level.

Items requiring fine discriminations -in meaning. including the following -

words as key elements. had a success index of 50% or less:— *‘as a conse-
quence . . ., “class includes”, “contradictory”, “‘essential”, *‘excluded (the

.

possibility) ™, “not all”’, *‘simultaneously™, ‘‘some”.

. o o 31 :
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A
~ Words such as *“‘contradictory™. “dominant™, “implied™. “significantly”

indicated vocabulary as one arca of conceptual difticulty. Diflicultics in two
other broad arcas. conditionality and in sentences involving relative amounts
indicated students have diflicultics with sentence pattern concepts:

relational concepts are translated into absolute terms . . . take the

item “The population of the arca has shown an increase.” Between 30G¢

and 409 of the first year tertiary students (approximately Form V

level) responded wrongly to this. item: the popular wrong responses

were: : .

(a) The arca is now denscly populated

(b) There used to be very few people living in the arca. but now

therc arc many. :
(Jones, 1972).

A generalized command of xormal logic is reached by about 53 percent
of standard 6 children in scheols’in New South Wales in Australia. and was
reached by 16 per cent of a sample of Greek immigrant children in New
South Wales (Kelly. 1973, p. 15). There is considerable doubt that adults
in Papua New Guinea villages ever attain this conscious command of formal
logic and there is.evidence to suggest that few Form 1V students have
such a command of logic (Kelly, 1971 (a); Prince, 1969, p. 126: Printe,
1967). . -
“The age level for achievement of formal operations is fairly * well
_ established in the western scene. between fifteen and seventeen years of
age. It does not seem to be clearly established in . the non-Western’
scene and it is difficult to know how much delay to allow as compred
with normal Western development . . . In fact evidence from the
‘University Preliminary year (approximately Form V) suggests most of
the students can reason with concrete objects. but find abstract reason-
ing altogether too difficult. Abstract reasoning and propositional logic
would therefore present almost impossible difficulty in the Hhigh schools
.. .7 (Prince. 1969. p. 126).

Such weaknesses in command of logic and voncepts are apparently
adversely affecting the ability of Papua New Guinea students to study
academic subjects (Mackay. 1968: Mackay, 1969: Mackay. 1970; Mackay
and Putt, 1972). .

EDUCATIONAL TESTING AND PROGRESS BEYOND THE STAGE

' OF FORMALISM

However it is not- the current low level of educational and intellectual
development that is the main concern. Rather it is the difficulty of breaking
out of this state of affairs. Educational testing practices may be ‘significant
in various ways in disturbing the tendency of the Papua New Guinea educa-
tiog system to consolidate at the stage of formalism as so defined by Beeby
(1966). Test writers and teachers will need to identify the sources of in-
tellectual weaknesses in an- attempt, to overcome them where possible,
through making available to teachers specific information from tests on
students’ specific ‘weaknesses. :

. 32



O

ERIC

Aruitoxt provided by Eic:

A first prionity for test writers concerned with public examinations is to
ensure that examinations do not test trivial knowledge. The problem is more
difticult than might appear for a test composed wholly of higher level

\cducalinnul skitls that were not being developed in students could not be

ed to discriminate between students inan external examination. Never-
theless an attempt must be made to lift the type of intellectual skills being
tested, for if testing is refated to tow fevel performance. teachers will be
encouraged to teach what is of little signiticance. ‘

A sccond way in which testing practices may contribute to improved
teaching is by providing teachers with definite ideas on specific teaching goals
through the provision of tests of pupil -performance in particular subskilis
to be developed in various units of a course. Spetific purpose tests of this,
type have been nominated “mastery™ tests (Wilson.. 1970).

Mastery tests on units of syllubls work. testing understanding of key

-concepts, scientitic models, and specitic problemi-solving approaches may be

uscful for the purpose of improving teaching and learning efficiency.

- The use of Mastery tests for ‘each of the various subjects may also
help by including items that make gradually increasing demandd over a
number of years of the course on a student’s ability to use logical argument
and on his ability to interrefate sets of ideas. '

' For example a particular weakness - by Western standards—is noted
in the way Papua New Guinea children develop categorization skills, and
the way the Papua New Guinca cuitures have built their own system of
concepts. Unschooled villagé subjects in Papua New Guinca do not showW
a clear developmental trend in strategies for sorting objects—towards the use
of super-ordinate catcgories (Huntsman. 1973). Apparently Papua New
Guinea cultures can be compared with those of rural Mexico. rural Senegal
and Eskimo villages where the differences between objects are more signifigant
in those cultures than their similarities (Bruner, et al.. 1966).

Simple non-technical cultures like those of Papua New Guinea may
develop a resistance in members 1o developing concept hierarchies by
insisting on attention to perceptual ditferences.

“Folk taxonomies so far reported in Papua New Guinea tonsist essentially

of rather shaliow hicrarchies of named categories (‘taxa’) with each

. largest named category (primary taxon) either lacking internal division in

.the case of creatures-or plants of little interest or importance or having

one, two, or occasionally more levels of internal division. No general

categories ¢orresponding to *animal® or ‘plant’ have, so far been reported
and like many former traditionai Furopean folk taxa., primary taxa in

New Guinca socicties seldom correspond weil with scientific taxa . .

on the other hand as one moves down the taxanomic hierarchies many

of the lower-order taxa do correspond well with scientific taxa” (Buimer.

1971). )

The aim of schooling is to develop in children a distinctive hierarchical
structure of concepts because it is only in this way that a child can acquire
'sophisticated intellectual tools. Tests shouid be developed to monitor students’
progress towards such a mastery of interrelated conceplts. )
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The intention in producing and distributing such tests would be to negate
depressing cultural forces on the development of concepts and logic- -but
Tiot to" attempt to accelerate loyml development in the way that Piaget
(Phillips, .1969, p. 132) suggests is impossible. As Gay and Cole point out

(1967. pp. 90-94) the Kpelle (African) child who asks “why" is traditionally
beuten for his curiosity; attention in school to the teaching and testing of
the development of ideas and of l()LlLdl thought in the child, should encourage -
him to ask, “*Why?" :

.

THE USE OF MASTEI:{Y 'I'ESTS'IN SCHOOLS |

When and if tests of concepts and intellectual skills are used or made
available to teachers, it is likely that a large percentage will find difliculty in

"defining such skills as educational objectives and will have difliculty in

devising lessons to develop such skills in their .pupils. For these reasons the
int.oduction of mastery tests into Papua New Guinea schools may prove
a difficult innovative task. {

Average teachers in Papua New Guinea trained to follow set procedures
may be reluctaitt to try anything they have not been thoroughly introduced
to through either pre- or inservice training.

Even when they do use mastery tests, thcy may fail to appreciate the
specific inadequacies of cognitive development in puplls who do poorly on
tests of concept mastery and problem-solving ablhty

Such teachers may find it impossible to free themselves from set patterns
of teaching (the Minenda sentence pattern drill for day two week thirteen is

.) to iuclude special periods for remedial work. They may be unable to
makﬂ the necessary adjustments” to their programme of work when such
special teaching is included, may be unable to organize - “the class into
diff ‘rent groups during such lessons to provide, for example, for those
stucents who don't need extra teaching, and may be unable to devise success-
ful teaching strategies to overcome particular weaknesses of pupils.

a

The test writer will do no harm in providing mastery tests for such
teachers in the primary schools. The very worst teachers may not use the
tests or may give the tests to fill in time. The next level .of use would be
where the teacher taught the actual items. For poor teachers this may be no
wo' se ti.an what they would otherwme do.

Any more professional use of the tests, above this level, should at
least provide the teacher with insight into the nature of important educational
objectives and some information on how successful he is in achieving them.
Only a small minority may use the tests in the way that is intended-providing

.information that can be used ‘on pupil development in important cognitive

objectives. The gain would be both for those pupils and teachers using the
tests to the maximum of their usefulness. and to the educational system
more generally as teachers Lollcgeq inspectors, and curriculum advisers work
to update the professional competence of other teachers through training in

* the usé of tests.
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THE QUESTION OF THE VALIDITY OF FORMAL EXAMINATIONS

l’r(\vidcd test writers use an adequate mode! of human intellectual skills
they have the possibility of ,developing an adequate specification ‘of item
types to test problem-solving behaviour in any arca of interest. The problem
that does remain in that of determining whether any given set of items really
do meet the item writing specifications for the skills it is desired to measure.
That is testing problem-solving behaviour involves two tasks. The first is
providing an adequate mode! of problem-solving skills. The second is develop-
ing items that test particular mental skills defined by the model. This second
achievement will more frequently be proved only with the development of
tests for restricted use in educatjonal testing.

Examinations inevitably must be produced each year for the Form IV

“and standard 6 examinations. Items will only approximate to measures of

the skill objectives. varying with the competencies and judgments of the
test writing teams. There is no opportunity to refine and prove these imstru-
ments through factorial studies. This is probably of less concern when the
purpose of the examination is merely-to give some global estimate of a
student’s achievement in a particular subject area, relative to his peers.

L]

It might be possible to develop formal examinations which were factorial-
ly purer measures of various mental skills and which could give sub-test
scores on such skills- for more effective selection and prediction. If countries
in the South Pacific pooled their resources it might be possible to produce
tests for annual examinations that gave valid and reliable measures of
particular skills of a quality usually only obtainable when money is being
spent on ‘a test for restricted use by a vadre of professionals.

This pooling of resources could involve testing personnel in the various
South Pucitic countries organized or assisted by staff from the Australian
Couricil for Educational Rescarch andfor the New Zealand Council for
Educational Research. Test development work would have to be spread over

“two or three years preceding the year in which the test was to be given.

For example it might be considered desirable to develop educational
tests that tested students’ ability to use the full range of formal logic in

_ problem-solving.

An abiHity to use ratio and proportionality with understanding in the
solution of problems is belicved to require such a command of formal logic.
A study was made of the interzcorrelations between performance-on a test
of 10 items based on proportionality and performances on first and second
semester examinations for preliminary year students at the University of
Papua New Guinea in 1972, The factor analysis showed a stable factor.
identified with ability to deal with proportionality. as a key fan.tor in deter-
miping academic success (.lones 1973).

From this study it would scem that Preliminary year lecturer§ assume
it is necessary for students to Jearn at the formal operational level (as so
defined by Piaget. Flavell, 1963) and are giving their lectures at this level
If this continues to be the case. selection examinations such as the Form 1V
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school certiticate examinations ought to include proportionality gems in the
various subject tests as tests of the achievement of the stagdy of formal
operational thought for any desired improvement in the validity of the
examination for prediction of stuccess ‘at tertiary institutiogy  presuming
students ean be discriminated on this skill.

One reservation ne@s to be made about attempty to improve tests in
-this way. The temptation is tor believe that the main problem is the develop-
ment of tests that have superior power in predicting,, example. success
at the university. This may be fooking for the end-of thé rainbow. It is possible
few students have a significant ¢.velopment. or variation in development, of
the skills measured in the test. It is also possible that the particular faculty
sat the university to which the hypothetical high powered thinker is admitted
has courses that are poor and tedious. by criteria of cognitive Jearning theory.
for developing students’ mastery in subject areas. When and if such courses
are offered it is plausible that superior students would show a greater drop
in motivation than poorer students. Teaching itself is an independent variable
that could be expected to produce va ‘ation in student achievement in addition
to that predicted by a student’s earlier achievement. The evidence of a high
relationship between psychological test scores and  results of preliminary
vear University results (Ord. 1970) can be interpreted as suggesting  that
teaching in the preliminary year is of a low effectiveness (Wilson, 1970, p.
27).

Conditions. outside the control of the test writer. reduce the predictative
power of tests. It is as likely that the ‘right” student or the ‘right’ institution
is missing. Nevertheless with the provision of certain resources improvements
could be made to the tests used for selection to obtain purer measures of
significant intellectual skills. * N
CATEGORIZING EDUCATIONAL OBJECTIVES IN TERMS OF
CONSTRUCTS FROM COGNITIVE THEORY

What is distinctive about the type of human “learning carried on at
school must be defined. This can be distinguished from stimulus response

+ learning and configural learning which are basic learning mechanisms lower
down the evolutionary scale (Razran, 1971) Gagne §1970) has distinguished -
Type 7 learning the learning of complex concepts. models, and rules. and
Type 8 learning the use of more complex series of intellectual activities
called problem-solving. There is sufficient agreement on this- distinction in
the works of other theorists of human learning--Ausubel (1968), Bruner
(1966). Piaget (1964, 1971) for these two broad categories to form a first
basic classihcation for test writers (Donohoe. 1974, p. 34%.

Cognitive theory points to the following aspects of mental structure as
key variables in educational performance: ’ ,

(a) l‘ommand of a wide range of concepts.

.= (b) the psychological interrelationships between concepts in the mind

(¢) ability to use- ideas in.solving intellectual problems and flexibility

in trying a variety of approaches -~

(d) command of various levels of logic associated with various stages -

* of intellectual development ,
(¢) command of specialized problem-solving skills developed through
- academic study of particular discipline studies.
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In cach of these arcas the cducator and test writer need to define the
particular learning necds of Papua New Guinea students. By way of illustra-
tion the rest of this paper will be devoted to studying particular learming
problems of Papua New Guinca students in studying Science. A discussion
of the particular problems Papua Now Guinea students face in the other
arcas listed above in learning “concepts and  problem-solving  skills s
discussed in Donohoe (1974), Copies of this essay have been sent to the
librarics of all tertiary institutions in Papua New Guinea.

-

KNOWLEDGE SYSTEMS IN PRIMITIVE SOCIETIES

It is a fair assumption that children in Papua New Guinea will tind it
difficult to accept particular scientific models (i.e. systems of concepts with
associated rules for inquiry and analysis of phenomena) because the tradi-
tional patterns of thinking will be more often simple empirical, associative
thinking, of the type associated with beliefs in the efficacy of magic.

Primitive socicty . is characterized by magical knowledge. Magical
knowledge relies upon empirical thought. the only type of thought pos-
sible in a society without the mental skills. specialities. and symbolism
necessary to develop a rational system of ideas. On the basis of size
alone. there is no possibility of a complex division of labour necessary
for the development of a rational system. As the society is simple. its
thought is simple. and its knowledge consists of a catalogue of means
for achieving ends (Magical power) arrived at by the association of
cmpirical observations. The only goals in primitive society are empirical
ones.

Tantt  Knowledge Svstems

Willer. J. The Social Determination of Knowledge, Englewood Clitfs, N.J.. Prentice
Hall, 1971,

‘Connective levels of thought’(p. 25

(1) Theoretical
(2) Observational
COMMENT

Magical
Empirical trial
and crror methods
for -practical use:
like produces like;
things once in
contact  continue
to act at a dis-

tance—simple  as- .

sociation, no ques-
tioning of type of
associations. mul-
tiple causation as
multiple  associa-
tions (p. 27. p.
34).

_ Mystical
End state is theo-
retic and unitary
--an escape from
the empirical
world (p? 28) not
connected 1o other
theoretic ideas —
communica t i o n
impossible be-
tween those in and
those out of this
state about  its
nature.

37

Religious Scientific

A system of con-
nected  concepts:
Religious  behavi-
our is an attempt
to fit the world to
non-empi rical
concepts (p. 29).

All, thinking
which combines
rational, empiric-
al and abstractive
thought is scica-
tific (p. 31), eg.
development of
scientific theory—
set  of rational
relation sships
existing when
claborate empiric-
al rclationship
arc connccted
through  abstrac-
1ion with a set of
icomorphic ration-
al relationships (p.
33).
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Practical  results
Hawever with ac-
ceptance of ml-
tiple causatian
and because there
is no way of col
lecting and  inte-
grating  associa-
tions at abstract-
ive level, new bits
of knowledge do
not build upen
old unes but
merely  add to
them. Thero are
no internal dy-
namics for im-
rer((’wing \ kngw-

c system p.
279 d

/

Witchcraft of the
Azande of ocentral
Africa (p. 40).

TEST OF KNOWLEDGE SYNSTEM

No  test  possible.
Ratjionalistic  ar-
guments  outside
this  system of
thought, And cm-
pirical relation-
ships  cannot  ex-
plain the whole of
the abstracted
meaning (pp.  28-
9.

Only  tests  of
validity  of ..con-
ceptualization  are
direet  revelation,
mental insights,
and the rules of
deductive logie (p.
20),

EXAMPLE

Buddhist 'cnnccr-
tion of the world

(carly form) (pp.
92.95).

\

Western Christ.
ianity, Moham-
madanism (p
104).

Test  isomorphism
of empirical and
rationa connee-
tions  (p. I
superior cfficiency
in explanation
and prediction (p.
.

In no saciety has
scicentific  thought
predominated
only visible in
subcultural
groups (p. 105) —
e.g. those accept-
ing and using
Darwin's Theory
of Evolution (pp-
125-129).

ones arising from day to day associations and basic human needs. In
a primitive society all knowledge is magical. The modern notion of
magical knowledge is just that, a modern notion. To the primitive no
other kind of knowledge exists. All thought is empirical. all action is
power related. and thus all knowledge is magical (Willer. 1971, pp.

<39, 40).

What is missing from magical knowledge. but present in' scientific
paradigms is a set of rclationships between abstract concepts which are
isomorphic to a set of empirical felationships (see Table). This gives a theory
or paradigm. From the paradigm one can discover which facts or empirical
relationships are of ‘particular significance. what tests will show the iso-
morphism of the rational and empirical relationships and in_which direction
future research is necessary for the development and refinement of the
paradigm (Kuhn. 1962). '

Magical knowledge is inefficient being of the form, “*A then B”, where
“A” and “B" are particular empirical terms. Neither the conditions nor
the relationships can -be generalized condensed, and integrated so that
magical knowledge is a catalogue whose size is limited by the storage
capacity of a particular society. This contrasts with scientific knowledge which
is extremely economic in form. by virtue of its wide applicability. and of
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Knowledge systems in many traditional societies in Papua New Guinea
are hnown to be just these types of catalogues  finite, aml passed down from
generation to eencration (Bulmer, 19710 e 28).

Bulmer suggests that the pragmatic nature of traditional (and magical
thinking) is likely to result in Papua New Guinea children quickly accepting
scientitic explanation on the basis of its superior predictive ability. His writing
ignores the problem that in developing a true scientifie understanding (and
not just another A and B understanding) the child will have to be taught
a new type of intellectual thinking  the learning and use of paradigms;: new.
that is. in the degree of logical rigour required in the cross checking of
abstract and empirical relationships required in Cideal scientific  thinking.
However in this regard the New Guinean child may not be alone- - possibly
many sccondary school children in Western countries do not fully develop
this understanding of the nature of science  or are not taught it.

The contrast between a modern scigntist and a primitive is often mis-

leading for only a small number of persons in European societies live

even partially scientific lives. 1t would be untenable to argue that primitive
man does not employ the same principles of deductive and inductive

Jogic that Furopean man does. What leads the primitive to magical

acts and beliefs is not his system of logic but his errors in correlating

irrelevant causes with parteular outcomes (Lessa and Vogt, 1965, p. 34).

It is possiole secondary students in Papua New Guincea still hold to such
a magical view of knowledge. Students in Forms '3 and 4 were found to
have more positive attitudes towards natural scientific contro! and manipula-
tion of the environment than villagers, but they tended to underestimate what

~in fact were the attitudes of minimally educated villagers, and were lacking

in a truly critical outlook themselves (Maddock, 1973, p. 272, p. 282). This
is suggestive that they only and crroneously- conceive their superiority in
scientific thinking to come from their empirical thinking and hence may
not have really understood the difference betwieen scientific and associationist
thinking. ]

Education itsclf may be scen as @ ritval initiation into some equivalent
form of magical knowledge. which is possibly the way the older vnllagers
regard |l

The Abelam community near Maprik in. the Scpik District of Papua
New Guinea sec modern education as a nicans for man to achieve
greater influence over his changing social and physical environment. But
in what way . . . I do not know.

One councillor smd to me recently that the (primary) s;hool at Balu-
pivinc is like “'Ulketagiva™ a ritual for small boys. the high school in,
Wewak like “Kutagiva™ a more important and exciting ritual, and
the, University like "Buli”™ . . . power . . . from association with the
rituia} objects of the most powerful tamberan-. .. (Neve, 1971).

It is not impossible that students could complete secondary schooling
without grasping the essential nature of scientific thinking, given the type
of knowledge systems primitive socictics construct. Testing of scientific
thinking therefore should be addressed to the pdrmuldr intellectual activities

- that are unique to scientific thinking.
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PRIORITIES IN TESTING SCIENTIFIC THINKING

One of the fundamental issues in testing scientific thinking. therefore.
will be the testing of students’ understanding of paradigm construction as
a way of interpreting cvents in an cconomical way. What is to be
tested are the students” understanding of. and even skills in. the formulation
of models and propositions. the derivation of hvpothcses for empirical test-
ing. and the use of hypotheses to prove and |mprove a model.

Another objective that ideally would be tested is the student’s ability

.to formulate a problem for scientific testing and to-plan and carry out an

appropriate investigation. The test would provide information on the student’s
ability to free himself from arbitrary dogmas (which. ideally. science is not)
his ability to make critical judgements from evidence and his ability to
detect misinformation and the extremes of belief (Schwab. 1973).

ITEMS TESTING SCIENTIFIC THINKING

The following two items appear to test students’ general understanding
of the task involved..in model construction:
One model for thinking about electricity is to think of a battery or
generator as a kind of pump for electricity. and the conductors in a
circuit as carriers of electricity. in which the electricity flows in a similar
way to water. This model can be used to explain many obs;rvanons dbOUl
_ electricity.

Which of the following observations cannot be explained by this model?
A. Doubling the strength of the battery increases the current flowing
through a given wire. ¢
B. The current gets weaker if the battery loses its strerigth.
C. A magnetic needle is deflected if placed near a wire carrymo a
current.
D. The thicker the wire. the morc current can ﬂow throu"h it (1973
School Certificate Science Examination).
This item may be cutcgorizc’d as evaluative thinking with verbal material *
where the answer required is a system—using Guilford and Hoepfner's (1971)
categorizations of mental skills.

The following item is also of this type:

A crystalline solid may be thought of as a group of spheres in three
dimensions, each sphere connected: to its neighbours by a stiff spring.

The spheres are vibrating in various directions. A number of facts
about crystalline solids are given below. Before each fact write the letter
of the response that best states the applicability of the model as an
explanation of the faét. Note that only one response should be given
for each fact.

(A drawing of spheres connected by springs in threc dimensions is
shown ) .
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Responses. ,

A. The fact is explained by the model given above. ,

B. The fact can be cxplained by modifying the model as follows: the
amplitude of vibration of the spheres depends upon the temperature.

C. The fact can be explained by modifying the model as follows: there
are irregularitics in the arrangement of the spheres. ‘

D. The fact can be ¢xplained by modifying the model as follows: the
elasticity of the springs is dilferent for different solids.

E. The fact cannot be explained on the basis of the model, even by
changing it as above.
§ Facts:

Solids contract on cooling. .
Solids may be compressed slightly.
Solids do not ditTuse through one another.
Solids conduct heat. ,
Some solids are harder than others.

" The speed of sound through steel is greater than its speed through lead.
(Blpom, Hastings, Madaus, 1971, p. 612).

This item may be categorized as evaluative thinking with verbal and
“figural material where the answer required is a system (Guilford and
* Hoepfner, 1971).

Other question types particularly related to scientific thinking are the
following:

sads i1 an area and caused most of them to
area noted that many more flies than usual
were appearing. Which the following explanations seems to best
fit this observation? ) ' '
A. The decrease in the ber ‘of toads feeding on flies allowed the
number of flies to increase. ,
B. The weather conditions werc much better for the breeding of flies
than for ‘toads: - .
C. Toads cause flies to breed more rapidly and increase in number..
D. Flics cause toads to stop breeding and decrease in number (1973
School . Certificate Science Examination}.

\%

“This item may be categorized in Guilford and Hoepfner's (1971) terms
as evaluative thinking with verbal material where the answer required is an
implication. "

Type B-—to test ability to evaluate hypotheses;

Hypothesis: Young birds can learn to migrate south in the Autumn

by accompanying their parents.
Each of the following items statcs observational or experimental facts.

For items (1) and (2) mark space

A—if the fact or facts tend fo support the hypothesis
B--if the fact or facts tend to refute the hypothesis
C--4if the fact or facts are irrelevant to the hypothesis

41
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(1) In making the trip from Northern Canada to the Argentine, adult
golden plovers fly in groups due south from Labrador. above the
Atlantic Ocean. 1000 miles from the eastern coast of North America.
thence over Brazil to the Argentine. The young golden plovers fly
in- groups by way of the Mississippi Valley and over. the Gulf of
Mexico, thence- over Bolivia. and Peru to the Argentine. On the
return trip the old and young alike take the Mississippi Valley route.

(2) Cowbirds build no nests of their own but lay their eggs in nests
of some thirty species of other birds; here the eggs are incubated.
hatched and the young reared by those foster parents. When the
first migratory trip is completed the young cowbirds are found in
the south neither among the thirty different destinations of their
foster parents. but instead in one locality occupie.. predominantly
by their own kind.

(3) In the hght of the facts given in items (1) and (2) what is the
status of the hypotheses at this point?

(a) It is established as probably true

(b) It is refuted as probably false :
(c) It remains as much unsettled as at the outset.
(Bloom. Hastings and Madaus, 1971. p. 607.)

The reading difficulty of the above item would make it unsuitable for
use in Form 1V in Papua New Guinea but the level of logic required would
probably be within the capability of many Form IV students.

Such items appear to test some of the general intellectual skills which
are the ultimate justification of much academic study of science. For this
reason items of these types should appear in science examinations.

‘ N 4
PERFORMANCE TESTS OF INQUIRY SKILLS IN SCIENCE

In Social Science, Agriculture. Geography, Technical Studies and Science,
students can be assessed on their scientific thinking skills in individual or
group exercises. in practical or academic activities. This may ‘allow a fuller

investigation of pupils’ development of these skills in ways not testable in -

a short formal or internal examination. and may allow the only opportunity
of assessing whether students can usc scientific problem-solving approaches.

It may be particularly important‘ to test the development of this skill’

in a group situation when the information desired is whether the student
has developed thinking skills useful for a future specialist or generalist
position in the cash economy—or even in the village. For problems technical
or general are usually solved by groups

Where external exammatlon scores are proussed on the computer to
take account of teacher assessment, as they are in Papua New Guinea. it is
relatively easy to give a welghtmg to such ‘skill in scientific thinking.

The outstanding student will be noticed by the teacher—and gwen
recognition for his superior skill through the use of a teacher assessment
component in the final examination score. It might be difficult to pick out
such people in a short pencil and paper test. It is more difficult for the
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teacher to devise procedures to rate all students in the skill. It may be possible
to get students themselves to rank each other on scientific-thinking ability.
By asking students to rate the best twenty in scientific thinkjng in each
‘subject area, excluding themselves, it would be possnble to recognize students
‘noticed most frequently by their peers as excelling in these tasks—and hence
a rank ordering of pupils could be made. The teacher could check the
- validity of the class’s. ranking by determining agreement between himself

. and the class on the top and bottom few-—-and by determining whether
alternative explanations for the class ranking, such as ‘the most outspoker’
could reliably be excluded.

CONCLUSION

Educational tests may contribute to increased teaching and Iearning
efficiency through the use of tests to monitor achievement of what for the
students are novel, uncommon or foreign ‘intellectual tasks. The construction
of models in science is an example of an intellectual activity that is unfamiliar
to traditional intellectual activities in Papua New Guinea cultures. Currently
there is evidence that even some Papua New Guinea tertiary students con-
tinue to have a very poorly developed understanding of the nature of
scientific activity (Mackay, 1970). Consequently educational testing in science

. should be addressed particularly to monitoring the development of an
understanding of mode]_construction and use in Science. A similar analysis
of learning problems in learning concepts and thinking skills should be used
«to plan the development of tests in. acadamnc subjects to maximize the use-
fulness of these tests.
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. SOUTH PACIFIC EDUCATIONAL RESOLVE
.(S.P.E.R) '

A. GREY, M.A., DIP.ED., M.A.B.S., M.A.C.E. )
. Senior Lecturer, Adult Education, University of Sydney

_ South Pacific: Identity

Like the indigenes among you. I was born, bred. educated and -have
lived in the South Pacific d" my life.

Like ‘many among you, | am a pdrenl in a family that was born. bred.
¢ducated and that have lived in the South Pacific all their lives. .

-Like you. I have only the South Pacific with which to identify. I do so
identify: but. as one whos: ancestry was washed by Atlantic waters. and
whose canoz came but recently — in an’ historical sense — to these waters.

It is at this point that I am unlike your peoples Your ancestry in and
occupancy of South Pacific waters goes back into unrecorded, legendary,
carved and mythically danced- hlslory You who have more pigmentation to
your skin are the indigenes: I. with less pigmentation. am an historically
recent migrant. - ,

The South Pucific belongs to you and you belong in it. You know it.
You in- and ex- hale it. Migrants are learning about it and to live with it.-
Migrants are still at lhe stage of exploiting it rather than truly living in and

The impact of the differences between indigenes and migrants has yet
to be spelt out in the fullness of their implications. The differences between
us — the indigene and migrant — will, I consider, more fully enrich the Pacific
when we who are migrants perceive what you have absorbed .into yourselves
because you are people of the South Pacific; perceive. that is. the meaning to
you of your way of life. Time is. for example, one main concept that the
masterful technologist. is coming to dtknpwledge as his area of enslavement.
Yet. time is a process Pacific indigenes have continually incorporated lnlo
their being.

The central arguments of this paper are:

1. There arc differences in emphasis and values between the ways of

_“life of Pacific indigenes and migrants.

2. Those values that are accepted by the indigenes as valid and signifi-
cant to them should be preserved and fostered.

3. In.order both to preserve and foster thesc-values you choose to
preserve. you ‘must of necessity. I consider. whatever else you do.
control and operate the educative processes in your country.

4. In order to be able to live your own way of life at the quality
you choose for yourselves. you necd to establish. maintain, promote
and modify your own educative processes.

5" An educative process can, finally be valid only to the extent that it -
supports and furthers the way of life for which it is designed.
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South Pacific: Locality

Going, though not gone, are the days when a migrant raconteur and
mythologist such as Anderson‘” could write that:

“Scattered over 14 million square.miles of Pacific ocean islands is a .
race that appears homogenous in physical characteristics, language,
customs, and religion: that other great divisions according to racial
characteristics are Indonesia, Melanesia and Micronesia.”

Since those words were written in 1928, Hawaii in the northern Pacific has

. become another state in the United States; and New Zealand, Australia, Fiji, -

ngd now Papua New Guinea, countries of the  South Pamﬁc have become
tions in their own rlght ’

The last half century has been one in which the. peoples of the South
Pacific have become conscious of themselves as entities and in which the
differences among the peoples of the South Pacific have made of honiogeneity

" a near meaningless concept.

The South Pacific as an area is different from the Atlantic at so many
key points of comparison other than by virtue of the natures of its inhabitants,
that to list-them all would be to digress too far from the main theme of this

‘paper. and to obliterate the chances of rigorous enquiry into the cause-cffect -

relation- among some-of the more salient of these differences — but here are
three:

" The Pacific is an area of water, not of land, masses. Water — a sda-way
once and an air-way now — has conditioned and oriented the peoples of the
Pacific, with the possible exception of Ab- and Eur-australians, from time past.
Pacific peoples, cut off as they are from other countries by water, have grown
up as self-dependent peoples relative to peoples in European countries. Peoples
of the Pacific follow their own ways of life as proudly as any people, but with

" less fear of, less pressure from, less subjection to proxemia, and with less

self-consciousness of the need to prove either to themselves or others that
each is a separate and distinguishable people. Each knows deep within itself,
without having to trumpeg it. that his is and is proved to be a people with a
distinctive life style. \ - .

Migrants to the Pacific, though still aliens and’ foreigners, gradually be-
come transanimated by virtue of living here. No pressure is placed on a
migrant by the indigenes to vield his European ways, yet by the day and
by the generation migrants to the Pacific are unremittingly suffused as Pacific,
dwellers. X ] 8

We migrants bring with us our own brand of individualism, class con-

_ sciousness, which we brandish loudly. We set up, in your land, our school

systems and social administration; but as the years pass we see our system
bend and buckle irr the unremitting waves of the Pacific life styles. What grew
up in Atlantic areas is brought out here and is transmuted.'” It is transmuted
if for no other reason than that one can only migrate with a cgrcass; a
structure, a by-product. One cannot bring the process, the source of the pro-
duct. The roots and — therefore, the living, growing. pulsing source of the
product — the process, stay behind inZthe soil that nurtured them.

46 '

47



Meanwhile. peoples ‘of the South Pacific have their own brands of indi- . -
vidualism, factionalism, fragmentation and ephemeralism."” These emerge i
Pacific peoples as they live their lives, cach an acccpted and respected person
in a large family kinship. and not as a lone individual in a 2-generation
family facing daily a competitive. mass, depersonalising technology.

Itis just here. with regard to their ability to produce as a technocracy
and as a bureaucracy. that the areas of the South Pacific are today compared
unfavourably with the peoples.of the Western and from the northern hemi-
spheres, some of which peoples also open their commcrce with the world
through the Pacific. ' -

There follow, it therefore seems to me, three basic questions for newly
cmerging nations in the South Pacific to ask and reask themselves:

What do people apply in their lives from what they learn? — and this'
v process | propuse to call Education A. - .

- What, in fact, can people teach Others? — which excrcise I propose to

call Education B. .

What is the most efficient and gffective structure in which Education A
and B occur? — which system 1 propose te call Education C.

.Education A:

Each society of.pcoples has today. as it has had throughout ‘its history,
its own way of educating its members. There is for people all over the South
Pacific nothing new whatsoever in the concept of education. Elders and revered
persons have long been and are responsible for seeing this education carried -
out. They are responsible for living it. for sctting an example. Education and

{8

life for them are one. '

An educational process of this style perpetuates a way of life, maintains
stability in a way of life. It is the. most conservative of all personal and social
practices, more conservative than spiritual ritual, cercmony or totemism,

. because it, education, \is the process that preserves those bulwarks of social
and personal belicfs. Such an educational process :nakes, in a way of life for
the strong bonds of belonging among related people. It is the nursery bed for
a people’s self-concept.™ It is an educative process that ¢oncerns itself with
values: It is a pervasive process because it #s incidental within and not isolated
and pursuer! separately for clear cut ends. Signiricantly — and, at first, it may
seem paradoxically 2 it is, therefore, pursued clearly and sought eagerly by

- each for himself, lifelong and continuingly. : ‘

Change imposed on, or denigration to this process of education — Edu-
cation A — occurs at peril of national disintegration. We have seen tfie disin-
tegration happen under colonial rule in the Pacific. We saw it at the beginning
of the 20th century erode the Maori way of life in New Zealand; we have
seen the effects on Agystralia’s Aborigines. which cffects are reasonably
described as catastrophic for those peoples;.we have secn its inroads into the

" Fijian way of life. You in Papua New Guinea will know whethér or not you
have averted the disintegrative influences. '

When I refer to Education A, I refer to the basic, continuing, lifelQng.
face-to-face” educative process that goes on .in cach of us— you and me. It is
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one of the main processes by which we live day by dav our way of life, with
pride and loyalty; and by which we live life with what for us is order; and
by which we live with and grow in the personal strength of our self-concept.
Education A promotes in an individual a socially cohesive. integrative ap-
proach to the way he behaves. and it does so. | repeat. because it enables’
each of us to grow as an individual strong in our self- -concept. Education A
i$ the process that nations mnsldnlly seck to retain or regain and to which
its people endeavour to return if it is lost or undermined. 1ts strength derives
from the personal nature of education. from the learning we cnjoy fmm
experiences that we encounter within our dmlv life.

There are within Edumlmn A three major components. it is cagerly
sought by the youngest: it is reinforced by a battery of experiences within the
familv, and among families in the community; and it is protracted and
infinitely vatiable for each individual at different stages of his growth, and as a
result of his encounters with other individuals. Education A occurs as each
of us applies in the context of our society what we learn. Once applicd
and tested by each of us for ourselvés. we are ready to apply it beyond the
context of our society. among others. Education A knows only the limits- that
come from being human. and from living in an environment and from our
perception of that environment.

A nation that dismisses or dcnigrates this Educatlvc. Process A, during
any stage of an indivadual’s lifetime. invites disaffection and confusion arhong
its populace and a delay to its growth as a nation: and. transnationally. Such a
nation is held back in its growth by. as we are want to ssay. “the nature of
human nature™: by, if it is a technological nation. strikes. unrest. sabotage.
political upheavals. What the -people of that nation are in effect saying is
that there is within them an unresolved clamour to engage in Education A -—
in the application by them of what they have learnt and are lcarning.

There is. you see. within Education A, no scense of under-privilege. or of
dnsadvanlane no negd for talk of re-current education: nor talk of compen-
satory programmes. There are no grounds for thinking in terms of deficit;
no need to escalate plans for remedial programmes. All of these negative and
intervention concepts belong. if you notice. within the: language of the special--
ised. technotronic. economicallv — that is. materially — aspiring. but Edu-
cation A-inadequate, nations. They arc concepts that have grown up in the
last 100 years. which is nearly how Jong we have had Compulsory Educatmn
— which is not Education A.

*Education A has much more to do with people in families than with
national systems. It is. that is. education that goes on among people of ali
ages. from Jpirth to old age. at the family hearth and in their communitics —
as these are nominated by families and their members. 1t is education of and-
by adults — adult cducation. It is early childhood education — for it begins

.prenaldlly and continues poslnalallv It is a continuous process as each applies

in his life what hgdearns. Tt is lifclong in two respects first. because each of
us is eager for learning and for applying that learning: second. each of us is
available to assume the role of co-learner throughout life, sometimes being
needed by others for our experience. and nceded at other times for our
creative or divergent solution to an issue that faces the people as a whole.
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Education B
= We have pursued B jong time and along a narrow path beyond

.its natural value. We became enamoured of it and invested so much of our-

selves. and our resources in it. It is Education B-— the teaching process.
especially that within the schoolingesystem but also a considerable chunk of
what is attempted at home — that has considerably supplanted Education A.
Tuddy most people think of Education B when education is méntiomed. 1t is
Education B that most. evolving nations turn their attention. in the belief that
Education B is what has given so many western peoples in technologically.

“advanced and organized nations their advantage. This is where confusion has
“risen. The confusion arises because there is a component of cducation in
teaching and in schooling. but for too long we have failed to examinc what

that component was. We failed because we had not carefully and logically
enough defined what education was.

Cause and effect easily become blurred in this confusion. it is. there-
fore. a valid and essential excrcise for an emerging nation to enquire into
the advantzges claimed for western style living with the cost in terms of .
money. cnergy. direction and emphasis of the school system it has cvolved.

. In the course of the enquiry. notice the way in which compulsory
schooling nceds. at escalating costs: . ' '
buildings — and ask. “‘What kinds? What for?"
equipment — and’ask. “What kinds? What for?"
teachers — and ask. “WHat kinds? What for?™"
ancillary services — and ask. “*What kinds? What for?”

As western and castern eountrics begin now after nearly 100 ycars to:
count the costs in terms of moncy for buildings. equipment. teachers. ancill-
ary services: count the costs in terms of school failures. school drop-outs.
disaffection with school by pupils. dissatisfaction with the school's products

- by employers: count up the immediate and long term effects on the commun-

itv. they: also hgve.begun to look for other ways of developing the quality
of education in order to develop their countries.™ The issues are well-known
by now. They include students who have rioted: parents who have sct up
separate schools. escaped monks who have vociferated personally and in. their
writings: teachers who have innovated; researchers. who have switched from
pure — and so-often redundant — to -action-rescarch. in their quest for
educdtional reform. s

Education B has indced within it so little that is in fact cducative for

the individual that it would be better were it to be renamed and divided ..
accordingly into whatever in fact it is — instruction. indoctrination. propa-

- ganda. intervention. imposition. Whatever is educative in Education B is so

because of what individuals discern for themselves. and that they apply

- effectively. in their own lives. Tt is effective in the short term if it dpplies only

in their own lives. It is cffective in the long term if. also. it contributes to
and beyond the society of which an individual is a member: It is incidental
applicd learning that occurs in the teaching process that causes me to retain -

.this item in this category. [t is this same incidental applied learning that has

kept up the hopes of many millions of teachers — why schooling is so pro-

. longed and why learning is regarded as a slow. tortuous process. If T were to
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be thomug'ﬁr)." consistent to myy own argiment. I would refuse to aceept
, Education B and refer to teaching and its Education A component — for
that is what Education. B is, the Education A coriponent in teaching. But I
go on being inconsistent because of the extensiveness of the use of the term
“education™ when, in fact. it is teaching people are talking about.

Unless it is analvzed and stripped of its pretension Education B remains
nothing more than a parasitic appendage that was spawned in an elitist vein
to be protective of certain kinds of hard-won and much fought for knowledge:
and that was bastardized by a technological age. That age mimicked the
clitist vein in desperate attempts to do two things at once: to justify the
wholesale exposure of children to a form of mass instruction meaningless to
more than 90% of them: and also to aspire to elitist ends and values be-
longing to earlicr centuries. values ill-fitted to 20th century technology.

Education B has so little in it that is educative that it is, in and of
itself. a dead and lifeless adjunct to our present way of life. Were it not that
the roots of the'lcarning process (Education A) grew and were applied
in the family. there would be no way for a school system'” (Education B)
to continue Attempts. it can bg nated. to function educatively otherwise than
through the familv have failed everywhere. They failed in the ancient Roman.
Indian and Chinese Empires."™ They 'are faltering today in Russia and
Israel"™ and. in a different way. in Western society. Education B fails to the
extent that it becomes organized and organization-dominated: it becomes.

* that is, divorced from the nurturant roots of socicty. The young will sit it
out. compulsorily. shake- their heads after 10.000 hours of it, discard it and
begin to live.

Education B is a clear cxample of a system created by Man that has
mastered Man. Man is now subservient to the system he ‘has created.
. N,

. A nation that would make it possible for its people to fulfill the self of
cach of its members places.its priorities for Education B low in its perspective.
It respects above Education B that: : -

(a) All people are co-learners. There aré no experts in learning, only
varying shades of ignorance; there are no other people as wise in
experience as the person himself.

(b) The strength of a nation is founded on practices that strengthen
. the self of the unborn and of those under three years. A natiom
that overly focusses its scarce resources on primary, secondary
and post-secondary schooling, in order to satisfy the yearnings
from unsatisfied needs of the young adult and the middle-aged,
is a nation aged before its time. '

(c) - Change for older people occurs most profoundly and effectively for
them in relation to their self-involvements with the youngest in
society. Children bring themselves up by bringing up those around-
them, who are changed by bringing up and liying with children.
A nation ‘alert to the Education A enquirigs «of and evaluations
by young people who have cxplored and examined a
mented during the first five years of their lives is placed\to be a
strong and positive nation.

A 50




Whatever there is by way of ‘educative process in Education B distills
from the climate or atmosphere of the school, that is, from the relationships
among people in the school; and these in turn make possible the preoccupa-
tion, by younger and older people alike, with study, knowledge, thinking —
with, that is, fostering, practising and exercising skills of intellectual endeavour.
It is not !.he"knowledge in itsclf that matters, for that is mere encyclopedic
quizzing. It is, rather, the way -a human brain sorts and. sifts, deduces and
induces meanings and propertiecs drawn from isolated facts, relates them,

educes relationships ‘and<orrelates, the: i5 educative. And such assembling,

and re-assembling — and,’ too, dissembling — can be achieved by usc of a
very wide: range of ‘materials if onc 'so chooses. The educative in every
précess emerges for an individ-a' through the quality of the symbolism the
individual generates from thc lzarning he does, using the materials and
the people of the environment. . . .

A greater educa» ve cumponent could be mtroduced into Education B
if the three major di..sions of the schooling system were comprchended and
accepted each in-its own right. The first two — (a) custadial care of the

young in a safe place, and (b) instruction of the young in basic information

* — are the components with the least educative possibilitics. The third —
thinking symbolically, convergently and divergently — is where education
can begin to emerge in Education B.

Education A In The School System

Education A occurs in the school system as between co-learners,
whether of the same age, older or younger than ourselves. It is that brand of
learning in which we apply what we are sure about: but, also, when we
unwittingly learn from, with and through some one els¢. . Although Education
A is likely to be felt to occur most frequently and poignantly as a result
of facefto-face interaction, it occurs also from and within flecting or sub-
stantial ingidents and from indirect relationships with people.

Education A is an indicator of our readiness to learn. It cannot be
-~cessarily premeditated; and, it is an explanation as to why some learnings
..%. ~2nse to one and nqt another in some conceptual arcas and not others.
“We do attach ourselves to one person, one teacher, one adult, one con-
temporary and not to another. We do scek out special people with affinity
for us. We do find it easier to learn from or with one than another, to apply

what one says or does or thinks than another. Often it is called good .

teaching, or imitation, but these are simplistic cxplanations for the highly
individual reactions that occur among people, from which we learn and
which are the base of Education A.

: ‘In practice, Education A is what has kept alive the constant quest
for Education B. It, Education A, belongs in the third division of Education
B: in. that is. thinking symbolically about the information in Eudcation B.

Education A goes, however, far beyond this division of Educatlon B and has, -

too, a self-learning, original, thinking component.

Education B and the generative 'co;nponent of Education A arc mutually
.reinforcing. The fine ‘edge of Education A is honed as a result of the
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mterplay and the mtcractlons Education A is ever alert to perceive education
in division threc of Education B. It is Education A and the relevant
components for it of Education B that Beeby'™ noticed and that opened
Bruner’s” optimistic view of the ages at WhICh children can learn if the

conditions are appropriate.

Education A is a basic growth process,"a process through which each
and every individual eagerly secks to involve himself at tasks that are
significant to him at a level at which he can cope and shape to his and
society’s satisfaction, at his pace and in his directions.

Education C

“This third division is necessary in order to draw attention to the other’
F . ’ e & H L H H
componen} in western socicty’s provision of “education” that, by its existence,
obscures the real task, that of Educati_on A

This third division is what is. known as the State’s or the nation’s

- Education Decpartricnt. That is a contradiction in terms. It simply is not

possible to have such a body. It simply is not possible to departmentalize
education. . . . : ’

As was noted aboyve, it is possnblc to categorize and-classify and dcpart-
mentalize “knowledge, teaching, instruction, ancnllanes, services of transport,
examinations, intelligence (C) testing — but that is not education. It is not
cven in the service of education. It is in the service of custodial care and to
facilitate instructional processes, at the best, and intervention, propaganda

and inquisition, at the worst.

-

"However, the term Educatlon Department is now so-entrenched that it
must stay. Because it ‘must stay I describe it as Education C in order to
keep reminding us not to let talk about it confuse any talk about education.
The edicts of bureaugracy, in the name of education, are ‘not and cannot be
educative in themselves and to the extent that they release any, educative
thought in an individual they, cannot be departmentalized.

A change of title would be one way of reducing confusion — but the

_selection of a name would immediately label the Department. Imagine

“Departmenp of Instruction”, or of~*Imposition”, or of “Propaganda”. Such
titles dre too revealing. So a blanket, acceptable, innocuous term is used —
and abuse is suffered by the legitimate concept within that term. The abuse
takes the form of people regarding education as a panacea, a woollyvedged,
airy-fairy something or other, a bit of all things to everyone and nothing too
much to anyone. Whereas for me, for you, for every individual, education —
what I apply in my life from what I learn — is for me and you. and every .
individual the very heart of me and the sense I make to myself — and others.

Education C — the structural, organized, bricks-and-mortar system and
organization that is called The Department. the responsible unit for
Education B — is yet another stage‘ removed from having anything significant
to coptrlbute to Education A.
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Folk Movements In The Pacific

Papua-New Guinca is emerging as a nation at a time in the history of
the South Pacitic when its neighbours to the cast and southeast are themselves
re-cxploring what cducation means to them. One of the steps they have”’
taken is to flex their own cducational endeavours in a folk movement
indigenous to the South Pucific. The emergence and -growth of this folk
movement from the people, the families, the communitics, allow of no force
or systematized organizational structurc. Wherever one looks — in New
Zealand ‘among Maori, or among Pukcha; in Australia among Aborigines or
among Euraustralians:4n Fiji among Fijian groups or among mixed European-
Indian-Fijian groups — the movenient has its own {lavour and character.

All are countrics where Education B and C had been introduced by a
migrant peoples: are countries in which the indigenes liked and benefited
least from the offerings of the system. In New Zealund the folk movement -
began in New Zealand among Pakeha as long ago as 1941, has sprcad among
Maori people to beconie a nationaband cultural. silent. social revolution.™ In
Australia the movement began among Aborigines and spread among Euraus-
tralians, where it is now fast becoming am tqually silent social revolution.
In Australia the spread to Euraustralians was activated. 1 would point out.
by a Maori-Aboriginal tandem partnership.”™ -

In"Fiji the spread of the concept of a fully tiedged Family Education
movement with government backing has been achieved through an amalgam
of the endeavours of the indigenes of the three South Pacific countrics —
Mauori, Aborigines and Fijians.

Nor have the indigenes of Papua-New Guinca been unaware. As carly
as 1970 the New South Wales Bernard Van Leer Project at the University
of Sydney's' Departnient of Adult Education™ welcomed a young wontan from
Port Morcsby as Churchill Fellow. She is a person: who has the ability 'to
link with others of her people and begin what could become a folk movement
in Papua-New Guinca. Papua-New Guinea, will, I am sure, have scores —
even hundreds, may ¢ thousands — like her.

The role in this folk movement of those who arc migrants to the South
Pacific is one of co-partner in consultation as invited from time to time. A
first cssential for such consultants is always to accept the concept that the
indigenes — that is, the folk themsclves — shall control their own educative
processes. Precedents™ for” such control exist on a broad canvas and the
offects on indigenes and communities of having control over their own
lcarning processes are now clearly c¢nough demarcated to be worthy of
further examination.™ '

Scparatism by indigenes from others is an’ acceptable aspcét of this
movement, where such separation is positive, constructive, chosen, agreed
to by all concerned, predictable, definitive, competence — and self-concept-
building. ) . N

Education B is weil cstablished and will continue in South Pacific
countrics. But it will change. A re-schooling process will occur. "Sehooling
is now being questioned for its cffectiveness by up to 97%¢ of those who
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gttend school. In particular, it is questioned for its effectiveness to the
liftstyle of the indigenes. Those few indigenes who succeed in the system —
despite the system -— and who hope to succeed in the system and dcspite
the system, can scarcely be expected to do anything substantial to query the
system. Deschooling, that is, is not on. T(g,o many have too much invested
in the schooling system for nations to deschool. But what is on is re-schooling,
The present choices can be lived out and fulminated by the disaffected. The
present choices can be fed freshly from new roots in community, fanily and
personal “education, which will spread its influences throughout the many
stages of the present system and — adually chafge it. :

When all the evidence is compiled the argument for folk cducation
begins o be impressive.™ The cvidence builds on the way in which we
lcarn; on, that is:

the swiftness of learping in the carly years, especially the first threc,
and of those living with the young of these years;

the eagerness for learning in the early years, especially the first three,
and the infectiousness of this eagerness among those living with the
young of these years;

the renewed desire for learning by those responsible with Ec young,
especially in the first three years;

the personal nature of the learning process.

Education — the application by us of what we learn:

occurs, then, not in age by age divisions, but is a lifc long process;
begins. then. not at school, but in the family: :

continues, then, not for 5-10 years, but also before 5 and after 15;
continues, then, not in a “tcachers and pupils” relation, but as among
peoples of all ages and combinations of ages as co-learners.

. Educationally we are all potential resource source — for others. We re-
plenish our own sources as we interact with. experience and use the resources

- that others are; and we experience others in and following their relations

with us. We, children and adults, learn about, from, through and with others
of all ages. It is this inter-personal, inter-actional, relational and observa-
tional, this perceptive, this openly functional cducative process that the
indigenes of the South Pacific peoples together and separately can promote
as a major contribution to the world in the 21st century.

The educational formula that has been cvolved by tens of thousands of
families in and beyond the South Pacific over the last 25 years, has been’
built around the following principles: '

All people, young notably, are eager to learn.
All people, of all ages, involve themselves in lcarn;ag.
All people, of all ages, begin their learning in and continue their learning

through the family. ' .
All people, of all ages, acknowledge the need for and seck resources

appropriate and relevant to themselves. .

~When these principles operale these organizations and administrati4on
procedures follow: :
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I, Any administration that emerges is always subordinate to people, never
their master.

Those who are affected by policy make policy.

The scarch for Education A begins with the mdividual lcarner and phascs
in idministrators from Education B and C as consultants and as resources.

w1

4. The control of Education B and C resources is with the administrators
" and also with the learners’ representatives. There is, that is, an inverse

-ratio between 3 and 4. The learner makes deeision in 3 and the admini-
strator (in his capacity as administrator) makes decisions in 4; and cuch |
consults the otfer at all levels.

Currently one base at which peoples’ thinking is bcing cxchanged, at
which action is being rescurched, and "at which current folk movement
principles arc being cvolved in the South Pacific, is the Department of Adult
Education, University of Sydncy. Impetus for the ecvolution of resource
thinking has come from the Bernard Van Leer Foundation of The Haguc;’
the Department of Aboriginal Affairs, Canberra; the New South Wales
Directorate of Aboriginal Welfare; und from the voluntary contributions of
Te Roopu Awhina Tamariki, a group of 34 Maori Supervisors from New ~
Zeuland Family Education Centres and Play Centres.

Arising out of the evolution of that thinking there are now in opcration,

. and under proposal, changes in primary schools. Schools idrc being-sct up

that carry through-th¢ Family Education concept beyond carly education.'
That is one development. The other and more cxtensive development has
been the confidence with which purents who have gained their competence in
and 'beyond the family in a Family Education Centre have continued to
support their children at the existing schools, but who have as parcnts
contributed to change in the schooling system.

Epilogue

As a child grows, he learns. We, who grow with grnwing children,
learn. The growth and learning by all in society & our own pace’™ s the
strengthening force within a nation. proud of i worthy and dignitied peaple,
who themselves are proud yet humble aboat their vndeavours and reinformed
about their culture.'™

SUMMARY

South Pucific : Identity — (1) White prople arc migrants in the South
Pacific.

(2) The South Pacitic belongs te coloured

. people and they to it
) : Locality — (3) Pcoples of the Pacific and the Atlantic

- live and value differently.
(4) The South Pacific has its particular
unborrowed contribution to make to
) : . education.

: Transition —  (5) The transition to a2 South Pacific edu-
cative process is already occurring and
has been for a quarter century, silently.
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Education A : Is personally what each applics in'duily living and thinking
— with meaning to self and others — from what he has -
personally learnt.

B : Is an acknowledgcient of the perceptively resourceful ways
- . in which we lcarn from interacting with “teachers”; is often
called intuitive, symbolic, creative or imaginative; ack-
nowledges that we learn by interacting with others, but

>
questions whether.we can be taught anything cxcept know-
ledge.
C : Is the compulsory system of schooling. It has developed
' as big business and, mistaken for education is called,
o mistakenly, education. It is, indeed, three systems in one:

— an administrative system for the supply of hardwarc in
the name of education and WhICh now is the educative

system;
— an historically and souologxcally vanablc mtcrprctanon .

of knowledge purveyancing;

— acustodial institution for child penning.

If there is education in Education C it could be because:
the individual resolutely and resiliently extrudes his own
incidental education from within the economically

sanctioned liturgy.
Resolve @ (1) Manrls of New Zealand. Aborigines of AUblrdlld Philippinos
dnd Fijians have a lien on this folk movement in education™
) Thc key to thé folk movement is sclf-mvolvemcnt with
responsibility”

(3) The evidence for a folk movemy nt is impressive.

(4) The direction of a félk movemeat is pro- human growth; and
growth of the self-concept.

(5) A formula for a folk movement is cvolving,.

(6) The role of the administrator is as a sccond line resource.
1 Anderson, J. C. Myths and Legends of the Polynesian. Harrap, 1928.
2Beeby. C. E. The Quality of Education in Developing Countrics. Harvard. 1966.
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CURRICULUM DEVELOPMENT IN PRIMARY
EDUCATION-—-THE PAPUA NEW GUINEA SITUATION

1

" ALAN IS0AIMO, B.ED.
Superinmtendent - -Curriculion Primary, Dept. of Fducation, PN.G.

Pded New Guinea as a wholc has emerged’ from a prlmmvc stage to
what is called a communication stage. It is as if a person jumping from the
the earth to the moon within a day without realizing what was on the way.
Primitive stage education was centred around:

(a) Tool-making

{b) Gardening

-(¢) Fishing

(d) Hunting

(e) Food Gathering

(f) Observation of tribal laws and’ laboos

(g) Religion based on Man and Nature.

The Frature of the primitive education was that it was informal. This
meant that aildren learnt by observing, listening and doing. As situations
arose Education was relevant for their daily living. It was all about Learning
to live in the children's own environment. Primitive educaiion did not over-
look the physical development of children. Children performed certain
functions according to their physical maturity, character and their place in
the community. Their belief was what the community believed. Their role
was what-thy community expected them to do. The rightness or the wrong-
ness of their behaviour was judged by their parents. the sorcerers. the chiefs
and the village elders. who were strongly backed by the gods and the

ancestral spirits.

The communication stage is a time. a thing, a cuiture. that has beén.
introduced in Papua New Guinea. It is the present and the future. With short
contact with the Western world we have learned that special features of the
communication stage are radios. televisions. telephones, satellites, telegrams
and so on. It is all about speed. time, place and the result. in communication
in the modern world. Modern "technology then. has become the controlling .
factor in eduuuondl pldnmmz and school programming in developed
countries.

What of yesterday. today and tomorrow of Papua New Guinea Primary
Education? Yesterday was the primitive stage. today is a mixture of yester-
day and the communication stage and tomorrow is unknown. However.
tomorrow will depend largely- on today's decision makers on political,
economic ahd social development.

The communication stage marked the arrival of the white man. There
were three major groups of white men. First, the missionaries. whose purpose
for education was to spread ChriStian ideals and to prepare some of the
logal people to become preachers ‘of Christianity. Second. the group whose
interest lay in business. such as the production of copra. rubber. and many
other raw materials. Their aim was to use as many men as they could get
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in” plantations. The third group was the administration one. These people v

were interested in edueating people who would eventually mkc up ddmlms-
trative jobs. ,

« Today, in- many ways, the three groups are coming together in formulat-
ing the content of school curriculum. h is of relevance to, briefly, outline

. the different stages of curriculum development in Papua New Guinea,
particularly, durmg the directorship of Dr. K. R. McKinnon, the former”

Director of Education. Until the early 1960°s the relevance of education in

Papua New Guinca was never or hardly questioned. The realization of this *

has brought about-five developmental stages: .

Imitative stage

1.

2. Derivative stage 4

3." Venturesome local stage .

4. Modern local stage - developed by subjects

5. Integrated modern local stage. . .

The first stage was a simple imitation of Australian curriculum. (An
expericnce common to all developing countries.)) The second stage was an
attempt to adapt the Australian curriculum to local conditions.

The third stage was the development of a local curriculum. This import-
ant stage commenced in 1960 when a commitiee was formed with the purpose’

“of producing a detailed and unified syllabus designed specifically for Papua

New Guinea children. The first results of the committee’s work was the
1963 syllabus and ventutesome and innovative, *“for a radical new approach

-1o the teaching of English. based on situational presentation of new language

concepts and practice ‘through groups was fundamental.”

The fourth stage, the stage at-which we areuow. is tae development of

.Lurrlculum material in the various subjcu areas. The fifth ctage, the one

“which Dr. McKinnon belicved lies in the distant future is the integration
stage. However, it should not be assumed that the various subjzct syllabuses
are not now integrated.

They (subject arcas) are in as much as they comp]f’mcnl each other
in persuing the gouls of primary-education. However. the prinmary syllabus
is made up of-a number cf sub-syliabi than being a siigle document. Some
overlap and some gaps are incvitable as a resuit of subj\.'ﬂb being developed

* separately.

A major concern for curriculum deveiopers has been that because of
environmental factors. PPapua New Guinea children bive lagged as much
as three years in comparison with the normative date Pizuet has discovered
for Europecan children. This concern led to an interest in ihe experimental
work of Dr. Dienes. Dr. Dicnes stressed a discovery approach to learning
through the mianipuiation of apparatus and material, and which sought to

develop basic intellectual skills, The exciting promlse of the mathematics

programme is the likelikood of eeneral intellectual development rclcvanl to
all areas of learning,

The mathematics progiamnie has then been considered a core subject
to subsequent developments in other arcas. The original Dienes influenced
59 ] ™
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A

programmc was written in 1968.. 1t covered the first three years of school.
~Subsequent evaluation led to a decision to rewrite the programme before
proceeding with the final three years of the. progruinme. The rewrite is
known as Mathematics for Primary Schools. The second year of this pro-
gramme is now in some schools.

THE RELEVANCE OF EDUCATION IN P.N.G.

The development of each subject area was reinforced and accelerated
since the 1971 General Primary Curriculum Seminar. This Seminar was
attended mainly by local ofticers representing all sections of the community.
"The main discussions were centred around school-leaver problems. Conse-
quently there arose two major concerns:

1. A concern for those pupils advancing to higher education and who

are likely to live in Q_c,_momenlary section of .the society.

2. A concern for those children leaving at the end of Primary to return
to their villages.

(and currently there is a caqncern for the future um—:mploymcnl of school .

leavers—-secondary or primary).

Generally the feeling of the seminar was that Primary Education in
this country is inadequate for our situation. with special reference to the
education for girls. Following the Resolutions of the seminar attempts have
been made to make education more and more relevant to this country.
The creation of Community Living subject area_has enabled .us to make
schools part of village life. The general principle is that wherever schools
are they must have close ties with- their environment when programming.

With this principle. and as an example of some problems we face in
curriculum development it is worth mentioning the position of one subject
area--English. Currently the¢ position of English in primary schools is

being discussed. Discussions are centred around mainly on communication
problems. especially in lower primary. It is hoped that vernacular teaching.

or vegaacular as a medium  of instruction. may be introduced in lower
pri . However, this is an area where political decision is also involved.

DIFFICULTIES EXPERIENCED ' N

Since the introduction of the formal Western system of education -

several things have been learnt. One of which is the cost of education. It

is to be noted that the cost of education in this country is growing faster .

than the national income and faster than the number of children being
educated. The cost will continue to rise because of our emphasis on mass
literacy and because of the rapid increase in population which will need to
be-literate. To change and develop curriculum in this situation is impossible
to do cverything at once. Money. time and special personnel are needud to
make and implement a change.

MONEY

Money has become one of the biggest deciding factors in the production
of school material. In order to-minimise the costs the policy is to produce
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material locally within our Fnungiul limitations. The advantage in so doing,

is that the curriculum content become more and more relevant as well as
less expensive.

PERSONNEL

In the past overseas personnel were used to develop curriculum. With
the localization programme we face the problem of identifying suitable local

P

oflicers for each subject area-development. As curriculum development

absorbs middle level ofticers we face difficultics in maintaining them. As
soon as officers show abilities for higher level job positions they are
promoted to higher level jobs. :

CURRICULUM—WHAT IT IS

This is a big topic and each one has his own idea of what it is. Conse-
quently it will be influenced by people’s own ideas. However. we have come
to a compromised idea which may be expressed as “the summary of the
selected learning experiences far- children in a formal or informal situation.
and which would be useful to them in-their lives.”

We see Curriculum Development as changing. adapting and innovating

the curriculum content in. order to make education relevant for a certain
situation. .

In our situation Curriculum Development has become a trial-and-error
exercise. In many cases we lack the necessary information. general or specific,
to guide us in our curriculum development,

Papua New Guinca has so many cultural groups of people. so many
cultural values and systems. so many ways of looking at the world. so that
the only solution would be to have several curriculum centres for each group.

The information needed to present material at the right level is lacking
in our situation even though we have the guidance of men like Piaget or
Brurier. In this respect we need to have more time for trialling our programmes
or .for the whole curriculum development. -

CURRICULUGM IMPLEMENTATION ,
Some of the grcélcsl difficulties lie in the iniplementation of whatever
programme we put out are: : )
(a). Teachers are confused with so many changes.
(b) Teachers' ability to implement a new idea or programme is very
limited. ' ‘
{c) The cost of the implementation of a new programme limits us.
(d) Communication throughout the country is a failure in most cases.

(e) The acceptance of new ideas by teachers. curriculum advisers.
inspectors, teachers™ colleges and the public. takes a long time. for
the success of a new problem depends largely on the understanding
and the attitudes of the implementors. not disregarding the attitudes
of the recipients of primary education.

61 .
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* TOWARDS A PHILOSOPHY OF PRIMARY EDUCATION

Very often Papua New Guinea (or the Department of Education) is
criticized for not having a philosophy of education at alt. Teachers' Colleges
in Papua New Guinea often comment that the 1967 syliabus is hopeless as
it has no philosophical basis. in fairness to the authors of the syllabus it
should be commented that careful reading will lead one to say that it is
based on the philosophy of change. However, this is not enough for our

purpose.

Realty curricutum development has been in a hotch-potch fashion. That
is, due to the rapid change and conscquent problem we began to develop
cach subject without rmny knowing the direction. On the whok curriculum
development has given us the goiden opportunity to ask certain fundamental
guestions. :

o What are the Busic Disciplines of Curriculion Development?

~ The answer is best illustrated by the triangle which. on one side we
have educational psychology and another with the educational sociology,
and the third side with the educational philosophy.

Educational Sociology

Educational Psychology

Edhreational Philosophy
Curricutum

Most people would agree that e¢ducationai psychology takes into
account the developmental and the principles of learning appilicabie in
the learning process. In this respect we constantly ask the question “how
do Papua New Guinea chitdren learn in their environment?'* This enables
us to provide a curriculum which wiil be based on the Papua New Guinea
children’s learning behaviour.

Eduuauondl sociology Lonslders the school as a social institution and
its relationships with other social institutions, for example. the family,
the tribes. the villages, etc.. in providing the iearning situation. The best
iltustration would be the revised social studies syllabuses which gives
children the opportunity to study seif. then family. clan. tribe. and other
countries and' people by the end of Standard 6.

But Educational Philosophy is respoyﬁble for giving the direction of
-the learning process., Among its functions is the search for values, the’
-preferences to be fotlowed by the users and impiementors of psychological
and sociological principles. It is believed that psychological and socio-
fogical principles are the same the world oven The difference lies in
the value commitment of éducators, that is, parents. teachers and others
who are more mature and who guide the less mature. In setting out our
educational aims and objectives the Papua New Guinea Values and views
are definitely taken into account. In fact steps have been taken to get
local people to make curriculum decisions. -



2. Fducation for What?

The most obvious answer for a developjng country is education for
change. One would tend to ask “what change?** There has been much
discussion among our subject developers, teachers. curriculum advisers.
inspectors. and local people as to what education would be most suited
to this country. The subject developers® responsibility lies in the fact
that they have to know. understand. and be able to put into curriculum
what it is that children should learn. . :

Briefly, subject developers have been following principles as out-

lined: :

(a) Curriculum planners and developers should aim to:
Provide a curriculum which will enzble educators (implementors-
-teachers. curriculum advisers, inspectors ahd parents) to become
more sensitive to' the needs of the Papua New Guinean child. with
his special aptitudes and capabilities. faced with all the seen and
unforeseen problems of the country as'it develops.

(b) All curriculum planners, developers and implementors should have
in mind: '
(i) The individua! and his personal development.
(i) The necessary skills he will need to live and function
effectively as a member of his community.
(iii) The skills. knowledge and abilities he will need to develop
as he becomes involved in his community.
Personal development should aim to develop:
~— citizenship_ :
— ethical standards and .values
— health practices and
—- vocational interests.
The necessary skills involve:
the skills of communication and recording
—- critical, rational and scientific thought and
. — work habits and attitudes.

Involvement in environment should aim at developing:

i

- consumer skills
-— relationship with environment and
~—appreciation of the Arts (local and introduced).

’

3. The above question has led us to closely look at education in Papua
New Guinea. Perhaps the same question could be framed in another
way —-What is the National Purpose of Fducation? :

It seems the question is best answered by looking at the country
. 4s a whole. . . :
+ (a) Is Papua New Guinea a democratic country or other?
(b) Does Papua New Guinea have respect for human dignity?

(¢) Does Papua New Guinea recognize and accept modernization?” If
so how much acceptance there is/will be?
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Of course. the answers are obvious! However. it is to be realized -
by all educators that in a democratic country the nation is designed to
serve the individual. not the reverse. In other words democracy tries to
harmonize the freedom and well being of the individual with the strength
and well-being of the society. Consequently school curriculum should be
-individual-school-society-centred rather than subject-centred.

In the main Papua New Guineca recognizes and accepts the dignity
of man. School curriculum should cater for the development of the whole
child as a human being. That is. school curriculum should be concerned
with developing a child mentally, socially. spiritually and physically.
taking into account local cultures, beliefs. and practices. .

If Papua New Guinea is committed to modernization (which it is)
it is to be realized that emphasis is to be placed upon scienc. education
in order to understand and control the natural environment, upon health
education to preserve and enhance the quality of human life. and upon
social science education to help the children see themselves™ in relation
to their environment. On important purposes for education as a whole
should be to equip the children so that they can participate in. and

- contribute to. the modernization process. that is. the process of creating
a style of life that will have the imprints of traditional strengths even as
‘it adapts new ideas and technologies to its existing ways of living.

As a general aim all educational programmes should provide-the
clement of understanding and awareness. character and judgement neces-
sary to deal with new and changing situations. L'hat is. an education
for today and tomorrow should be one which prepares children for social
changes seen and as yet to be seen, and it should prepare them not only
in terms of skills. but also in terms of character. perspective and per-
sonality capable of adapting to new situations. Putting it in another way.
Primary Education should deal adequately with the physical. mental. .
spiritual and social dimensions of well-being connected with the events
of life and the progression of.life in a specific environment.

THE TURNING POINT IN PAPUA NEW GUINEA

The first question is what is the turning point in Papua New Guinea?

Why? The Papua New Guinea tendency in creating elitism and its
experiences in the school leaver prgblems..together with modern trends in
education. necessitated the turn or change. For example. today education
is individual--society-centred rather than subject-centred. -

Congequently the furning point arises from the past view of curriculum
as the total effort of the school to bring about desired outcomes in school
and out-of-school situations. The Papua New Guinea view of primary
education is that the success will depend on the ‘efforts of schools together
with community efforts. That is. community variables. including people.
become teachers (or the community as whole becomes the tcacher) and
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school teachers become guides’ and advisers. The school should be part of
the village or the community.

Thus. since the introduction of the 1967 syllabus. and especially the
new approach to teaching maths, primary education has been adopting the
conceptual approach. That is. primary education is not only concerned with
skills, but also with bringing about psychological changes in learners as a
result of their activities in an educational institution or in their community
cultural activities.

A WAY OUT: THE LOCAL ENVIRONMENT
l. Traditional Culture: :

There is a need for the child the familiarize himself with his own’
culture through practical means. That is the child should continue to.
be an active participant in his environmental. cultural activities, including
gardening, fishing and: hunting. For rural dwellers traditional cultures
are strong supported and the people live by these. A child who may not
have the opportunity to get out of his own cultural environment has to
live by his culture. In his case he has to learn to take their place in the
non-changing cultural element ap well. School curriculum- should be
organized so that the child will be familiar and find his identity through
his culture.

tJ

Western Culture:

This is a foreign culture which is already valued highly by Papua
New Guineans. Its special feature is the technology and the language it
uses to communicate and advance. There is a need for the child to look
into this culture. He needs to see the advantages and the disadvantages of
this culture. ’

3. Cultural Integration:

The environment is always changing physicdlly and socially. People
are involved in this change, especially, in social change. The child’s
physical build changes. his attitudes and personality change. Everyday
the child sees. hears and experiences something new. Depending on the
location of the school and who the teachers are and people with whom
he makes contacts, his personality may tend to be more towards one or
the othér culture. As cultures blend to become one the child should be
able to see where he fits in.

4. Flexible Personality:

Due to the changing Papua New Guinea environment, schools should
educate a child so that he is better able to adapt himself to change. That
is. a child leaving after Standard six should feel secure to live either in
a rural or urban environment.

The child's personality should be such that he would be able to adapt
himself to. and interpret national dims so that they will suit him as a
~ person and contribute towards the community. For example, currently a
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great mehusls is pl.ugd on lhc cmnnmic duvulopnunl in this country:
*a rapid inlrease in the prnpnrlmn of the cconomy under the control
of Papua New Guinean individuals™ or *a more self-reliant economy. less
dependent for its needs on imported godds . . ." (1973/78 Government
Improvement Plan). This may be changed to sull future rising needs.

The major implication of such ‘statements is' that the future Papua New
Guinea Society will be LL()I]OH]ILJ")’ productive leading towards self-
reliance or self-sufficience.

For the school-lecaver, his responsihility would be to inpovate his
traditional means of self-reliance in order to meet arising needs.
Language—-A Medium of Instruction:

Lanuuage is generally defined as a medium of communication, As @
medimm of instruction the aim is to communicate an idea or a message
to a pupil. This assumes that the pupil can already speak and understand
the' language of instruction. In this case the pupil at the lower primary
only needs to be taught reading and writing. Towards the upper lcvel
the pupil may also be Jaught literary and grdmmamdl aspects of the
lannuag,c‘ v :

In Pded New Guinea situation this is not-so. That is, most of the
children entering school do not speak English. 1t seems logical. and
educationally, psychologically, and’ bocmlly sound to begin school with
a vernacular as a medium of instruction. However. we realize that we
will face many difficultics as you are aware that we have 700 different
languages in this country. - 2

Whatever the language policy may be, in all cases. the aim will be
to achieve fluency in some or all of the following: understanding: thinking.
speaking. reading and.writing. :

General Amzs of Primary I(‘u(‘uuun'

In view of what has been said. it is felt that it education follows
the following directions, we wnll do ﬂruatcr service to the future men
and women of this country.

(a) Make Primary Education sufficient in itself. That is Primary Educa-
tion should be such that it is adequate' for pupils following any stream
of life at the end of Primary. whether the stream be higher education,
a vocational ‘centre. or back to the village situation.

(b) Provide a curriculum which will meet the needs of the pupils in
their own environments. and to produce the kind of men and’ women
who will actively be inquiring. flexible, innovation and who c‘z\n face
uncertainty and dmbn.uny and can . crealively formulate new ‘ideas
to meet changes in whatever environment they. may be.

(c) Provide a curriculum which will enable the children to be familiar
with their traditions and to find their identity through their cultures.

(d) Primary Education <hould not' simply aim sto enable an illitcrate
child to deciphci sords in a textbook, but also enable him. to be
better integrated in » h.s environment, to have a better grasp of life
in his community: to cnhance his personal dignity: and to have
access to sources of knowledge which he may  find useful to lead
a satisfying life.
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DEVILS OR ANGELS? PUPIL MISDEMEANOURS IN
PAPUA NEW GUINEA PRIMARY SCHOOLS

GEOFFREY COYNZ, B.A.. M.ED, DIP.ED., M.A.C.E,
Yincipal Rescarch Officer, P.N.G. Education Department

Amongst the enliest detailed information about pupils’ offences in
schools is a set of regulations drawn up by John Vaus for the «Aberdeen
Grammar School. Scotland. zbeut 1553, Corporal punishment was adminis-
lercd for these offences:

Using the vernacular , '

Lateness . T
Inattention '

Lack of preparation

Moving about

Speaking

Fidgeting (Hoskins. 1954, p. 8).

Four hundred years later. sn American Study of pupil misdemeanours
produced a similar list. Pupils in an Amerivan High School reported the
misbehaviours they were punished for: the most frequently rcported mis-
behaviours, in descending order. were:

Talking

Inferior School Work

‘Disturbing class

Inattention

Laughing .
Tardiness

Cutting Class (Garrison, 1959, p. 153).

Comimon (o these .lists are talking. inattention. disturbing the class
(moving about) while “Lack of preparation” sourids, similar to *‘Inferior
school work™. Tt would seem that pupils’ misbehaviours or at least teachers’
perceptions of what are misbehaviours. have not changed much.

- Studies done at other times. in other countries, whether among primary
or secondary schools. and whether among teachers or pupils, have preduced
rather similar lists the types of misbehaviours pupils most frequently
commit. (Highfield Md Pinsent, 1952; Coyne, '1973; Wickman, 1928.)

Most investigators of the problem of pupils’ misbehaviours in school
have concluded that these problems are anti-social behaviour. Teachers,
whether reporting on the frequency of misbehaviours, or their seriousness,
tend to rate high on the list problems of lying, truancy, disobedience. disturb-
ing class organisation, cheating, deslroylnq school property (Wickman, 1928,
p. 113).

Later studies have also shown tedchers to bc most concerned with antl-
social attitudes. Whetstone (1967) comparing teachers and school counsgllors,
reported that teachers were more concerned with pupils conforming to
socially approved behaviour. Mutimer and Rosemier (1967) used the Wick-
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man list of behavioural problems to cou pare teachers' and pupils' views
of pupils’ behaviour: teachers were found to be mainly concerned with
anti-social behaviour. Tolor. Scarpetti and Lane (1967). compar*hg psychélo-
gists and teachers. came to a similar conclusion. Coyne (1973) also found
Papua New Guinea High School teachers showed least approval of a pupil
whose behaviour was anti-social. Stoutler and Owens (1955) investigated
whether any new problems of pupils’ misbehaviour had arisen in the 25
years since Wickman’s investigation. They found only three: reading
comic books. chewing bubble‘zum und watching ielevision.

Stern (1963) in his review of teacher-pupil relationships. found the -
problem of power and control. to be a persistent aspect of this relationship.
Teachers appear to see~their primary role as providing training in the
knowledge and method of academic subjects. with their main ‘concern being
to secure behaviour from each individual which ensures his working har-
moniously with everyone. When British primary and secondary school
teachers were asked to rank six educational objectives. they ranked Instruc-
tional Training equal first with Moral Training, ahead of Social Training.

- Education for Citizenship, Education for Family Life, and Social Advance-

ment (Musgrove and Taylor. 1965).

Matlin and Mendelsohn (1965) surmised -from their worl\ that teachers
may tend to give better grades to the pupils who display socially approved
behaviour. Feldhusen. Thurstone and Benning (1967: 1970) "came to. a
similar conclusion. Morrison. McIntyre and Sutherland (1965) found- Scottish
primary school teachers used three highly consistent dimensions in their
ratings of pupils. the first. being ‘Good Behaviour. Hallworth (1964) reported
a similar firding. and a high correlation between these three factors and
academic achievement and intelligence.

Common components of thc concept of socially approved behaviour
include being obedient and working quietly. Cohen (1971) found student
teachers who are highly dogmatic prcferred pupils who are obedient and
willing to accept the judgements of authorities, as well as being quiet and
preferrm«' to work alone. Ferron (1965) compared teachers according to their
level of education in Sierra Leone: he found that the group with less educa- -
tion were more in favour of pupils working quietly and being obedient.

An important aspect of the results of teachers’ views of their pupils is
only just beginning to. be studied: that teachers’ views of their pupils’
abilities significantly influence pupils’ academic results. In other words. if
a teacher perceives a pupil is a good pupil. that pupil will have a better
chance of ‘doing well academically. In their review of recent investigations into
teacher and examiner expectancies. Rosenthal and Jacobson -(1968) tenta-
tively concluded that sometimes a subject’s performance of an intellectual
task may be unintentionally determined by the expectations that the examiner
has about the subject’s performance. In their own large-scale experiment.
involving primary school pupils. they found that favourable expectations
by teachers led to a significant increase in the academic performances of
their pupils. And Pidgeon (1970) reviewing the results of streaming in
English schools. concluded that the reiatively large differences in the levels
of performance between the most and least able pupils in England are due
in no small part to the expectations of -their teachers.
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' GENERAL CONSIDERATIONS

~It appears that investigations into pupils’ misbchaviours have revealed:

1. The.type of misbehaviour most commonly reported does not change
much regardless of time or country, or whuthcr the school is primary
or secondary level.

The misbehaviours rcported are almost all over anti-social behaviour.
Teachers vicw these misbehaviours. as sertous since they interfere with
their classroom control and classroom decorum.

4., Those personality problems of children which do not directly interfere
with classroom decorum (being unhappy. slovenly in appearance, dreamy,
shy) do not concern teachers as much as do anti-social behdwoum which
do interfere with classroom decorum.

5. Teachers who show most concern about pupils’ misbehaviours may tend
to be more dogmatic and less well cduCated than their teacher peers.

6. Pupils who misbchave have less chance of doing well academically. .

SURVEY OF PUPIL MISDEMEANOURS IN PAPUA NEW GUINEA
PRIMARY SCHOOLS

During 1971-72. reports from school headmasters, the Papua New Guinea
Teachers’ Association. District Superintendents and Inspectors. District
Education Boards, and informal lines of communication, had prc..uced
enough information on pupils’ misdemeanours and schools’ punishments to
make the members of the National F-tucation Board of ‘Papua New Guinea
feel concern. The members could readily see that there were discrepancies
in disciplinary practices between schools in the same districts, and between
districts: that a misdemeanour could receive different reactions according
to which schoo! or district it occurred in. Furthermore, there was inconsis-
tency in responses; a scrious misdemeanour might merit a milder form of
response than the response evoked by a slight misdemeanour.

~The first problem that needed 10 be investigated was: what mis-
demeanours were the pupils committing? Only then could the pattern of
punishments be looked into, and,judgemer:s made about the relative con-

_ sistency of such.

However. if teachers were to be asked what misdemeanours their pupils
commit in schooi. it scemed  that—assuming a teacher did answer the
question—nhis response could be biased in that he might omit what he _
considered to be major misdemeanours, since this might indicate he could
not handle his pupils properly; or he might not wish to “tell tales on his
pupils.

"The best way to overcome this possible bias, it was thought, was to find
out from teachers what misdemeanours they knew abowt. This is not asking
teachers tg report on themselves, or even necessarily to report on their own
pupils. The teachers were to be asked:
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Will you please list all the kinds of bad behaviour in children that you

have met or heard about. in schools. Do not give the causes of bad

behaviour. but only suy what behaviour is undesirable or bad.

In addition. a sample of the population which could be expected to
have information about children's behaviour in primary schools was “asked
the same question. :

This population consisted of Standard 6 pupils. members of the Boards
of Management of primary schools. District Superintendents and Inspectors.
Members of Local Government’Councils and District Education Secretaries.
(For this investigation. Boards of Managemert were considered to fairly
represent parental opinion since most ‘members are usually clected by
parents from among parental nominees. The parents approached in this way
had the advantage of being more readily contacted. and it was assumed
‘that they would be more literate than the average parent.)

Whilst from a theoretical point of view it may be impossible to
generate the complete universe of items in the domain of pupil mis-
demeanours (Nunnally. 1967, p. 175). the population approached for
information in- this domain could be reasonably expecied to report a great '
number of misdemeanours. To further ensure this, attempts were made to
produce the maximum response rate from the population surveyed.

~

. COLLECTING THE INFORMATION

The six groups chosen as representing Papua New Guineans directly
concérned with education are laree in number and the members are widely
scattered. 1t was decided that the only practical way to conduct this first
stage of the survey was to send out a questionnaire by mail. The procedure
was to send to each informant. in the one envelope, a letter explaining the
purpose of the survey. a sheet asking for information in the words already
quoted. and a stamped envelope with the address of the investigator on it.

TABLE 1. Sources of information and response rates

Informants No. in Total Percent No. of  Percent
1972 forms of pop. returns  response
. sent -
. out
District : 18

Superintendents Districts 18 100 10 55.6
Boards of . : )

Management 1.592 118 74 60 50.9
Primary School

Teachers - 6383 118 - 74 52 44.1
Standard 6 :

Pupils 25884 118 74 48 40.7
Local Government 155 34 - 21.9 11 324
Councils - ’

District Education

Secretaries 57 51 89.5 28 549

Unknown — — — h) -——

TOTAL ' 458 214 46.9
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No onc was asked to provide any information which could trace the
papers. but cach paper had a number on it which was a- record of to whom
the paper had been sent. for statistical checks on sources and rates of
response. Five papers were returned with -the number removed. These were
tabulated as Unknow In/urmuut in Table | .

Two,follow- up It.lu.rs were sent out, the first two months later, and the
second a further month later. The population chosen and the response rates
are shown in Table 1.

TABULATING THE INFORMATION

Once the responses were in they were recorded on a master list. No
attempt was made at categorisation at this stage. the aim was basically to
eliminate repetion of mform.mon. Once all the information had been
recorded. it was found that a total of 146 misdemeanours had been reported.

However. closer examination of this list enabled reductions to be made.
Firstly. some items had been recorded twice. Then certain categories were
imposed. and the cxamples given of misdeeds then included. The best
example of this was the category of damaging. It was felt that thc object
being damaged was not particularly important. but whether damage did
occur. and whether v was to school property or teachers’ property. So more
than 21 items.. some rather repetitive. were grouped together. into two
categories: :

Damaging teachers’ property.

Damaging school property.

Altogether, 96 items were then on the final list.

FREQUENCY RATING OF MISDEMEANOURS

A group of cxperienced Papua New Guinca cducaiors was then asked
to rate the items as to frequency of occurrence in primary schools. The
group is shown in Table 2.

Tasie 2. Groups who ranked misdemeanours according to frequency.

Respondents Number
District Inspectors and Superintendents 24
Primary School Headmasters doing an advanced course of study at

the University of Papua New Guinea 8
Primary Teachers doing a Headmasters' course at two Teachers’

Colleges . 55
TOTAL . 87

These people. coming from all parts of Papua New Guinea. are 'mature,
cxpcrn.nu.d qualified teachers. It may be fairly claimed that their combined’

opinion presents a view that is representative of the education situation at

the national level. : .

Respondents were asked to tick cach item according to whether it was
very common. common. unusual. very unusual. The items were then tabulated
according to the number of ticks. and a frequency distribution established
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for each item and eaeh Lateuory Responses were then totalled for the very
common categories, and the percentage response -calculated using the_p:
mum response rate of 87 as the basis, whether or not all 87 respongfients had
ticked the particular item.

" The misdemeanours which reportedly are the most frequent in Papua
New Guinea Primary Schools are shown in descendlna‘order of reported
frequency in Table 3. .

TABLE 3. l-'requency of misdemeanours in Papua New Guined I’rimury Schools
Rank

Talking

Laughing

Coming Tate for school

Telling lies

Working too slowly

Speaking place talk (the vernacular)
Swearing

Leaving rubbish .in the classroom/school yard
Dlstuxblng other pupils

Being careless in ‘work

Laziness .

lMPLlCA’flONS OF THESE RESULTS

I. The question of the acceptability of local languages by teac
further in‘vestig,dtion lt is common for newly independent untries to

explorlng the possnbnhty of dllowma teachers the option to
languages in the early stages of Piimary Schooling. However, the
of the tenacious hold of Latin and Greek as the medium of “instruction
in European schools for several hundred years. and recent difficulties
encountered in Asia and Africa where countries have attempted to intro-
duce “a natiohal languatve as the medium of instruction ‘in their schools.
show how difficult it is to change one medium of instruction for another.
One possible interpretation of this study is that while the Department of
Education may think it has psychological and pedagogical grounds for
allowing the use of the vernacular in its primary schools, teachers on
the whole do not seem to share this view. Any attémpt to iniroduce local
languages must therefore be prefaced by strenuous attempts to change
the thinking of teachers on the role and status of local languages in the
classroom.

scious of what sort of pupil they wish to produce. It would seem that
misdemeanours in Papua New Guinea classrooms are similar to those
of Scottish classrooms over 400 years ago. In both situations teachers

Teachers need to concern themselves with character training. and be con- .

showed concern with pugils speaking the vernacular, coming late to-

class, disturbing the class: and talking. However, jhe dlsqmenng feature

of this is that we like to think that our schools are happy places where’

children come to learn things relevant to their geographical ‘situation, way
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of life, and aspirations. We also like to think that our teachers are

trained to help the child dwdop his personality and4talents to the Jfull.
“And we lihe to think that the classroow is a place where the child will
learn through discovery and expcrience. However, judging by the list of
most Trequent misdemeanours.. there is little evidence to show that ti.cse
assumptions are true in our primary schools at the moment.

The’ picture of a typical Papua New Guinea classrcom that emerges
from the list of mest common misdemeanouss suggests:-tiat L,n(.zer:,
are most concerned with classroom decorum. The mest comm«: niis-
demeanours are clearly those which interrupt the work of th: ieachers’
instruction. or the pupils’ individual or collective work. Bui thz ¢juestion
must -also be asked: what sort of pupil would esnerge finally from a
clussroom in which talking and laughing were removed. where the human
foibles of late arrival, of workmg slowly. disturbing others. being lazy.
were non-existent, or where the crimes of telling lies. speaking the
vernacular, or leaving rubbish around, were banished. Might- not the

< final produc. of such a classroom be himself a misfit, an aberration?

3. An expatriate inspector ¢f P.N.G. High Schools remarked some years

ago that expatriate teachers did not complain about the *behaviour of
their’ puplls and concluded that on the whole the Papua New Guinean
pupil is less exubcrant, less noisy. and less likely to answ@r back than his
Australian counterpart (Were. 1967, pp. 43-14). The present list of
most common_ misdemeanours in P.N.G. prlmary schools suggests that
the average classroom presents no really serious discipline problems One
must agree with Were that the typical Papua New Gumea prlmary school
child is a well-behaved pupil. .

/ APPENDIX

Reports of most frequent misbehaviours in pupils, arranged in descending

.
-t

order of occurrence. -

1.

Vaus (1553), Scotland (Secondary)

Using the vernacular
Lateness

Inattention

Lack of preparation
Moving about
Speaking

Fidgeting

4. Guarrison (1959). US.A. (Secondary). Papil's Report

Talking -
Inferior school work -
Disturbing class ) .
Inattention
Laughing
Tardiness
Cutting class
73
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3 vane (197‘%) Papug New Guinea (Sec.ondary) Teachers’ Report

Disturbs class or&anlsatlon
"Regresses occasionally (playful. childish)
Stubborn
Bashful
Negativistic
Timid : -
- Domineering ' ’
Haughty and selt-satisfied
Non-conforming
A good-guesser

hY

2. Wickman (1928). US.A. (p. 30) (Primaryj Teachers' Report

Whispering
Inattentive
Careless in work
Tattling

_ Disorderly- in class
Interrupting
Failure to study -
Shy, withdrawing ' :
Day dreaming
Lack of interest

N.B. This list is the most frequent pupil misdemeanours in one school.
The better .known list is the most serious misdemeanours.

3. Highfield and Pinsent (1952), England Primary and Secondary Teachers

Restlessness, ﬁdgetmg

Indifference, laziness, apathy

Boisterous, noisy behaviour

Persistent carelessness

Forgetfulness, unpunctuality

Persistent chattering

Casual absenteeism

Deceit : Cheating. lying

Bickering, tegsing, interfering with other pupils® work
Evasion—sliding out of own share of duties.
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A STUDY ON MATHEMATICS IN PAPUA NEW GUINEA

Erizasiri SOUTHWELL, B.A., DIP.ED.. M.ED,, l’}!.l)., M.ACE,
. Lecturer in Mathematics. Westmead Teachers” Colege

) In the last fifteen years or so. there has been a marked increase in the
number of cross-cultural studics carried out if various parts of the warld.
*Studies have been completed in severad African nations. in Asia and in the
Amcricas. Most studies have involved ullu.r minority groups or develoging
nations. '

~ The stimulus for many of these studief hus been the work of Piaget and
Bruner. Piaget's developmental psychology and Bruncr's theory of “learning
have inspired the replication andeextension of some of their studies in widely
spread areas of the world. In this way. much has been learnt of the patterns
of learping and stages of cognitive devclopment in developing countries and
of children in general.
Cross-cultural studies have a significant purpose in relation to developing
~auntries. In general. it can be said that cross-cultural studies in psychology
.ntribute to the increasing kriowledge of the process of human development,
When it is possible to sludy the effects of different environments on the
development of children, generalisations can be made as to the value of
these respective environments..,

The other very important. contribution of cross-cultural studies is the
testing of the universal validity of psychological theories. Can the results
obtained in metropolitan Australia be generalised as a theory applicable
to all mankind? Cross-cultural studies which confirm or negate psychological
theories evolved. in western societies ddd "reully to the validation or other-

N wise of these theories. :

As educability is measured by a widc range of tests. it should be possible
by means of quantitative techniques to discover not only the basic con-
stituents of intelligence. but also its culturu! and genetic determinants. For
this reason, also. cross-cultural studies arc needed.

Accounts of studies carried out in the American, African and Asian
regions indicate that cultural ditferences affect an individual's perfor- “ance
on psychological and educational tests. These differences involve more than
content and the habits established by education. They involve manipulative
habits. symbolic reactions, possibly the entire approach to the perceptual
world, where skills, both individual and tribal, have been develaped over
generations. :

SOME ASPECTS OF MATHEMATICS EDUCATION

To any who have studied the work of Piaget in particular. and Bruner
also. it will be fairly obvious that concepts which are important in mathe-
matics are given special prominence. Conservation, for instance, is a vital
concept. of numeracy but much more so for more advanced matiematics.

Geometrical and spatial concepts are fundamenta! to livir Wi the clasy

inclusion concept leads to more complicated aspscts of n . .ictics as wel]

as giving greater insight into cvervday situations. '
76
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+ . Might I suggest that this special prominence is given because of the
nature of mathematics as a subject. and hence of what might be termed
mathematical thinking. Mathematics is not a collection of unrelated facts
(although. unfnrlundldv many have learnt what goes by the name of
mathemalics in this wity) but a structure built up logically from subordinate
concepts to superordinate concepts. Mathematics is the study of the relation-
ships between concepts of differcnt or the same order. For example. taking
a more general view. ‘red™is a concept children can grasp by having
expericnce of a large number of red objects. and the superordinate concept
of *colour” can be gained by experience on the child’s part of a large number
of coloirs, mdudmg red.>The understanding of the concept mln.lr depends

on how well the child has understood the concept of ‘rednesy’. of *blueness’.
cie~Because of the nature of mathematics where one‘cnnccpl depends 50
much on previously acquired concepts. the thinking required € aster
mathematics is very much akin to deductive or logical thinking. )

What. then. is the special place of mathematics in developing countries?
If a developing nation is to take its place alongside other nations of the
world. it must develop its technology to the extent where it can compete
with more highly developed pations. Increased’ technolegy means a certain

“standard of mathematics—not for everyone but for those few who will work

specifically with the technological advances required. Because. however.
mathematical thought is so allied with logical thinking, it is desirable for
everyone to become as proficient in mathematics as is necessary in order o
have an understanding of lhc determinants of change. particularly in periods
of rapid change. ~

The formation of concepts forms a large part™of a mathematics course
in the primary school. The achievement of understanding. however. is an
essential element of an effective educational system. It is also essential
that the child’s introduction to mathematics be in terms of concrete expen-
ences. Otherwise. the subject lacks meaning and purpose.

Understanding in mathémalics can be the awareness of simple properties
and relationships. At the other extreme. it can be the recognition and com-
prehension of complex patterns and structurcs. We can speak of different
levels of understanding. For instance. when a child is learning the concept
of a,'square’. he may recognise the shape if one pair-of sides is horizontal.
but not when it has been rotated through an angle of 45°. That is one level
of understanding. A deeper level of understanding is achieved when a child
recognises the square in any position. .

BACKGROUND TO PRIMARY MATHEMATICS IN PAPUA NEW
GUINEA - '

Many of you will know better than the writer, the course which
mathematics education has taken in Papua Neg Guinea. Notwithstanding.
the main stages in the development of the present mathematics programme

“~in the primary schouls will be bricfly reviewed.

‘Concern for the teaching of mathematics had been felt for some time
and difticultics. such as relevance. language and the heritage of rote learning
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obvious. The Education Department undertook the development of a

modern nrathematics programme.

1964:

1965:
1966:

1967:

1968:
1969:
1970:.
1971:
1972:

1973:

1974.

Four project schools began work under the guidance of Professor Z.
Dienes. then Reader in Education at the University of Adelaide.
Instructional” material was produced by the project schools.

The project continued. A conference of teachers and training colleg,c
staff was held.

A draft syllabus for Primary Schools was prepared. District courses
were conducted. The Temlab programme was written. Tgmlab con-
sists of g series of cards and aids. covering a three-year course in
number sets. mcasurcment. geometry and logic.

Temlab was introduced in, primary schools. Mathematics adviscrs were
appointed 1o fifteen districts.

Revision of Temlab bcgan. Trial merammcs were sent to Professor
Dicnes for cvaluation.

Writing and evaluation in schools of Revised Temlab. Year 1 pro-
gramme - began.

Revised Year 1 cards werc completed. Writing of Year 2 was
completed.

Year 2 programme trialled and cvaluated. Ycar 3 programme was
begun.

Year 1 programme ready for distribution. Year 2 programme ready
for printing. Years 3 and 4 to be completed. Limits for numeratlon
and manipulation set.

Year 2 programme introduced in some schools.

'

!

DESCRIPTION OF INVESTIGATION | . ,

(a)

THE TESTS : - |
A battery of twelve tests was admmlstered to the subjects! This |ncluded

the following tests: ,

1.

MATHEMATICS UNDERSTANDING TEST |

Thxs test was used more extensively than the other tests for analyms
purposes and consisted of sixty multiple choice items with four dis-
tractors.. These sixty items covered the range of the syllabus in mathe-
matics, with questions on number, measurement, logic. geomefry and
sets. Nineteen items which were more dlrectly related to Temlab were
included. v

RAVEN'S PROGRESSIVE MATRICES

A test of general ifftelligence. It consists of five sets with twel{/e |tems
in each set. |

. HICK’S SCHOLASTIC APTITUDE TEST | )
A test of general intelligence. It consists of two parts. verbal and

numerical. R —
VERBAL ‘TEST ' “

This contained fourteen items on vocabulary\ six similarities and fifteen
sentences ‘for completion.
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5. GOTTSCHALDT'S EMBEDDED. FIGURES
This is a test of visual perception.

6. FORMBOARDS
This test of visual perception contained twelve items.

7. ABSTRACTIONS .
This test consisted of twenty items in each of which the subject is asked
to abstract the relevant pattern and complete the statement.

" 8. ANALOGIES
This was a test of geometrical analogies designed to test a subject's
ability to reason and perceive patterns.

9. SERIES '
A test of number ability. ¥

10. GENERAL INFORMATION
This was a thirty item multiple choice Wst, covering everyday objects-
and events, national and |ntemat|onal events.

11. PIAGET 1 . .
This was a test using oral quéstions and demonstration to which -the
subjects responded with written _answers.

12. PIAGET II
This test.involved the individual manlpulatlon of simple apparatus

({b) THE SAMPLE o

- A total of 551 subjects were tested. These consisted of 224 local teachers.
60 European teachers, 139 local students in their final year of training, 113
local and 15 non-local Standard VI pupils. The sample was drawn from ﬁve
different regions of Papua New Guinea, as follows:

¢

District .- Standard VI Trainees Teachers Total
Central 24 - 23 79 126
Madang 30 6 41 77
Morobe 24 34 76 134
Eastern Highlands 24 40 23 . - 87
Western Highlands 26, . 36 65 127
Totals 128 T - 284 551

(c) ADMINISTRATION OF THE TESTS
The testing programme occupied nine weeks towards the ond of 1971.

(d) STATISTICAL TECHNIQUES USED
The following statistical procedures were used on data collected from
551 subjects. .
(i) the analysis of test scores in relation to differences in performance
of the four groups tested;
(ii) the factor analysis of all tests;

(iii) the analysis of certain variables in relation to the teachers’ per-
’ formance on the Mathematics Understanding Test;

(iv) the detailed item analysis of the Mathematics Understanding Test.
79
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RESULTS OF STUDY
(a) COMPARISONS BETWEEN GROUPS ()f SUBJECTS

In order to compare the relative performance of the four main groups
in the investigation, i.e. European teachers. lpcal teachers. teacher trainees
and local Standard VI puplls the mean score. for each of the twelve tests .
was computed.

The European -teachers did significantly better and consistently better
than all other groups in all tests. The trainees did significantly better than
the local teachers on ten tests and significantly better than the Standard VI
pupils on all tests. The local teachers did lemﬁLdntly better than the Standard
VT children on all tests.

—— - These-results are very much as might have been predicted and are a
reflection of the "length and quality of education and training which the
different groups have experienced. The European teachers, on the whole,
have a better educational background than any of the.local groups. The
teacher trainecs, because of the gradual raising of entry qualifications required
and thie lengthening of the training course. would t- expected to have a more
sophisticated approach to the test battery than the group of local teachers.
many of 'whom have a much more limited cducational background and
training. Since the local teachers did . significuitly better on all tests than
the Standard VI children. it would appear that there is no significant change
in the quality of the Standard VI children. and that the significant difference
in the performance of the two groups would be due to the training and
additional schooling the i+ .. hers have had. .

(b) FACTOR ANALYSIS

As the analysis was fairly complicated due to the nature of the tests
used and the methods of approach adopted and has little immediate bearing
on the other parts of the investigation. 1 shall briefly summarise thc main
“results.

A verbal factor. a general reasoning factor ‘and a numerical reasoning
factor were isolated. It is therefore reasonable to state that factors, such as
verbal ability. reasoning ability and number ability contribute to mathematical
achievement as it is measured by the Mathematics Understanding Test.

(¢) THE EFFECT OF CERTAIN VARIABLES ON, MATHEMATICAL
s UNDERSTANDING

, To discover what effect such variables as sex, length of teaching experi-
ence. length of training and education. and country of origin have to
performance on the Mathematic, Understanding Test. an analysis of variance
was considered. The distributions in the sample were of such a character
as to make a formal analysis of variance dubious. To overcome this problem.
it was decided to use a technique specially programmed for this kind of
situation, The Mitkel Multi-level Chi-Square programme was applied to the
data from the Mathematics Understanding Test for the four groups, Furopean
teachers. local temchers. teacher trainees and Standard VI pupils. 537 subjects
in all.
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The Mitkel Mulli-l(;\‘/c_:l Chi-Square technique used by permission of
Dr. M. Kelly and Mr. G. Mitchell of Macquarie University, N.S.W.. produced
main effects and first. second and third order interactions. between the
Independent variables of.sex. expericnce. training and origin and the’ depen-
dent variable, the Mathematics lndcr\ldndm" Test. To_defermine the
meaning of interactions. reference was made: to the subcdlCulations shown
on the computer printout. These subcalculations consist of the raw data and
expected frequency for each category used.

Significant interaction were shown as follows:
Main effects: cxperience. training. country of origin )
First order interactions: sex/origin, experience/training.
cxperience/orgin., training/origin

. e N
Second order interactions: s,cx/cxperlcncc/lram‘ng.

A}

AT T sex raining/ origin,
experience/training/grigin v
Third order interactions: sex/expericnee/training /origin .

From the analysis of the subcalculations and interactions. the following
cofdclusions were drawn: :

. Inexperienced. untrained subjects do poorly on the Mathematics Under-
standing Tesl in relation to the rest of the sample.

L2 Expenencc affects performance on the Mathematics Understanding Test.

“European teachers appear to benefit more by experience than local
subjects: the latter show some improvement in the rirst few .years of
teaching. but their limited educational experience and background does

of mathematical concepts and skills. Perhaps the reason for this is to
be found in the home. and the curriculum and teathing methods at the
primary school level. If short term successes arc linked - -closely with
content of the material taught and the learning by rote at carlier stages.
then the rate of application of new ideas. new methods and experience
v going to be curtailed. *

oo

Training atfects performance on the Mathematics Understanding Test
“dlso. There is a definite gajn in ability with the second year of training.
This applies more to local subjects than to Europeans and slightly more
to male locals than to female locals. This is understandable if the
European teachers start their training courses better .prepared by
previous education and experience and more receptive of -new ideas
than the local teachers. A ‘ceiling effect’” would seem "to be involved
with the local teachers making greater gains relative to their positions
*at the bcynnmu of the course. That the local female teachers also make
definite gains in ability in the second year of training may be similarly
cxplamcd< that this gain is less than that of the male local teachers
might be due to the fact that they: start with less experience bul never-
theless. are ‘fully equipped. to benefit from their course of training,

4. Female locals arc much weaker in performance on the Mdlhcnmuu\
Understanding Test than male locals.
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S. European teachers perform better on the Mathematical Understanding
Test than local subjects. While there is little ditference between the
performance of the two sexes for Europeans. the local males perform
very much better than local females.

Further related results of lesser importance were found.

From the above results based on data obtained, the two major variables
which affect mathematical achievement as measured by the Mathematicy
Understanding Test, are years of training. and hence of schooling, and country
of origin. Expericnee is an important variable but has limitzd cffect and
sex is a significant variable for locals only.

() ITEM ANALYSIS

Several item analyses were carried cul. using a computer programme
prepared for the Department of FEducation in Papua New Guinea for the
analysis of public examinations. Each item of the Mathematics Understanding
Test was analysed for each of the following groups:

230 local teachers

60 European teachers

134 Teacher trainees

113 local Standard VI pupils

15 non-local Standard VI pupils
551 total number of subjects
Local teachers with Forms 111, IV entry qualifications and gxpcrunc.c in

Temlab .

l.ocal teachers with Forms I. Il entry qualifications and experience in
Temiab

Local teachers with Primary school qualifications and cxperience in
Temlab -

Local teachers with Forms I11. IV entry qualifications and no experience
in Temlab —

Local teachers with Forms 1. Il entry qualifications and no experience
in Temlab ,

Local teachers with Primary school qualifications and no experience in
Temlab.

The sixty' items of the Mathematics Understanding Test were divided
into ten groups according to their content. Through the analysis of each
item it was hoped to determine any arcas of inathematics in which definite
deficieplies exist, to compare the performance of the groups tested and to
discover if experience in teaching Temlab gives a teacher an advantage in

. understanding mathen tical conceplts.

In general. the European tcachers were superior to all other groups
in each section, and the locat Standard VI pupils were in general the poorest.
Teacher trainees are better on overall performance than local teachers.

On items on place value there secemed to be less differentiation between /

the trainees and the local teachers. The items on geometry. requiring recg n
only. were better done than most other sections. Very few items were-well

done by any of the groups and deficiencies were apparent in all gfoups in
all sections. / .
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Experience in Temlab seems to have no bearing on a subject’s ability
to answer these guestions correctly, though teachers s nh orimary education
and no cxpericnce in Femlab did surprisingly well ¢n some items.

(e) OTHER RIESULTS

(i) Alongside the major results deduced directly from an analysis ol the
data obtained in the invostigation. there appeared indications of other
conclusions which would be very signiticunt for education in developing
countries. There are definite indications of the negative effects of rote
learning. One instance of ihis negative influence is that local teachers
show some improvement in the first five years of teaching but further

-development is inhibited by limited educational background. It would

appear that. since short rerm suecesses are linked closely with the content

of the material taught and the learning by rote at carlier stages, then
the rate of application of ncw ideas. new methods, and experience is
curtailed. The sccond instance oceurs in the comparison between per-
centages correct on the Temlab items for the. various groups. In some
cases. where @ greater percentage ,of the non-Temlab group answered
correctly than did the Temlab group. i+ would scem thet - thiects are

unable to apply their learning to situations other than th+ vhich the
fact’ was learnt. This reinforces the view that Temlat U -me the
object of rote learning, und does not necessarily lead to “reative

applicaticn of basic mathematical thought processes.

(ii) Another byproduct is that the facility to handle the symbolism of the
English language varies according to the subject’s exposure to western
education. This is indicated by the factor analysis of the Mathematics
Understanding Test. Oné of the factors isolated seems to be a com-
popeni mecasunng the subject’s need to interpret symbols before per-

//fo/rming the required task.

~ :

IMPLiCATIONS OF RESEARCH TO EDUCATION IN PAPUA NEW
GUINEA :

(a) ~DUCATION FOR (GIR1S

It was found that the performance of local girls is much worse on the
Mathematics Understonding Test thar that of local males. In view of other
research. it may be wuuepted that in general females do not do as well as
mitles in numerical skills but do better in verbal skills. Notwithstanding. it is
surprising that the performance of this particelar sample of females should
be so much worse than that of the males on a test of mathematical under-
standing with a high verbal content,

The most plausible reason for this is a cultural one. Even 'in some
developed countries. *he opportunity for educution for girls is not as great
as for boys, and the expectations of the society in which they live impose
various forms of constraints on them. In Papua New Guinea. females are
considered very inferior to males. They have no place in the villuge councils
and are not considere. in any decision making. Traditionally. their role is
one of sucservience to the male.

Many girls and women have broken away from their traditional role
and have managed to hold places in secondary schools and university.

R3
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It iv even diflicult in ome arcas of Papua New Guinea to persuade
village people to atlow the  daughters to attend schoot. This is no doubt the
recason for the smatler number of local females in this study than would
normally be expected in a sample of this size. This problem was recognised
by the previoas Director of Education in Papua New Guinea,

“There s still a sex imhaluncc:%nscqucnlly. there will be too few
educated girls compared with the number of cducated boys. Efforts are
“still being made to improve these ratios by pr paganda. persuasion and
even by the coercion of not providing school facitities if a substantial
proportion of girls are not alfowed to enrol. There is no indication that
the problem witt disappear although it does diminish as cach arca
develops.” (McKinnon, 1971)

Despite the tendency for the traditional attitudes towards women o

break down. there still remains a negative attitude towards the achievement of

girls in schools. Girls are just not expected to do well. They dre not given
any incentive to do well, Fhey are merely tolerated in schools dnd expected
to return to their village. marry and bear children. '

Pidgeon (1970} quotes studies in which the expectations of teachers
and parents appear to atfect the performance of «children. As some of these
studies involved children from ditferc.:t cultures. it may be assumed that the
same results of role expectation would occur in Papua New Guinea.

It is anticipated that as more and more girls throw ofl the inhibiting
effects of their traditional background. and more gain success in various
aspeets of the community. the achievement of females in gencral will improve.
This is not, however, to decry the homemaking responsibilities of the local
women. It is important to remember that women. with their close personal
contact with 'voung children, ar¢ in an_admirabie position to create attitudes
and wcourage aspirations, ‘

Ax the education system develops within the context of the developing
nation, it is conceivable that more and more women will become teachers,
In this position, they again will hav  an oppertunity of influencing the

“attitudes and values of their pupils.

thy FEACHER EDUCATION

Developments in the recruiting and training. both pre-service and in--
service, of local teachers have taken place. Alrcady a big advance ha.: taken
place in the raising of the minimum entry qualifications to Form 1V and the
extension of all training from one year to a minimum of two years. Increased
recruitment at the sccondary school fevel means there nwust be a greater
number of children proceeding from - primary to s~condary cducation. It
also mcans a muen greater strain on the limited « - of training colicges.

Results of this investigation .ndicate that the developments in training
which have -alrcady taken place have had positive effects for the subjects
tested. These positive results should continue to raise the standard of the
teaching of new recruits. Ft seemis, then. that the immediate problem is
concerned with the teachers who are alrecady in schools. Many of these
teachers have been the victims of the situation in which an urgent reed for
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teachers persuaded various agencies to give limited training to people with
minimal  .aitications. The situation could be summed up in the words of
the report of the Regional Symposium on the Inservice Training of Primary
School Teachers in Asia. held in the Phijippines in 1967

“These countries have had to resort 1o emergency or crash  training
programmes to produce as quickly as possible new «cachers for the fast
expanding school programme. As a consequence. there is rather a high
proporlnon of unqualificd or inadequately trained teachers in prmmr\
schools in many Member States who must be given recular in-service
training vourses to ensure that the qu.mlllullvc pransn»n in education
is accompanicd by gualitalive improvement.”™ (p. 4)

Puarticularly in developing countries. pre-service training cannol serve a
once and for all function. With rapid change taking place within the social,
political and cconomic arcas of the country. it is important that teachers are
able to cope with this change and adapt themselves to acquiring new know-
ledge and discovering the means to teach it most effectively to the children
in their classes. Adequate provmon\ should be made for all teachers to
participate in the in-service training courses which are most suitable for
them at thetr present stage of training and prcrlcmc The results of this
investigation indicate that substantial in-service training is needed before
the sixth year of teaching

(¢) CURRICULUM RLVISION

The finding that experience in teaching Temlab bears little relation to
a teacher’s ability to understand basic mathematical concepts must call in
question the whole philosophy behind the introduction of the Temlab
programme. Certainly. the implementation, of such a programme as a nation-
wide syllabus must be considered further.

One should ‘ask ~Is there any underlying reason for the result concerning
Temlab experience and teacher’s understanding?”” The ohvious answer is that
Temlah experience does not help a teacher, and that is the conclusion |
have reached. though I recognise the cozency of other interpretations related
to Temlab content in the test. the verbal content of the test. the allocation
of teschers to classes. the limitations or otherwise of primary school entry
qualifications and the method of implementation of the Temlab programme.

An important issue. oo, is the motivation for the change in mathematics
syllabus. No one can deny that such a change is a courage s one but some
{Lewis. 1968) would doubt the wisdom of its timing in relation to the present
social and cconomic situation in Papua New Guinea. As Philp (1969. p.
280) points out. “any iormal education syst t5ls to serve the soucly
in’ which it operates.”” and again. “this wodld suggest that. when one is
desiyning curricula. or pldnmno a school system. thede is necd for a clear
definition of the aims of the socicty and of the aims and objcuwes of
education within these™ (Philp. 1969. p. 281). The two principal motives
for introducing the Temlab programme were to release the system from the
cycle of "l]CLhanLdl teaching and rote learning about which a comment will
be made. and to ¢r ute a greater fecling of prestige amongst the local people.
Knowing that. like mamy developed and other developine countries .of the

&>
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world. the children of Papui New Guinca were learning ‘new’ mathematics

— was cxpected to help Papua New Guincans feel better able to cope with

the problems of nationhood in relation to the rest of the world. This latter
motive, it is admitted, takes into vonsiderition the political and social
development of Papua New Guinca

. The next point to note is the lack of continuity of the Temlab pro-
graineee. The first three years of the progravime were mtroduced in schools
in 1968. The rest of the programme was net considercd until the first three
years had been revised. By May., 1973, .. and a half vears later, the
programme for the first year was ready for distribution, that for the seconc
year was in the hands of the printer and the revision of the third year pro-
gramme was well under way. The delay in preparing subsequent material
and the lack of continuity which ensued. has led to all kinds of frustrations
on the part of the children, who has o completely different course for one
to three ycais, then revert to the traditional course or cease to study
mathematics altogether: teachers who tcach years one to three with no
certainty as to whalt direction the course is takit  and advisers who feel -at
a loss to help teachers gain the most from their experience with Temlab. The
lack of determination of the upper limit of the course concerned many
people. Another aspect of the development of the programme which has been
of concern to a number of people is the continual introduction of new
materials and methods. :

Again and again. it seems thit consideration of the Temlab programme
culls for an examin-tion of its relevance to the children who are expected
to participate in it. Undoubtedly, when the Revised programme is handled
well, the children are  athusiastic a.na respond .well. This only highlights the
necessity for the teacher to be well-trained and confident himself. It-does
not. however, overcome the problem of relevance for the child in the village
schoo! tar removed from urban arcas and with no desire or no hope of
continuing his education past the primary school. or even till the completion
of arimary scheol. The programme as it is now. could limit the “performance
of a child who is not going to complete the course. in the skills which will
form the basis of his ahility to participate in the economic development of
i village.

As might be expected. language is of considerable importance to the
devetopment of ¢ducation in Papus New Guinea. There are indications that
the ability of the subject to handle the English fanguuge well is partly depen-
dent on the person’s cxposure to western cducation. New- mathematics,
unforiunately, n- kes Jcfnite dvmands on language ability. This is particularly
disturbing at & t: when Iacal subjects are struggling to express themselves
in a foreign lancur - The termir dlogy alone may prove a handicap to
children who are ir. 1w twocess of learning English as a second language. It
is difheult erough 19 oo with ua .rstunding relatively simple words of
objects and .dess a.sociatea with their life. without trying to associate un-
familiar words with uhstract concepts. Admittedly much can be taught
without the use of technical na aes kut in concept development, it is agreed
that verba’isation is important. B ‘

3
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The method of teaching the Revised Tembab programmce is also very
important. As indicated betore. the enthusiastic, well-trained and contident
teacher will be able 1o allow Children through activity: methods, to discover
important mgthematical concepte for themselves. bue the enthusiastic. weli-

trained and cor il - eacher i the exception rather than the riuie. Conse-

quently, the teac: “cemes as mechanical as it always was with the result-
ing disastrous chy - eginive attitudes “and fack of growth. The, teacher,
despite all the at’ Nt prclcnd otherwise, still retains a position of con-
siderable im~ta- o the communication of knowledyge.

Temlab. - the original or Revised form. carrics wnh it the danger

of making muai..natics teaching i very stercotyped rigid type of luuhmg.
This must be avoided at all costs. OF course, it is recognised that teachers
with inadequate training and little mathematical background of their own,
feel more sccure if they have a set framework for their lessons, but it is
hoped that before the end of the next decade, teachers will be -much bettet
equipped than they are at present to teach as individuals to individuals.

There are two further points to consider. The first is.the organisation and
practical operation of a syster» of mathematics involving cards or similar
aids. The success-of such a scheme depends on the ability of a teacher o
organise hjs class in groups and to organise the material necessary for cach

-‘group: He needs to be able to supervise " class:in their various activities

and maintain the matcrial in lhc kit so that Lonunuous and continual nse
can be made of it

Secondly. in vicew of the rapidly ch‘mum. society. particularly in urban
areas. a continual ctfort must be maintained to make the mathematics taught
relevant to the lives of the children in schools. Certainly, there must be
sufticient fexibitity in the programpme not anly in mathematics, but in all
subjects. to cnable teachers to dekelop“their ideas. as it is hoped th . with
the. further improvement of tew ‘her education and in-service training, the

credtive abilities of the teachers will be brought to the fore.

-t m.ly be. for instance. that in many of the village schools. basic
numeracy is all that is peeded. There i is for some, however, a definite advan-
tage in persevering with new mathematics. Differential syllabi may be necded
at lfeast as a temporary measure. 4

o

Since lhc existence of indigenous number systems forms an ddnnrabk

. starting point for the understanding of -place value and multibase arithmetic,
~more attempts should be made to incorporate these inaigenous number

.

systems into local school programmes.
(d) ROTE LEARNING

Some of the effects of rote learning l.ve beer isolated by this study.
They include the failure to understand what hey been leaint, the inability
to benefit from capericnce. the inability to apply what has been learnt to
another situation, and the tendeney to revert to methods of teaching which
are themselves mechanical «nd imcaningless.

Wki'e all these deficiencic~ which result from rote tearning are imrort-
ant in the sense that they huve aegative cffects. the main effect of limiting

hi
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reasoning an. i’ -2 tinking, is the most disastrous. It is in the promotion
of deductive . v .ing that mathematics can have a powerful eflect.
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SECONDARY SOCIAL SCIENCE i.< vAfUa NEW
GUINEA DEVELOPMENTAL SUCCESS,
IMPLEMENTATION FAILURE?

JOHN . POLLOCK, M.A.

Acting Principal Curriculiun Officer, Department of FEducatton, Papua New
! / L
Guineua

Social Science is now a compulsory subject for all sccondary and tech-
nical school students in Papua New Guinea in Forms 1. 2 and 3. and will
be in' wluced into Form 4 next year After, next year History and Geography
will o onger be taught in the “schools.

Manyent you are no doubt awarce of the historwsof the development of
the Secendary Social S¢ nee Project in Papua New Guinea. For those who
are not. let me briefly sketch in the background.

The Project began in 1967 when t ‘Social Relations Committee’ was
established to prepa:c a syllabus outline for a vourse in social relations and
to consider problems relited to its implementation. The next major step was
taken in* 1968, when Prof. James Ritchic of the University of Waikato. New
Zealand, conducted an intensive survey of the Social Relations Syllabus
and then submitted to the Director of Education a report entitled **A Social
Science Curriculum™. Included in the report was a summary of matters
related to the organisation. implementation and nature of the Social Science
course, as well as the :-.ilabus itseif. The syllabus was later modificd by
Professor Sol Encel’and Dr. .Dexter Dunphy of the University of N.S.W,
and by ofticers of the P N.G. Department of Education.

Work on the development of the curricuium was carricd qut by officers
of the Curriculum Branch of the Department of Education, with-the assistance

“of the Teaching Methods and Materials Centre of the U.P.M.G.. which acted

as the co-ordinating body for he project. From 1970 there was o« full-time
:urriculum officer " working on the project. and this number hed grown to
two full-time and one part-time by 1972

In 1970 the Form 1 course was introduced on a trial basis into 10 schools
selected to provide a saumple of rural and rrhan. administration and mission,
and boarding and day schools. This selection itlso provided a cross-section
of highland, coast and island arcas. Materialy~were developed and trialled

. throughou. th2 swear. and the course was introduced in Form 1 in all schools

in 1971, wii th+ Form 2 course introduced in 1972,

From i -valuation of the Forms 1 and 2 trials, it was decided to conduot
pre-trials, as =Wl as trials. for the Forms 3 and 4 courses. during which
teachers in . 1l schools would be provided with i syllabus and a few
basic background readings. but generally left to develop their student materials
and present the curriculum according to ¢heir own interests and talents.

The rationale behind pre-trials was: to enable teachers to participaic more
fully and actively in the writing of + surse materials. The Form 3 pre-trials -
began in 1972 and those for Forin 4 in 1973, 1 will comment further on their
success later.in this papef. ’
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The objectives of the Secondary Social Science course are:

1. to develop understanding in refuation to other individuals, social groups
and the society in which the student will function

2. to know and understand the central processes of society. particularly as
these atfect the development of the country ,
3. to learn skills of social enquiry and social action so that through an

andlym and evaduation” of social processes a sludunl may increase his
potential contribution to his country

4. to evaluate his growth as an individual in a changing socicty and at the
same time fcad him to a commitment of active participation in smml
life. :

The curricutum has odopted a methe ology of study drawn from the
Sovial Science disciptines  History, Geography. Sociology. Anihropology.
Psychology. Economics-and Political Science, It emphasises the way in which
cach of these disciplines can help to*analyse social problems. rather than
the content of tue pariicr i1 discipling

Underlying the curriculum are three main categories of ‘mumplmns
refated to the social context of Papua New Guinci. sceondary cducalion.
and curriculum principles. .

Without going into detail. let me outline some of the most significant
assumpuons in cach of these cntegorics

1. Asswnptions drawn from he social context of PN.G.

The curricutum is concerned with social change —its nature and charac-
terics and its effects in P.N.G. and th rest of the world. The curriculum
recognises that P.N.G. is undergoing rapia social change. and attempts to
organise fearning experiences in such a way that the individual secondary
school student wilt be able to fit into this changing society when he leaves
school. It was frumcd/{n terms of the educational requirements of a country
whose pcople are mainly villagers, and for whom modern western society
is not necessarily a suitable model.

:

2. FKducational assumptions

The most significant assumptions here relate to the continuance of
selection of students from the total of primary school leavers and a f{rther
reduction th numbers proceeding beyond Form 2. Thus the curriculum has
to provide for two scparate termsinal years and for”an increasingly select
group of students who will become the cducated elite and decision makers
in much of the country’s administration. In relation to teachers. Ritchie
assumed that they would continue for some time to be largely expatriates
from Australia. with a fairly high turnover rate. The latter is true. but the
numbers of indigenous teachers arc increasing rapidly and so are the
numbers of non-Austratian expatriates as a proportion of the total. and it
would appear likely that this trend will continue. .
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3.0 Asswmptions Felated to curriculion principles —
The most important of Ritchie's assumptions in this ficld -are:

1. there is a spiral structire in the development of the curriculum, ie. con-
cepts introduced carly in the curriculum are developed throughout the
four-year course: . . .

the spiral structure of content will cycle around an individual’s experience:

9

3. “learning to lear" is to be as impertant as learning facts, generalisations. |
theories, methods, and approaches to problems.

The outline of the course, with its themes and emphases in cach year
is as follows. : .
YEAR |
Theme: Similarities and differences
Emphasis: Contemporary Papua New Guinea. with some comparative case
studieg
Topics: Individud, group and community
Self study
Family
School
Village : .
Local study Popondetta
European culture as seen in the Fufopean in Papua New Guinca
YEAR 2. .
Theme: Change and development
Emphasis: Traditions and -origins of - contemporary problems and‘des: -
ments
Topics: Aspects of personal development
The changing family
. The chan :ing community
Aspects of national development:
In Papua New Guinca
In Indonesia
In Japan
The world powers
YEAR 3}
Theme: Adaptation
Emphasis: Man’s relation with his environment and increasingiy his man-
made or influenced environment
Topics: The early development of man
Contemporary man in his environment
Society as a system
The rise of urban centres
The impact of technology
“lodern urban centres
Problems of urban socicty N
Problems of rural society
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YEAR 4 .

Theme: The madern Wnrld

Emphasis: Established tieads and projected developments

Topics: Organisation of contemporary P.N.G. society

- Man. his environment and the future - .

Development of ideologics
International relations
Culture
The village in modeM society
The future

In stage | of the project. the materials developed are of three kinds:

1. Teucher's Guide. Part 1: background readings and points of view related .-

_to the content of the topic- - prepared especially for the teacher.
Teacher's Guide. Part 2: a translation’ of the statements in Part 1 into
detailed suggestions for classroom teaching and learning expericnees.

. Accompanying Muh'nul a range of teaching and learning mdlermls. from
slide/tape  presentations. sets of *slides.  tapes. picture” sheets. maps.
diagrams. case studics. readings. etc. )

()

In Stage 2. the Teachers Guides Parts | dnd are combined. and there
is much less deldllt,d guidarice given to the teacher in the way of teaching and
learning experiences. )

Now to turn to the muin part of this paper--has Secondary Social
Science been a developmental success and an implementation failure?

If measured in terms of the quantity of materials produced and the
apparent quality of thase materials then Stage 1 of the project would have
to be regarded as a developmenldl success. This is hardly. surprising when
one considers the amount of time _and money involved—time not so much.
in vears but in man-hours of pcople in Umvcrxmes teachers’ colleges, schools
and departmental headquarters. ’

I think it would be fair to say. and | must ,oint out that T had
nothing whatsoever to do with the development of Stage 1 of the curriculum.
that Papua New Guinea is amongst the leaders in world education in”the
quality of its Sovial .Science course-—certainly it stands as an example to
most Australian states in this respect. for having made the decision that a
social science course was.to be developed. and that the main reason for .
its development was the desirability of a course in social education for all
secondary school stu’'nts. the Education epartment. leaving aside the
petty and not-so-petty squabbles.that ci.dracterise all institutions’ where people
have their own wheelbarrows to push and their own empires to build, went
ahead and devoted a large amount of money and drew on a great deal of
varied expertise to ensure that what was developed was what was wanted by
the designers and needed. as far as they could ascertain. by the students.

Compare this. for example. with the rather ludicrous situation in N.S,W..
where. after over five years of so-called curriculum devclopment. practically
all that exists is a set of headings and a statement of aims and objectives

) |
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that together supposediy represent a social science curricutum. Further, this
curricutum is stith not operational in more than o tew high schools in thie

state.

Fowould say that a major suceess ie Stage 1 in P.N.G. was the fact that
the course got ofl the ground. got into the. schools despite the oppaosition of”
entrenched subject groups amongst the expatriate teachers, and now exists
in a tangible form that alfows the teacher who is totally new to the course
to read th  background to the contem of a particular topic, analys¢ the
concepts and inter-refationships involved in it survey the materials he has
to teach with, and choose for himsetf whethe: adopt the approaches
suggested or develop his own,

This detaifed approach to tiic teaching-learning situation is one 1hat
had been criticised frequently by both weachers and non-teaching comren-
tators. What both groups fail to realise is the simple fact that many teachers,
particutarly those new to a subject such as thic which is forcion to both their
academic and cultural backgrounds. sitiply do not have the ability o be
able to develop their own course of study from a bare outline. Others do
not have the inclination. and most simpty do not have the time to spend on
creative and innovative curriculum development. Most of all. the critics
choose to ignore the word “euide’ in Teacher's Guide, and make a mental
substitution *hible’ or some other proscriptive word. Curriculum Branch
personne!, unin-service courses and advisory visits, have stressed from th
beginning that these are guides only. and have.actively encouraged teachers
to depart as much uas they like from the guides while stith keeping within
the overall conceptual framework of the course.

Yet it is in this very arca  that of innovative and imaginative teaching
that the Social Science course might be termgd an implementation faiture.
Onc cannot say with certainty why this is so- \hy teachers choose the casy
way out and refuse to budge from the detailed Yuidelines set down. but the
following arc. from personal observation and ffom discussions with other
observers, some of the reasons: .

1. Teachers new to the country and;or the subject aic initially fecling their
way many teach the course only once ghd Mence never get beyond-
this stage.g

9

Some teqthers. through fack of time orfinterest. find that following the
Teach r/g Guide to the fetter is the casfest way out.

3. In maky schools Social Scicnce in Form 1 is timetabied in such o way
as to tdke up ali the bits and pieces of teachers™ time left after the rest
of the timetable is finished. This often results in the allocation of Social
Science classes to teachers with absolutely no background in any of the
soct. ' sciences who can do littie else bul pursue a rather mechanical and .

. non-understanding approach to the subject. . :

T 4. Sofne secondary i srs have insisted that teachers follow the guides

to the letter. (In ¢/ ¢ do not have subject specialist inspectors
inspectors are suppe . oe able to assess teachers and give them advice
across the whole range of subjects in the schools
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5. Many headmasters have insisted onall classes ina yvear having identical

.

tests, thus forcing them to follow the same cotirse.

One particularly disturbing feature of the implementation of the Social
Science curricnlum has -been the tendency o expatriates, wedded o the
traditional disciplines of History and Geography, to regard Social Scienee
as “wallly rubbish™, or, as one teacher with two months™ experience entitled
a paper he presented at an in-service training session last year, “*an amusing
brand new toy™. What sort of professional integrity exists in the teacher
who. not content with sounding off in the statfroom. continuai . tells his
Form 1 class that Social Science is a load of rubbish™ and what they need
to learn is “some solid facts™  no doubt a detailed knowledge of the Wars
of the Roses or the technigues of trench warfare in Flanders rather than an
understanding of the funetioning of their own society  a rather sad commen-
tary on the inabitity of many teachers to understand what sacial scienee is
all about and to condemn a1 out of hand before even giving it a trial.

The obsess. n with rote learning of facts ts, of course. reinforeed by the
test and examination mania which bedevils opr education system. For vears
students and their parents have been fed on the cargo cultism of **jump
through the right hoops and you will get a good job™  the right hoops. of
course being those formed by the marks gained in formal tests and examina-
tions. It is now becoming painfully obvious that in this country . least. the
pot of gold will not necessarity lic w the end o he educational rainbow.
evéh the magic Form 4 certificate, and that educ.aon for living is something
of vatue in its own right. This is. no doubt. partly a result of the introduction
of the ‘sophisticated approach of Social Scicnee in o country not yet fully
aware of the pitfalls of western-style formal cducation. Still one of the most
common guestions 1 am asked in the classrooms of schools that | sit s
“what sort of job can I get by studying Social Science?”

Lest | be misunderstood and seemto be concentrating too much on
the failure -aspect of my topic. or lest-1 be accused of excessive and unfair
criticism of teachers, may I make the followiny points in balance: .
I. There are a greal many interested. creative, dedicated and satisfied

teachers of the subject. Most expatriates seem {0 enjoy it_ the second time
around. and the local teachers are almost unanimous in thcb& sing for it.

2. ‘There-are many things wrong with the course, Despite the me od of its

preparation, there are topics which were trialled inadequately or not at

all. topics which have become out of date. and topics which are just
plain boring. ) : '

The focus on the individual and the familiar surroundings in Form [N

which is the most: criticised section of the course, might be very good

*in academic sociological and educationat theor:. but is it what kids want?

There are gany teachers who would argue, from a sound acquaintance.

with chitdren of this age. that what they are more interested in is the

distant. the unknown and the exotic.

4. Inspectors have sometimes played a negative role in the successful imple-
mentation yof the course by teachers, through insisting on approaches to
both teaching and assessmeril which are contrary to the philosophy of the
course.

‘wd
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Let me now turn o Stave 2 of the project. that is. Forms 3 and 4. with

which 1 have been closely connected in both the developmental and imple-
mentation phases. :

Stage 2 was mountéd on a much smaller budget, in fact half at $10.000
for cach vear. than Stage 1. In addition. the Teaching Methods and Materials
Centre of the UP.N.G.. which had been heavily committed 1o Stage 1,
withdrew from the Project after the pre-trial ycar of Form 3, The result was
an obyioys nded to cut down o the money spent on materials, and a tack
of manpower available to wdrk full-time on curriculum devetopment  since
the heginning of 1973 there ha o been ondy two ollicers in Curricutum Branch
working on the project.

This mednt that there was, “icallv, a much greater need for teachers to
participate in the developmeniie poocess than before. Did this happen? In
a sunple answer, No. )

In 1672, the pre-triat vear for Form 30 six high schools Were involved.
These-were selected from the 10 trial schools in Stage 1 and were to contain
interested teachers. The idea of the pre-trial year was to supply teachers with
an outline of the aims wnd objbstives, of the course, with some background

- materials. and to allow them free reign to develop the course: as they saw
“it. Since nearly all the teachers involved in this year were interested. competent

and experienced in Forms 1 oand 20 the year could prob.hly be judged to
have been successtul.

In 1973, the trial year, the sume six high schoels « ued and to them
were added the seven technical schools/colleges ¢ .o iory, Most of
the teachers who had been participants in the pre + moved from
the high schools or were not put on to the classes o ne course. They
were replaced by teachers who were given Forns 3. matter f normal

timetabling, and so we found that they ranged rony tie interested and
competent to the positively disinterested and ever andpsobetics In the case
of the technical schools and colleges. most of the teachas had no knowledge
of, let aloné .cxperience in. Forms | and 2. I d- -« <tate this as a criticism
of these teachers, many of whom made 4 valua. - Coninbution to the trial

year, but their contribuiion. would no dout’ *v¢ heen better had they

been aware of the preceding two years' cour:.

1973 was also the pre-trtal year for Form 4. The pre-trials were held in
the same six high schools as the Form 3 trials and consequently were subject
to the same limitations. Further, there was insullicient time available 1o the
two curriculum officers working on the project to develop more comprehen-
sive materials than would normi v be the case in a pre-trial year. in order
to compensate for these probleni. In terms of topics the Form 4 course is
far more ditticuit for teachers to tind background material and they are Ics‘s
likely to have had a background in the topic arcas in their academic training.
Such topics as “the Organisation of Contemporary P.N.G. Societ\". *“*The
Development of Idcologies™. ““International” Relations™ and “*CultXe™ re-
quired an amount of preparation bevond the time availuble to most OF
teachers. and bevond t» resources dvailable to them as well.
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Frequent conferences amongst the teachers involved., together with
niembers of Curricutum Branch, could have helped solve theso developmental
preblems in Forms 3 and 4. Unfortunatels. because of Tack of funds. this
was possible only in the case of teachers in the Port Mogesby arca. and cven
this was thwarted by the unwilimgness of one high school principal to release

cone teacher during school time. T was able to make personat contact with

teachers and students outside the Port, Moresby area once or twice during
the school year, but this ‘was an unsatisfactory substitute for combined
meetings of teachers, . .

» Despite these problems, the first term material which has been introduced
into all high schools in Form 3 this vear has met with u generally enthusiastic
response from- teachers and students.” Teachers particularty comment that the
course is better than Forms | and 2. but this may well be simply because the
topics covered so far fean more towards the traditional disciplines of history
and geography. rather than because of the quality of the thaterial produced.

~Again we find the same arguments and compluints arising from ex-
patriate teachers who have not taught here before, or who have not. tauht
the subject hefore, and witose horizgds sometimes end with the English
General Certiticate Examinaiion or its Jﬂ

will embody the coneepts and methodotogy envisaged by the course developers

my colleagues and | are apprehensive that the temptation for teacher- and
subject matter-oriented teaching will prove too areat for many of the cx-
patriate subjett specialists. (One notable exception to the gencralisation |
made above about the new expatriate teacher % the gruduate from Canberra
CAE it is interesting to contrast someone who has been trained in the
teaching of social science and who understands its rationale and methodology
with thé¢ majority who have not and do not.) .

+ In the original thinking about the project, it was envisaged that there
would be in-service courses held throughout the country for teachers, students.
headmasters, distrigt inspectors. and members of university and teachers
college staffs. This was possible to a certain extent in the case of Forms

Pand 2. but kack of finance has prevented anyvthing of a reallv worthwhile.

nature being done on a large scale for Forms 3 and 4 in fact, it has not
cven been possible 10 arrange an in-service course for trial teachers prior
to their commencing teaching the course.

The potential value of such a course must be faigly obvious when we
fook at the breakdown of teachers engaged in the Form 4 trials this year.
Of the 20 teachers involved. only one huas been involved in the trials since
1970, Seven were involved in the Form 3 trial ast year and of these only
one was not new to the subject. Two have taught Forms | and 2 hefore
feaving 10 who are experiencing social scienee for the first time in the final
vear of a four-year course, ' .

Looking at the course overall, we must ask. “Huave we achieved the
objectivel of the course?”” The answer”is simply that we don't know. as
there has vet to be mounted o farge-scale evaluation of the outcomes of
Stage 1. Feedback from trial teachers in Stage 2 has indicated that. in
general. the aims for cach topic are realistic and are. being achieved, but
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this does not mican that we have necessarily produced the thinking member
of socicly that we are hopine for, -

In conclusion. and reverting to the titde of this paper, T would answer
the question posed by saying that, in my’ judgement. there have been
clements of success and failure in both the developmentat and implementa-
tion phases. Materials have been put into schools and have been found
wanting by most students and teachers, Form 1 s widely condemned as
being too boring. and the number of people involved in Stage 2 of the project
has not permitted the same breadth of knowledge find experience to be
used as in Stage 1. ’

On the success side, we ye¢ a course of study which is comprehensive,
generally well-written and educationally sound. and which provides for the
teacher. however inexperienced. a'set of background readings, fesson outlines
and student nierials which will allow him to enter the classroom with some
degree of confidence about the outcome of his lessons. *

Fhe implementation failures have come about through a fack of under-
standing on the part of some teachers, headmasters and inspectors as to

what the course is trying to achieve and how it is_trying "to achicve -this. -an-----
S antipathetic“and” sometimes antagonistic attitude on the part of many ex-

patriates, and a lack of imaginative and innovative teaching by some
teachers. indigenous and expatriate alike. ‘ :

Agiinst this we must rank the general acceptance of the Form 2 and.
particularly the Form 3 courst, the “almost universal. acceptance of the
whole course by the indigenous’ teachers, and. in most cases where the
teacher’s attitude and prejudices do not militate seriously against it, accep-
tance and enjoyment by the students,

. hd v 3 ¢ .
And this, T would suggest. is the most important point of al.



THE PLACF OF AGRICULTURE IN THE S(‘HOO[
. CURRICULU M

AU SEINERLAND, B, Il.\(.v\(-R.. FALAS, LACE
Considtant in Agricultural Fdvication, Department of - Fducation. Fij

Most of the people in developing countries live in rural arca. and in,
ost of these countries rural production is” the cconomic wealth base,

is therefore to the improvement of ruril prmluclinn that these countries
must chiefty look in’order to make cconomic progress and (o raise the
standards of living ofs the people. :
- ' .

It is probably for this reason that agriculture has been introduced- into
the school curriculum in many devéloping countries. The recency of this
development is obvious in the Hfollowing table which shows the years of
inauguration of school agriculture courses in ‘some islands and territories
of the Pacitic region: ‘ ' \

Navuso Agricultural School, Fiji.... .. o o 1924

T Ratu.kadavelevu School. Fiji .. . 1958
Guam (Maridfa lglands) ... TP 1940
Vunamami School, Rabaul, P.N.G. o 1964
French Polvnesia .. 1965
American Samoa ... N . 1965
Ponape Agriculture and lr‘ulc Sdmnl .lmlinc.\ 1965 °
Papua New Guinea w1966

. Brmsh Solomon Islands I’mlumrdu N 1967

While the “cconomic dependence of these countries on rural production
provides an obvious reason for their interest in agricultural education it is
not so obvious why the schools have been chosen as the vehidle for this
education. Perhaps one reison iy the fact that the schools represent the most
widespread cducational facility in such countries. and™ are seenas an
important agency for the dissemination of ideas considered to be of national
importance. Pgrhdps one factor is nEtmusm in the possibility of affecting
attitude change in the younger generation more readily than might be
possible with an ofder more conservative generation. - .

The level at which agriculture has been taught has tended to be deter-
mined largely by the age at which most children leave school. Where most
-of them leave at the end of primary schooling. agriculture has been taught
in the upper primary school; but where the majority of children stay
into " the junior sccondary school. agriculture has been taught at this level
where it is likely to be more successful.

Nevertheless. with a few notable exeeptions. the history of school
agriculture in developing countrics has been a most disappointing one. The
subject lacks prestige in the eyes of the pupils and parents alike: far from
strengthening the interest of voung people in rural oécupations' the effect
of school agriculture often scems to have been the reverse ‘to strengthen
the dt.termmdtmn of pupils to do all they can W escape from rural occupa-
tions and to find some other employment. , -
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e R UFR-tO-Subsistence—living—-on-the-tand -

M:m_v‘ contributing factors seem to have been Tesponsible for  this

Situation; ' .

. The paucity of teachers who have been trained to teach agriculture
properly hits undoubtedly acted as 2 serious limitation to the success of ,
this subject.

2 'In the absence of a suitable syllabus with vuriclecllculual chal-
lenge. school agriculture has often consisted of ki fmore thdn com-'
pulsory periods of manual- labour in the garden. often in the hot sun.
This has naturally given the subject o poor image in the eyes of the
students who compare it with other subjects studied by their colleagues
indoors. .

3. Lack of an ‘ld\.qualc time allocation in the school programme has meant
that teachers’ have not had enough time to do anything elfective with
this subject. The prestige of school agriculture can never be high When
it consists merely-of one or two hours gardening each week.

{. But the most pm»crful factor operating against the success. of school
agriculture is that it is scen by students and parents as a prcparauon for

The “prestige of a school subject in the eyes of students tends to depend
heavily on its vocational significance. A subject that is scen as a preparation
or part preparation for a well-paid occupation will enjoy high prestige. Thus,
school agriculture in Australia has high prestige in those schools where it
is a matricalation subjéct or -where at Teast one segment of local dgrlcullurc
is a very profitable ouupduon But it "has low prestige in schools where its
ohvmu'srsu,nmcamc is a return to spbsistence ag,ruullurc. for in almost

.all rural communities in the world, low social prcsunc is accorded to sub-

sistencé agriculture as a way of life.

This sitbation is unlikely to be changed by the provnsnon of well-_
trained teachers, an imaginativ \yll.\hus or a generous time allocauon in
the weekly programme, for it is 3uc to! deeply entrenched community attitudes
to subsistence living. .

Therefore to the "question, “What is the place of school agriculture in

" the curriculum?™ the inevitable answer in many developing countries may

well be "As a separate school subject, it has no place”.

Even in those countries where this pessimistic judgement appears to be

a Lompluely correct one, Iwo factors demand a re-examination of the

situation .

(a) The fact that the majority of students whose homes are in, rural arcas
will have 18.spend the rest of their lives engaged in rural pursunls and
will be unable to find employment elsewhere, -

(b) From a ‘national point of view it is highly desirable that such students
be given some understanding of the means whereby agricultural - pro-
duulon can be improved,

Because school agriculture has often been unsuccessfu!l whene offered

as a scparate school subicvt vet some understanding of it is thought to be

highly desirable. interest - rurned to some other ways ofs introducing it

into the curriculum. Seve ol interesting new developments can be described.
. .99
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An increasingly popular solution to this difficult problem is to include |
some agriculture in a general scicnce course. Such action requires & re-
statement of objdetives in generi! science to accommodate such additional
material; it also requires that the agricultural material be subjected to a
highly selective process in order to achieve its, aims without overloading
the science syllabus.

In 1978 agreement was reached on the following objectives for o basic
seience course in Fiji ~
A MAIN OBIECTIVES .

1. Fo contribute to the mental development of students by giving them

experience in the processes of ientitic thinking in problem solving situ-
ations and by encouraging Jndependent llunkmL

2. To develop various attitudes such as:
-objectivity- honesty in assessing’ evidence, crilicul/guimdc to Jdon-
clusions. willingness to re-evaluate evidence.

ez tconeern far-conservation—wide -use)--of -natural-resources;
--coneern for qu.lllly oI life insofar as it depends on understanding one's
environment.
3. To develop the students™ understanding of their present environment: and
their ‘possible’ future cnvironment, p.lrluul.nrly the land and its products’

B. SPECIFIC OBJECTIVES ]
To provide some understunding of the basic biology of organisms and
commurtities.

‘- 2. To develop understandings and attitudes as far as possible? lhr()m_h
participation in group practical work and experiments.

3. To lead the student to understand the workings of his body and some
important prlnuplu of hygiene and. human nutrition.

4. To lead students to understand the problem of the balance’ between

" populations, including-human populations, and land and sea resources,

5. To develop an undgrsmndlm. of the need for conservation of natural

- resources.

“6. To provide an undusldndm" of how man uses the naluml resources of
the land and sea for good prodmuon and the need for care in preserving
and developing these sources. of food production.

[t will be noted that objectives A3 and B6 make adequate provision for
the inclusion of agricultural -themes; but it is when such ohjectives -are
- translated into specific syllabus content that difficultics may arise, for so
much depends on the background and training of the syllabus wrizers. A
special consultative group meeting in Fiji in May. 1973, suggested the
following agricultural content of such a syllabus:

choosing types of pldnlS and anmmls
. altering soils
. managing growth- -through nutrition
through™ discase control
through CllmdllC control
managing production

' (i =
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but it was assumed that this would be preveded by the busic biology of
organisms and would be followgl by ccosystem hlol(wv in which th implica-
tions of agricultural pr.u.uu.s would be dmussul

It will be llllLrL\llllL to sce whether this and similar trends in other
countries result in the dLVLk)pmuu of a science syllabus which.s )lucssfully
integrate phvxual and biological science with some fundamental concepts in
al_ruulmr.nl science, )

It is worth noting that agriculture forms ‘an important part of a subject
called Rural Studies which has infiltrated “into the secondary curriculum
in the United l\lm_dom However the primary motivation for the introduction
.of this subject is the psychologizal and' social needs of children rather than
political considerations based on the' place of agriculture in the national
economy. In a working paper “Rural Studies in Suondary Schools?’ pub- ~
lished by the Schools Council in 1969.! the subjéct is justified by two criteria.
namdy

“ta) The care of growing pldnls and the keeping and sludy of anlrinals_h___

——— —meet-#need- that—is-fundamentatto—alt-iAtan beings. The satis-

’ faction of this need consequently ehriches the pcrson.nhly and pro-

vides an acceptable formative influence on all_pupils. In brief. unless

£ they have these experiences, boys and girls \wll grow into less weéll ‘
*informed and less mature adults. .

(b) The subjcut deals in detail \vnh the pﬂsual and social aspects of
the "environnient and these are certa nly the most constant, and
probably among the most important educational |nﬂuences) to
whish young people are subjected.” S

In an influential paper® read at the fifth Waigani Seminar, MeClymont
argued a‘strong case for the whole curriculum to be directed at developing -
* an unduslandmL of the I‘\/nd and man's relation to it and dependence on
it. McClymont's main motivation in this paper is the urgent need to provide
education that is relevant to the future life of the majority of the children:
It is not enough to include one subject that isZrelevum' to the needs of the
pupils. but the whole curriculum should be cat in this- mould. McClymont
visualises an integrated physical science. biplogical science, agriculture and
socialy science course in which the central aim should be *‘to teach about
- land 4% a system mvolvm" flow of encrgy from sunlight to plants to animals,
with man as a hasvester of. hoth plant and animal energy; the cyding of
»  nutrient clements between the soil. atmosphere. plants and animals including
man; and the-interdependence of all forms of life primarily through provnd»
ing food for each other. and the resulting phenomerfa of nutrition, disease
and population regulation. and their implications for man in terms of agri-
culture, conservation, diet. hygiene and population control . . . The teaching
should in the terminology. of current syllabuses. integrate nature. study.
science (especially biology) and aspects of geography. social science. hygiene
and agriculture with one another dnd with local ecological. x.ultural and
euononnc factors™ . . .
" A major value of. MLCIymonH paper is that it has provided mu<.h

nceded guidunce for those who arc at present reshaping science programmes
: and mc.ludmu in lhem clements of agricultire and agricultural ecology. But
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v it may eventually have a much wider influence in carricutum: construction

when the need for greater refevance in secondary curricula becomes a more
urgent issue, - .

There is reason to doubt whether the inctusion of agriculture in general
scienee, courses witl prove to _be as effective in prmndmg the provmduon.ul
preparation of future farmers™» much desired by governments. It is possible
that the following fmitations will always operate: :

() at best the agricultural content of science courses can consist only of
a study of general primipk,s‘ with littie or no opportunity for these
principles to gain meaning by transkation into pmulml husbandry.

(b) because of the scarcity of teachers lramul in .nululllurc the teaching
of these topies mwst often be in the hands of those who know little

« about the subject. ! :

It is” for these and otRSF reasons that much interest now centres ‘on the

, . innovative approach of the Modern Studies course now in the prOu.;_\__Of___
—-— development—and—triatin Fiji-

Unitial steps towards developing this course “had théir origins in dis-
cussions centred on the following needs of pupils.
t. “The need to demonstrate the relevance of the curricuium to- lhc present
and future nceds of pupils.
2. The need to provide pupils with practical activities which“would be
meaningful if centred on real-life situptions, These activitids were initially
called “'situation experiences™,.,
The need to introduce children to.some of the fundumcnl.ll ceonomie
concepts of a modern cash economy. :
4. The need to promote the development of the rural sector.
" The main purpose of the Modern: Studies course is to provide finks
between schooling and fife activities in the locality. including their economic
aspects. The course is .to be viewed as a vehicle for demonstrating the
relgvance of the curriculum for modern fiving in Fiji. As far as possible.
understandings and skills are to be developed through pradtical activities
and projects in which students are actively involved.

‘wd

The course is offered in the third and fourth forms and consists of two
strands. The compulsory basic topics are used to introduce students to
certain universal economic and commercial understandings’ and skitls that

_have application in avenues of economic development,

The projects form the second strand of the course and. will eventually

embody some degree of choice ‘according to the locality. The main aim of

these p'l‘OjCClb is to provide opportunitics for students to sludy and parnupdlc
in projects of particular relevance to their environment,

The first two prOqus are at present under trial in selected schqols. The
projects ‘have the following chyracteristics.

“l. Although both are rural a broiler chicken project and a vegctabie

growing project they are suitable for schoois located in cither urban
or rural centres.
<102



- 2. Because many teachers supervising the projects will have had litde or
. " no agricultural traiding, the teachers’ guides have been written in con-
siderable detail. They provide background scientitic information, suggested
~  sequence of lessons and activities, full lesson notes and technoldgical
instructions: as well. the teachers guide attempts to stimulate the intercst
of the teacher. . : . '
, .
. For each project there is also a pupil’s pumphlet. These are written to -
. be readily undefstood. are fully ilustrated and contain lists of suggested
. ucliv'ilics. guestionnaires, drawings to be complaied and so on.
4. :\Ilhdgngh the fiest projects are Qreanised on a group basis, there is dmple
provision for pupil participation in the practical part of the project,
S. Both projects are used as, vehicles for explaining the modert{ scientific
approach to plant and animal production, both deal with economic
aspects of such pmduumn and both draw heavily on mnupls developed

_.___m—tho_uumm -SCIRCe—COUFRSE: -

The modern Studies course is certainly an exciting development. It
“remiins to be seen whether the projects are too denfanding on the super-
vising teachers, whether pupil interest in the school projects is followed by
some attempts to develop larger projects in the villages aund whether the
projects are at all successful in changing attitudes lo traditional u"ru.ullurdl
practices in the villages. ;

: : REFERENCES \

VRural Studics in Secondary Schools: Schools Council Working paper 24, Evans/
Methuen Fducational, 1969, p. 17. ,

2o Strategy” for Agricidtural Education: G, L. McClymont, reprinted from Ward,
" Marion W..(Fd.). 1972,

Change and Development in Rural Me /um\m Proc. 5th Waigani Seminart>University
of Pupua New Gainea and Res. School of Pacific Stadies, Aastralian National Uni-
versity, pp. 59-66. "
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POWER OVER THE ENVIRONMENT—AN Al"l‘[’llll)l'
TO THE WORLD

M. N Manbock, WSCL B, MS, DIPED, PHD, ML

Lecturer, Depurtinent of  Fducation, University of Newcastle
¢ :

Science teaching is refatively young in the evolution of a formal school
system in Papua New CGidinea. A “natural science™ sytlabus had existed in
the primary schoot programme for a long time prior to the development of
the present Three Phase Primary Science (T.P.P.S.) programme in the carly
1970°s, but bad been sadly neglected or completely ignoreiNby' the teachers,
and “high school science dates back to about 1900 when 'the Alternative
Science Syllabus for N.S.W. was taught in a few schools, to be first examined

at Intermediate Certificate fevel in 1963,

= Science teaching is-regarded-as an important component of forma) school

programmes all over the world, and there has been important focus on science
as a major facet of the programmes for a’ developing country. This focus
is typified by the attention paid to science teaching by the then Dircctor
General, of UNESCO. Adiseshiah, in his Camilla WLd"L‘WOOd address in
Papua New Guinea in (1965 (Adiseshiah, 1965).

in his discussion on the purposes of science teaching he cluimcd that
its aim should be to introduce’ students to that innovative mindedness and
Lapauly for inventiveness and experimentation, so urgently nudul in the
world---in other words, an attitude development aim.

Most of the major science curricutum projcus throughout the world
have inctuded attitude development in their aims, fairly typified by Arnold .
Grobman's statement about the objectives of the Biological Sciences Cur-
riculum Study th US.A.:

The' goal of enguiry instruction is the production of informed citizens

who raise purposeful questions about their world, who have abitity to

evaluate rigorously the answers that are proferred to their questions: and

who can make hard and intetligent decisions (p. 292),

. In discussing the contribution that science education can make to the
world. Rowe (1970) slrn.ssu an important attitude to fate controt:

PLrhaps the biggest eantribution scicnce makes to western. socielies is
its cmphasis. borne otit by the way western peoples have absorbed the
philosophy. upon intervening in one’s own fulure .

For children in any culiure who grow up in environments marked by
passivity. governcd \by superstitions, bound by fear, empty .of dreams
or ruled umrcly by forces outside themset¥es, science has something
special to say . . . (11-1-1).

She ctaims that prediction rests on belief that events arc not totally
capricious. and that what one do& to a system makes a difference on how
the parts acts, : :

Burkman (19701 is another supporter of the concept that an important
function of scicnee edudation is to bring about a change of attitude from
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Fatulism to a posiive view of man’s ability 1o dead with s environment. He
csees this attitude of power over the environnient as important for the educa-
tonal programnies of developing Ccountries

’
Fhat these views are shated Dy the framers of the formal cducation

programmes in Papua New Guinea is born out by the stated aims of the
Papua New Guinea high school science syllabus, which include attitudinal
componenls in four of the tive objectives listed. .

tJ

Fhe aims are to develop an the students:
an awareness of, interest in and curiosity ubout the natural phenomena of
his cavironment, und o commitment to sech i scientitic explanation of
these phenoniena:
an understanding and appreciation of his relationship to his environment
Nd contidence in his ability to atfect changes and improvements in the
environmient L

T . . L L -
an understanding of a selection of sienificant sooutic facts and theories,
and the ability o apply them in relévant situations:
his critical thinking ability. and a reduction in tendency to adopt opinions
based on unsupported or unreliable evidence:
an understanding and appreciation of the methods of science. and the
past. present and possible future contribution of science to mankind.

Like most of the rest of the world., however. - Papua New Guinea has

failed to do anything about attempting to evaluate whether the attitudes
are being successfully achieved. If they are.not being achieved, then the
formal ¢ducation system is not producing a crop of educated people with
the positive type of attitude needed for development, 1t they are being
achieved in the students, whit about the people who do not have access
to the formal system? . h

The rescarch repofted in this puper was a pilot study to attempt to

develop an attitude measuring instrument which could be used in the cross-
cultural, multi-lingual situation in Papua New Guinda, and obtain a numecrical
assessment of attitude related to the attitudinal aims implicit in the science
syllabus stated objectives, 1t applied a -technique of defining the behaviour
expected of people holding the specific attitude and  using the defined
behaviour to construct multiple choice items for an attitude instrument.

SCIENCE AND CULTURE ' :

The attitudes that people have are derived from the belief systems of

the culture of the society in which they live, and although there is still
much argument on the topic. science can be considered to be part of the
culture of any society, however simple,

Malinowski (1948) proposed that no people. however primitive, lack

religion, magic. scientitic attitude. or scicrice. but that science is related to
reason and observation, while magic is related to, what he called the “domain
of unaccountable™. This view is supported by Levi-Strauss (1966) and Lessa
and Vogt (1965), Lessa and Vogt consider that it is crrors in correlating
irrelovant causes with particulur outcomes. which leads the :"primilive“ to
magical acts and beliefs (p. 394).
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Phe “domam of the wnccountishle™ easts even inadvaneed societios:
but ‘it extent has been reduaged throagh the apphivation of scienee and
technologs. Sceiffists ake the samne sort ol ertors i correlimon every day
as prinutive people do, but they are more bikels o detect such errors doe
to the consigtent How ol commuanication not available o isolated, sunple,
socicties. . '

Cargo cults have been described as a0 result of the disturbance of deep
seated beliefs by the intrusion of modern technology from outside. and could
be considered as due_to such errors in correlation, Lawrence (1964) points
out that the Mad: ll]L'L&ll'LU cultists were atable o regard “curu‘\" as rthe
product of Wuman endeavour and shill. incessant struggle. experiment
achievement of the independent intellect. but in lhur view it was knowledge
revealed by special deities (p 230,

The wrlter takes the position that science is the use of human intellect.
to establish models of explanation for natwral phenomena from empirical

“observation. und Trom mental manipalation of such observations. and that

in this sense. the ethnoscience of tolk communities and “modern science™ in
the metropolitan world sense have common ground.

Very Itle is readly known about the scientitic and technological aspects
of Papua New Gumea culture. glespite the work of anthropologists. and the
recent focus on ethnoscience!

+  Ethnoscience reccived considerable attention at the 1970 AN.Z.AAS.
conference. at a swupmmm on structure and Nature of Education for Science
and Iuhnnlng_v. where is was considered that the ethnoscience of the pupils
can play an important part in the classroom (Andrews. 1170),

The ethnoscience of a community -is one of the factors which affects
the attitudes of its members, and these in turn influence attempts to, alter |
attitudes. such as through the formal school system. The importance of the
influence of folk attitudes on the teaching of science in developing countries
has been recognized. as in the UUNES.C.O. Report of the Advisory Com-
mittce on the Application of Science and |:dmn|ng to Development
(UNES.C.O., 1970, para. 17): ~

hether the education of future scientists and technicians. of a more
scientifioally oriented general public, or both. :is the concern all such
attempts must include an examination of the traditional world response
and of the extent to which' traditional attitudes, basic assumptiong and
concepts arc aceepted and used by the school population in cyeryday
life.

The traditional world response may be the t)nuru. of particular dlﬂlulllu.s .

for school children in their learning of western scicnee. *Also it can

profoundly affect cfforts to use school science as a first stage in the
cducation of scientific and technical personnel.

Stone (1967) was concerned about the d\.‘VLll’plllLlllb in high %hon\
science in African countries. particularly the Introdiction of overseas science -
curriculum projects such as Nuflicld and American projects, and emphasised
the need for diverting some of the funds devoted to the promotion of such
projects: in Africa to the development of rescarch into the intellectualeback-
grounds in which thty are to operate, .
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' CROS&ULTL RAL STL DY OF \ Al LES INVOLVING INTERVIEW

AND TRANSLATION ,

One successful study in a cross-cultural, multi-hngual situation in the
atfective domain was-the Kluckhohn and Strodtbeck (1961) study of values
on five Indian, American and Sponish  American  communitigS in  the
American west. In this study an insteament was devetoped in whig‘lv concrete
sttuations were posed. together witlr concrete statements postulatint alterna-

tves of value ortentations which the respondents were asi.~d to rank in order

. of preference. The instrument was prepared in Spamish. Navajo, Zuni and

English versions. The instrunient was, administered v interview-trans!. tion
situations involving the assistance of an.interpreter. '

a

Onc of the value orientation posed n the Kluckhohn and Strodtbeck

study is one they called the “man-nature” orientation, for -which lhcy

postulated a three-pdint range of variation, namely “subjugation-to-nature’
“harmony-with-nature™. and “mastery-over-nature™. "

, L
. < . ol .
Although considerable argument. can beladvanced as to whether the
latter is fully desirable in the modern world. it i this orientation which i

aimed "at by the teaching of science—the atjitude that what one does to a

system makes a ditference on how the partsjaet (Rowe, 1970).
. 'S

The Kluckhohn and Strodtbeck instrunrent consisted of 22 items which
took about two hours to administer. Two hours was considered- about the
limit of concentration tor interviewer and interviewee. Its success in the
study of values, and its use of posed concrete situations rather than the
use of abstractions, saggested a technique for developing an attitude instru-
ment.

RATIONALE . :

People possess a set of values which is determined by the interaction
between the individual and the natural and*social environment in which the
individual lives. This value oricatation is nmmfublul in the attitude held to
circumstances in daily life. The attitude is given overt” expression by either
verbal statements about choice of acton or by actual choice of behaviour
when situations arrive in daily life.

Although the actual chowe. of action does not always agree with the
verbal expression. the latter is the muost mellLd| wity dVdIldblL to the
rescarcher for .muxnm. -attitudes.

Thé man-nature vatue orientation defined by Kluckhohn and Strodtbeck
(1961) is seen as giving rise to a continuum of attitudes from negative at
one extreme to positive at the other. ' oy

A person holding a positive attitude is defined as a person who believes,
or has faith in the susceptibility of the universe to human nrd;rms. and
understanding (Knubhll 1967-68).

. e
Five objectives Wcrc established to provide the basis for items in the
attitude measure: l ' ,
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1. When faced with a situation in which it is preposed that an.explanation
©of some natural phenomenon be sought. or information gathered about
it through the ‘avenue of observation and_ inyvestigation. the person will
aceepl wobservation and investigatibn as « %mp‘.r and unpnrlaql mclhod
of  seeking such oxplanziion or information: . . )

to

when posed with situations in which it is pmpmud that knowlcdgc of
the environment can be applied to manipulation of the cnvironment for
man’s benait, ‘the person will accept that such manipulation is possible
and may be desirable:

3. when faced with examples of technology, and asked to accept man’s
role in sdeh téchnologyt .o person will accept that such technologics
result front man’s efforts with knowledge gained abput natural phenomena,
and not from some “magical” source unrclated 4o human cffory;

A . . . . . .

47 when faced with-situations in which a cultural model is challenged. .the
person will acegpt that such models Ldn be tested by experiment and
observation. and be willirs to subject the model to such testing:

5. .when faced with a siluulimAn which a cultural model has been challenged
by experiment ot observagidn which has produced evidence which contra-
dicts“or conflicts. with™ie madel. the person will indicate: willingness that
the model should be modified in the light of the evidence.

A person who has a positive attitude is expected to respond to the
majority of items in the instrament in the manner prcscrlbud in the objectives

‘above. A person who has a negative attitude s prccud to respond in

reverse fashion.

THE STAGES IN DEVELOPING THE INSTRUMENT

TMrig‘inul intention was to have cach item stem comsist of -a descrip-
tion of a concrete siteation based on one of the five objectives, followed by

-a question asking for an open ended statement of the rcspondc..nl s position

regarding the statement. The yuestions were to be asked in interview. the
answers recorded on tape. and finally coded for a pmmvc= intermediate of
negative position on a lhru. -point scale.

To this end an original pool of about 40 items was prepared and tried
out in small scale interviews with groups of two to three high school or
teachers’ college students at a time. This trial revealed limitations in-the
open-cnded format, and the item pool was then recast into a three alternative.
multiple choice formalt. with one alternative representing a negative position,
one a positive position. and one intermediate position. the respondents
being asked to choose which of the three alternatives was closest: to their
own idcas.

The following is an udmpk of an item developed for Objective 4.

Some people bmnzht some land on the side of a hill’where there was a
big cave. The people who lived nearby told them they believed gardens

“tshould not be "put on lhc hill because the cave would make the gardens

dic: s
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What do you think they should do?

(a) Go away and never usce the land.

(by Try gardening on the tand 0 see whether the gardéns would grow.

{¢) Ask other people nearby what they thought the cave nllhlll do
to th L.lrdLns o . . .

The items were cast into three forms—Form A of 3(» items. Form B
of 32 items. and Form C consisting of 23 items which w.  common to
both Form ‘A and Form B. These three forms were given a large scale
preliminary trial with- teachers' college and bigh school students in a group

“interview situation, where the questions were read in English to the group,

and the respondents marked their response on an answer sheel,

Analysis of this trial showed that the items were discriminating well
between individual respondents, and open-ended discussion after the instru-
ment administration revealed that the students ‘were strongly of the opinion
that uneducated villagers would select the negative responsces.

The three forms were then trang®ted into Pidgin, and a major ficld’
trial conducted on a sample of fourth vear high school students and illiterate
plantation and town labourers. The students were interviewed in English
and the labourers in Pidgin. the'interviews béing conducted in face to face
situations. » ™

N < .

The final form was translated into Raiape Enga and Hiri Motu versions.

to be used with the English and PId"In forms in a major rescarch trial,

RESULTS OF ANALYSES OF '@E PRELIMINARY TRIALS

As the instrument Was o be used in major comparaltiv. rcxcur‘ch the

~aim was to develop a unitary scale of high reliability. In the first large

group trial with Teachers” College and high school students. coeflicient dlphdS
were obtained of 0.61 on Form A. 0.79 on Form B. and 0.60 on Form C.
These values were considered very encouraging. as the sample represented a
restricted. top of the range sample. lacking illiterate villagers. The Form C
consisted only of 23 items. expected to be about the same number as the

finalized form.

fr the major preliminary trial. the prediction borne out by the group
trial was realized. with a coeflicient alpha of 0.92 for Form A, 0.90-for
Form B. and 0.8% for Form C. An inter-interviewer correlation of 0.95.
significant at the (.01 level. was obtained between scores obtained on half
interviews conducted by one interviewer and the other half conducted by a
second interviewer. indicating lttle crror duc to different interviewers.

From the items in Form A and Form B. 26 itecms were sclected on the
basis of the highest correlation between the item score and the total score,
using Form C as a maoderator en the wmmnn items. -

The wording of the final items amd the Pidgin translation were improved
on the basis of the expericnced gained during the trials, and then both
versions were given to .mn’»l.nnrs to _produce a Hiri Mot and a Raiapo
Eaga-version.
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‘THE MAIN F!EI,D_TRIAI.—A COMPARATIVE STUDY

Technique of Interview

The next stage was to conduct a major wmp.lrdun study on a hroead
spectrum sample. o give the attitude seale a major ficld test under the
rescarch conditions for which it was designed. One hundred and ten sabjects
were interviewed twice. about siv weeks apirt. under face o face conditions
using interpreters where the Papua New Guinca language vensipns were
administered. Each story: fornung the item stem was read .LJ\ tewsce, and
the respondent asked to sclect'which altzrative was closest [0%the ‘way he
or she would think or act in the sanie circenntances. the answdérs were
recorded on tape. and at the sime time coded on to a data sheet. Each
item was followed by open-ended discussion which was also recorded on
tape. The students were also ashed to predict what answers they thought
their vitlage counterparts would give. The time fuken fn%j]c interviews
turned out to be approximately the sanie as e the Kluckhohn™Ad Strodibeck
(1961 study. ranging from about 1! hougs to two hoeurs in Jength.

The Sample and Conditions of Interview =

Most research in Papua New Guinea has been of the focussed type.
concentrating on a small section Qf the papulation. usually a single cthnic
group or single class of cducated Papua New Guincans. Although focussed
studics provide valuable research information. broad studies are also necded. -
As Mead (1968) points ont. much of the anthropological haterial available
is too particular td¢ be of much help. with its mass of detail on kinship
patterns and refated behaviours. The comparative study usine the “Environ-
mental Phenomena Attitude Scale™ was deliherately aimed at a wide repre-
sentative sample to obtain more generalizable results of value to the educator,

The multipijcity  of languages and the interview  format unplmmg
interpreters with Ianilcmlg .\ub|u.l.s inherent communication and Luu_rdphual
difficultics. the high  cost from personal funds and the need to complete two
ddmmmrdmms between May and  October te avoid conflict with final
examinations in the schods, imposcd’ restrictions on the size of the sample.,

Schools were selected because th.v had cnough’ Fnrm 3 and Form 4
students speaking a single language who could be matched for comparison ’
purposes by an equivalent group of about the same age, speaking the same
language. but with three years of primary or four vears of vernacular literacy
schooling or fess, Sllb]CLlS ‘were sclected from the Western Highlands and
Chimbu Districts. representing the highland dimension, and’ from Madang.
Central and Gulf Districts representing the coastal dimension. The' sample
structure by subject’s language and degree of fnrmdl cducation is given
in Table 1. :

English of Pidgin was used for interviewing the high school students,

while their villager counterparts were interviewed in Pidgin, Hiri Mota or

Enga. as appropriate to the region,
h 111
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TaBLE 1. Sumple Smumre Fuce to Face Interviews, Yeurs of Schooling
h ]

- and language u/ Interview
Years, Formil Lunguage of 1aterview
S(-'huoling © Engl. Pidgin  Hiri ‘Motu  Enga Tutal
L x3 [__ga & W, - e N
High School 10° 47 10 0 0 57
© Studenty 9: 2 3 0 <« 0 5
* 4 (Vernacular) 0 L2 0 0 2
Mnimally  2-3 (Primary) 0 10 5 2 17
Educated 1-2 (Primary) 0 7 1 2 10 .
Subjects Nil . 0 5 2 12 19
: 8 16 110

al 49 37
- SubjectS Ta& defined as urban if their schobl or place of abode and
work was-in a gecognized town or city. and rurdl if it was far enbugh away
“from a town or city to make easy and regilr access dlfheult arz] infrequent.

" Random, selection was used wherever possible but the subject pool
was often only just large enough to provide the number of subjects required.
It ‘was also aimed to kec.p the cells of the design as close to equal as possrble
but this also proved an impossibility because -of the difficulties encountered.

A team of interviewers and interpreters was needed to cope with the
sample. with different interviewers having to be used in the different regions.
with the researcher acting as a common factor throughout. Training of
interviewer:nh}be standard procedures to be adopted was done using tapes
from the prelinfinary trial interviews. pracnce sessions of dummy interviews.
yrd wherever possnble having the-interviewer observe at least one actual
interview in progress. In most cases where interpreters were used. an assistant
was also present who spoke the language aiid acted as a check interpreter.

A number of difficulties were. encountered in obtdmmLr minimally -
edueated subjects for the sample. Many péople who were approached were
not willing to be interviewed. particularly when names were asked for. Ndmes
were negded tu identify subjects for the retest intgrviews. In Port-Moresby.,
frlcm;;e(ween high school students and their counterparts who had dropped " :
olt “ef school created difficulties in establishing contact and persuading -
minimally educated subjects to be interviewed. In Kerema and Huia. the
drift of young people who had left early in their primary school years to
Port Moresby reduced the number of available subjects.

Conditions of interviewing for the students were mdmtamed fairly
uniformly. with’ vacant classrooms or offices.being made available, but it -
was not always possit!z to control conditions for the village mterwews
situations allowmg for maximum rapport being aimed at. Where interviews
were conducted in the open. friends and passers- l;y were almost invariably
-present.. and attempts to prevent their being present usually resulted in a
turmoil which was more disturbing to the interviewee. Girls provided a major

**  difficulty in their reluctance to be mterwewed and their soft-voiced, responses
were difficult to hear and record.

Processmg of Data

Coded computer answer sheets wére processed by an:IBM 1230 machine, —
and a CDC 6600 computer at Florida State University.” using pronrammes
prepared for and written by the r&sedrcher
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Results of Instrument Analyses .. *

In the first round™of interviews. the dlsmhutlon pattern illystrated in
Figure | was obtained and thg coeflicient alpha obtained was 0.84. The retést
round d|phd was (.89. These reliability coeflicients were high enough to give
confidence in comparisons between means. . :

- - A S
FiGere 1. Distribution of scores for srud('nts\wul nummu//) educated subjects
in the first round. of face to fuce interviews.

-

o .
a4 204 } STUDENTS
b= .
o2 " *
- = /
w i /
O Z ihq
o e . MINIMALLY EDUCATED /
& ~ /
[ 1) -4 .
O ~,
g ? : N
& 53 / \
/ -
o e &
¥ . 1 T T T T T T T T T— 1
\ 3 ¢ ¢ 2 3 & 5 8 8 8,8 r 2 R
5 2 2 ¢-¢2 3 8 8 3 & 5 R R R

t

A split-half reliability analysis carried out on a sub-sample of 13 subjects
where one half of the interview was conducted by the researcher and the other
half by a sccond interviewer. gave a split-half reliability of 0.80 (Nunnally,
1967. p. 194). This value reinforcéd the preliminary round conclusion that
error due to different interviewers had -little cffect.

. Retest reliability. obtained by correlating the second -round scores with
the first round scores was 0.77. significant at 0.01. However. there was a small.
statistically significant increas:: in mean between the first and retest adminis-
trations, . probably attributable to a retest effect. The six wecks between

,admlmstratlons was much shorter than the six months or more recommcnded

by Nunnally (1967) for retest rcliability trials.

Results of C ompdratlve Studies , ‘

The comparative study embodied in the main crial sought to seek
information about the attitudes held. as measured by the Envnronmental :
Phenomena Attitude Scale, by students and their minimally educated counter-
parts. The results of this* comparison provide evidence for the construct
validity of the instrument.. As defined by Cronbach (1971). a construct is a
deliberate creation chosen to organize —experience into general, lawlike
statements. Construct validity cannot be established in a single study, but
in this study a result compatible with the model from which the construct

~was derived provndes the fi~st piece of evidence in suppoit.

. . 113
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he construct “attitude towards investigation. control and manipulafioﬁ
it’/d;ural ‘phenomena™ was postulated. The cumulative evidence from the
search ‘of anthropologists suggests that if the formal school system is in ~
any way succeeding in its objectives: fhe scores of villagers who lick formal
schooling should be much lower, on the scale than lhose of high school
studcnls

. .

- I is not being suggested that any difference between the two groups
can be attributed to science teaching alone. but it is assumed that because
of the special nature of science and its demands on students, that studying
science would thC made a significant Lonlrlbuuon to such a difference.

Ina2 x 2 x 2 andlysls Qf variance desu_n used to test <ducation.
. regional and life-style effects. the Fesults obtained gave a major significant
; difference between the student and villager- means. but no significant dif-
ferences for the urbdn-rural or the highland-coastal effects. The results are
“summarized in Table 2 for the. followmn null hypotheses: A
1 'Educauonal Effect (E)
- Ho: there is no difference between the mean scores on the Environ-
’ mental Phénomena Attitude Scale gained by the sample of high
schpol student:,.md by the mmlmally cducaled SUbJCClS.
Re-nonal Effecl (R)
Ho: there is no difference l.2tween the mean scores on the Environ-.
mental Phenomena Attitude Scale gained by the LOd.sldl subJEC’t’s-—
and the highland subjects:
3. .Urban-Rural Effect (H)
Ho: there is no diference between the mean scores on the Environ-
mental Phenomena Attitude Scale gained by the urban subjects and
the rural subjects. '

[ §

t2

-

Hypotheses on the interactions werd not investigated as they were not

considered meaningful to this study. .
I'he. analysis model was as follows:
~. . LYy -M4+ R 4+ E +S+Rf'+9E-——R§+ER9+ERROR
Tasre 2. Face to qu' Initerviews Analysis of Variance
: Means - ' Couastal (R1) < Highlund (R2)
N - Sludents 69.2  Min. Fducaled 55.6 - A
110 Coaslal 63.9 Highland 62.9 ’
) Urban 622 Rural ° 644  Urbhan Rural Urban Rural
Grand 633 - (Hl) (H2) (Hl) (H2)
Studems 1E1) Cell Sample Size - 17 13 .13
. : Mean 68.6 69.2 70.2
Standard  Deviation 4.9 24 27
Minimally. [idm-zuml Cell Sample Size 12 4 15
(E2) Mean . 54.3 '56.3 54.5
. Standard Devialion 4.7 3.9 7.9
Variable  Swm Sq. ~ df F Crit, F p o F E
R . : 6.79 17102 - — 0.27 0.00
E 3945.11 17102 11.76 0.001 - 157.71 0.78
H 26.98 17102 - — 1.08 0.00
RE 0.01 - ) . . .
HE 4265 : .
" HR 0.00 : *
A EHK . 1288 . .
Frror 255.1.50 .
114 .
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The dnfermw belwun the student- and “minimally educated mean of
13.6 gave an. F ratio’ of 19741 and an cpsilon (E) of 0.78 (Cohen. 1965.
p- 105). Epsilon is a statistic providing a universal measure of relauonship.
used with analysis of variance designs. where degrees of freedom. instéad of
“numbers of subjects are used to LdlLUldlC’ sources of variance (Nunnally.
1967. p. 136).

.The high epillon shows a vuy strong relationship between scores obtained
! the scale 4nd membership of the student or villager group. which shows-
p very .well"in the bimodal distribution illustrated in Figure: 1.

Figure 2 gives plols of means for the three main effects. The major
significant ditference bétween student «and villagers is clearly shown in the
top pair. as are the small non- slumhuanl differences for the other effects
in the lower two plots.

Male-female effect was also investigated by recasting the analysis of
variance design. but only a small. non-gignificant difference was found
between the means of the scores for males and females. =,

hd

The strong education effect is in the direction prcdi)cled from the model
used to develop the construct. and is thercfore considered supportive evidence
for construct validity. ]

. F1Gure 2. Plot of means given in 'I'abla@nr analysis of variunce in Model

2 Fducation. Regional and Urban-Rural Fffects.

. The Predictions : .

The predictions made by students as o the answers expected of their
minimally educated village counterparts were also analyzed and compared
with their own scores. and scorbs actually obtalmd by lhc villager sample.
using T-tests. S

H

‘

The two null hypolhexu lulcd were:

I. Ho: there is no difTerence bclw;Ln the mean of sccres predlued
by the students for minimally educated subjects and the mean of
scores actually obtained by them.

2 Ho..\lhcre is no difference between the mean of scores obtained by
the students on the Environmental Phenomena Attitude Scale and
the mean of the scores prLdlUtd by the students for uneducated

" people. :

The first hypothesis was tested by a “F-test appropriate for the difference
between two means with different variances (Yanianc. 1964) and a t-ratio
of 18-78. signfiicant at the 0.00} level. obtained. A Pearson product moment
correlation between the student scores ‘and their predictions of .—0:26.
significant at the 0.05 level. was obldlmd These results are summarized in
Table 3 and Figure 4.

© The significant negative corrclation indicates that there was a distinct
tendency for students scoring high on the scale to predict scores lower on
the range than predictions made by students- scoring lower. The open- -ended
follow-up dlsuusslon ermILd that the students in gencral held & wvery

1ns
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patronizing view of the attitudes held by their village: counterparts and
attributed the difference to villager ignorance through' not having been to
school and not having studied science.

Tasre 3. Comparison of Student Predictions with Own Scores

Student Scores ' Number in Sample 59 . \
) Mean - 69.2 r —0.26
: Standard Deviation 3.9 P <005
Predictions Number in Sample 59
Mean : " 47.6 e 0.07 -
. , Standard Deviation 8.0
A *—Ratio 1%.78. Degrees of Freedom (}) 85, Critical t 3.43, P <0.001

FIGURE 3. Plot of nreans of actual scores obtained by students and the means
of predictions, coastal and highland students.

TABII 4. Comparison of Predictions with Scores of Minimally. FEducated

“ - Subjects.
Minimally Educated Numbér in Sample 48 .
Mean © 556 rpb .51 |
’ . Standard Deviation | 6.0 P <0.01
¢ . Predictions Number in Sample 59
Mean . 47.6 rpb® 0.26
Standard Deviation 8.0

t—Ration 5.88. Degrees of Freedom (}) 129. Critical t+ 3.29. P<0.001 " -

FiGure 4. Plot. df means of actual scores obtained by minimally educated
subjects and means of -predictions made by students, coastal and _h[ghlund.

The t-ratio obtained for the. second case was 5.88. with calculated:

degrees of freedom 129 (Yamane, 1964) - significant at the 0.001 level. and -

o the hull hypothesis was rejected. The point blsendl correlation obtained from

the t-ratio (Cohen. 1965. p. 104) was 0.51. indicating about 26 per cent of

the variance being asseciated with sample membership and the scores. The

resultls are summarized inv Table 4 and Figure 4. This ditference is not
nearly sd strong as the gap predicted by the students.

CONCLUSIONS ]

"The pilot study shows that it is possible to develop an instrument which
will produce scores at a high level of rehdblhly in a cross-cultural. multi-
lingual broad-spectrum sdmple situation in Papua New Guinea. The results |
are consistent with the rationale for developing the instrument and indicat
that a strong difference in altitude towards invesligation, cont: | and manipu-

< lation of natural phenomena. as measured by the environmental attitude scale.
occurs between 3rd and 4th year high schools and their counterparts of about
the same age. speaking lhe same language, but with minimal formal schooling.

This 'difference is pervaswe and umform across regional boundaries and
in towns and rural centres. and in both sexes, there being no significant
«lifferences in the highland-coastal, urban-rural or -male-female dimensions.

Open-ended discussion indicates that science teaching ifi the schools
is having an important effect on the differences in attitudes between the
products of formal schooling and those with little or no %hoohng In fact
it appears thal lhere has been a sound degree of success in achieving the
affective-domain aims of the science syllabus.
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Students patronisingly sce themselves as a race apart from their village
_counterpart and attribute- this difference to schooling. although' the actual
“difference does not appear to bg as greal as prgdluu,d_h_v'. thg students.

The question raised by any attitude study is to what degree the answers

: rgdlly retlect the true kdln"\ of_the respondents. rather than a pgrupuon of

what they: think the researcher” wants. Pv;ry precaution was taken in this
study. in the way the items were framed. in the administration and the open-
ended discussion to detect any such deliberate attempt. and no evidence of
any such efforts were detected. It it does exist 1t must do so on a4 massive
scale. because, of the consistency of the results.”

The instrument nevertheless has obtained only verbal ruponsg and
whether a person’s-actual course of action, when rgdlly faced with a situation,

would be the same as his stated intentions. is another issue. However. °

verbalized statement of attitude -has some value. -and if pervasive. can have
important effects on courses of action. ’ -

Coneern has-often been cxpressed at the gap that formal schooling in

developing countries creates between the clite product of the schools “and
the people left behind in the villages. There is a current campaign in Papua
New Guinea’s schools to promote interest in local culture and programmes
of “community living™, in un attempt to relate education to the needs of
the country.
w This study provides one measure that indicaies that in etfect the gap is
a strong and réal one in the area of attitude to tie environment. This could
lead to tension. and calls for a major rethinking about schools. their curricula.
and their functions in Papua New Guinea society. : .
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- efforts of those administrators and ecducators who have worke

. ‘ ) a
A RELEVANT TECHNICAL EDUCATION

P. M. PYERS, A.R.M.LT.,
Headmuaster, Goroka Technical School, PNG.

y
~As the man made sectors of human cnvironments grow in importance,
technology, rather than bun;, merely an activity of man, partakes more and

morc of the nature of man”
®

It would be wrong to uccept that the criteria for .mcssmg social and
technological well-being in a western country should be used in Papla New
Guinea. This is the basis of our problem in trying to assess what the future
here might be. We have imposed a system of existence (we know it ds
;ommercialism — commmed to ¢cconomic growth) on the population of this
sountry for which they did not elect. Indeed in our eyes no clection, no
alternative, exists. This is the way.

)
_The Australian Administration has endeavoured to impose here a system
of government, commercial management, social welfare and technology which
in fact is quite foreign ta indigenous culture. We have a police force, a

-chamber of commerce, an clectricity authority, a returned services club and

even an apprenticeship board, just like we have back home.

-
I do’ not mcan to be flippant and-this is not to denigrate qr belittle the

:}%O hard for
progress herc. What could we do but what we knew, and what could we
teach but what we knew to be “betrer” and what we “knew” would work. The
achievements in changing social organization and educatién in this country,
in the last few ycars at lcast, have been mammoth in relation to expendifure.
My point ig that we should not now be surprised that the sort of fccdback
and statistics we are receiving as to the success of qur operations are not ifr
keeping with what we expect in the Australian or Webtern model.

Now that Papua New Guinca has the' opportunity, and a measure of
background. to identify itself and to scc what its nerds are, then perhaps we
will sce a bredkaway from some of the forms of’ orz,..nisution whic‘h now cxist.‘

The country is commlmd to, ch.mgc and that change is running in the
direction of Western materialism. Our dilemma is how much change in’ this
direction is likely to occur and how quickly is it likely to také place. . Do we
face an increase in economic activity or do we face a leveljing off or. even

“a rngressnon" . tos

We should all be aware that growth and progress in the gencrally
accepted sense arc Wery closely linked to economic plannmg and political
expediency. The demand for skilled manpower and thus the training of such
manpower must be based on predictions, and predicting at this time is.a
hazardous game. It remains a fact however that high level and skilled man- |
power, technical education must be geared to the foture necds of the economy-

..and the overall capacity of the government to supportit. * R
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“A simple systems approich to training and economic development has
been outlined in figure | which illustrates manpower production based on

co-operation and good communication between education, training (A),

industry (B), Government ministeries (D). professional institutions and trade

+ unions (C'y. Manpower when produced by this process is of no use unless

effectively used by sound management (E) with development plans (F) to
produce overall natiodal cconomic development (G) .2 :

’ » th
Input frum - .. . Reprasents hiuson and co-uperation with

schools A systemsapprosch to M prodi good communication
' o e .= 9 The economic development circuit route
A 9 8
rEdu;anon Sandwich Cuurses Teaning in
Busic Science Day ralease or Industry for .
with technology | tlock refesse productiun G Output tur Nanional
in 4t schools Teaming of ‘ objectives
; teacher .| Knowledge, skills, instructorns and €
ranng attitudes, character | trmming offioses National Economic
Development
[} Manpower and Educational
Manpowaer Requlations . planning Market Research
surveys ———— — — = = —— ~— = = o Trade and Commerce
reements
g Fndhn:k - targets -
Rates of pay and national resolve T
l Safaty and determinatiun I
I
o M':"""V of C The Hlow 10 this circuit 15 restricted by
abour 1. A rapidily increasing pepulation, I
Minstry of Tests of Trade ns 2. mounting unemployment, "
industry Proficiancy ! unie 3. Soctal or pohiical instathhty, I
| Teain, P . 4. poar bauc educqtion, |
Boards 9 Standards mstitutions 5. lack of proper training 1n \ndustey,
of work 6. low standard of nutriian or health ‘
- Legistanion . |
impection = ‘ I
Output of1tained people N I
“ ~ and pireaquisites for
g industralb production |
] .
E [Management F
Deveigprment in
Men (fuity trained) cach sector of
Machines . Local wndustry and
. e e — e e s —— ] agriculiure
Maranals Innovations obyectives vanfrastructure |
Money Rnlummq far new procanses and
maciviees

[RIFTR

“To wmplctc the system there must be fecdback. from (G) to (A), (B),
(C) and (D) so that training at all levels is suited to, and controlled by, the
aceds, either local or national.

The feedback will-help to ensure that education and training programmes
prepare for the rapidly changing job market and give them the necessary
skills, knowledge and attitudes to profit from further on-the-job training.

This is particularly important in the developing countrics where it has
been found that-only ibout 50 per cent of the people with a vocational
cducation .lctu.llly fill jobs for which they were prepared. *

What is so often lacking, particularly in the developing countries, is
effective communication and co-operation: between the groups (A), (B),
(C) and (D) in the dagram. Fach one should be in close liaison with the
other three. '

In the developing countries (A) if often given undue financial support'

and priority in the mistaken belicf that technical education by itself can
producc traincd manpower. and will automatically increase the industrial
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-and cconomy.

© *This figure was just ‘bely -

«

.v . .
. . V.Yl ‘/‘l[/. ¥} P .. . .
development and prog! y e o Natit " a condition for industrial

development is mistaked' - it the 10 Technicy] wgycation is o pecessany,
but not-a sufficien:, ‘B ). () "-\\lcm- M“npowcr is produced by, co-
operation between (A )( ) ana D)+ PUUthe guiput must go through
the process denoted by . 1)

e )
I would like to sugk"’;‘ |u"kcd a Meds 10 the ficlg of technicy] education
for Papua New Guing 2 In (iree Seharage greas; )
(a1 the tertiary or prok OF ghe eNEInger yrehitect, syrveyor and
accountant 4 Of the ‘ )
o ,
(b) the skilled manpows® A Jing the Lpy qesmant
. & A\
w]lﬁr and n“t‘wly L‘J<“‘-illcd primary and sccondary
© AN urbah Squger,

aigh area

(¢) the general public i";

leavers. the villag Y ey
Democratically, | 5“0“1 im\p‘:,n\:’ th he 20¢ral pyblic tirst and it js my
opinion that this is the ”’f)‘\;‘,ﬂlfié,- s:nl arets M the ghgolute senge, however
education in dcvclnping,‘“ order o "}iclimt‘*, lag to peverse the scemingly
natural order of things¢ in G jp with the pressing needs of time

ol Tevely
. Technical educatj o, © |;; C-\,pit;l\l.‘ﬂ the MOSUexpendive of the cducation
categories. It requirey |“$\h ¢/ Dhic Sed equiPMent ynd facilitics, specialist
stafl and, residually. thi 27 yre on n;\‘nunllﬁi‘l‘““n of such facilities and staff
leading to increased ex ¢t ’!;J In thQQ(\nlﬂ“’d“t'(\n and travel. These factors
scem to have been fo 27 chyjeq) Mining ‘h_e situation existent in most .,
developing countries, ¢i*) 57 Cdyention iy the einderella ynd usually
remains so almost to th¢? ¥ for PN
O/ at G, 1972 ang 1973,
Tertiary Level Technic) * _Q,,cmo.:
. . 20Uy
] bcllicvc it wnuld'b ‘:;1’“\;m \_}n chs}{mo that ¢xpangion in_mining,
cxploration and surve y Y (08 the I dgnificanly increase the need for .
higher technical cducati"“", ot . ki oard- ‘l_ Would be @ safer gpeculation
to predict a general le v ‘“,( grn\v[h“"ds of tconemic aclivity or at least a
slowing down of the gt © and S Lo be gjscernible within the
next few vears. "

Q

U laehn:
, et technge L .

The need for hig) “'}V'(Cc.‘!mol\f*” cd”“'l;;‘n wag réeognised with the
opening of the Instituge . thy ﬁclg.\x now ,‘ ¢ University of Technology,
in Lae. Courses there # u“' at gy S of EngiNecring Architectyre, Survey

and Commerce. Courst’ feriar Professional yng gybprofessional levels.

It should be noted ‘hi'lnur;,;‘(i\\ lev¢ cdUCation iy carried oyt in Agri-
culture at the Vudal Q.E(lcu loyg, X ege. NEW Britain and forestry studies
at the Forestry Schm)ll'3 U e Ugeems thy moves o ralionaliSQ the
facilitics of these institg!® \n\t tin\c“ hindered by the facts of history, (they
were cstablished at digft’ " Seographys and the Very divergence of
the studies undertaken, ailivies .

This rationalisaticf q) },{ighcr thr these INstitutions is nO doubt being
considered by the oflicy ‘h' MG of ’-‘lugmlo"- It is doubtful that a country
of the size of PN.G. qt?'"™ s geveloPment ¢y afford two separate
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: -
universitics (one on i dual campus now that Goroka Teachers College is to

be part of U.P.N.G.) let alone At osseparate Agricultural and a scparate
Forestry institute.

It is difficult to predict when these institutions will begin to cater for
the existing need for high level technologist but it is well to be aware of

the dang,t.rs of overproducing. I am predicting and speculating as to cconomic ™

and industrial growth but ‘it scems there will be places for many yaars.
Producing graduates is one thing — it’s a start — but, as cven the developed
countries have come to realise. there is no substitute for the real thing of
the work situation and only the years will produce the experieneed, confident
technologists to make the nation truly independent.

The need for the preservation of national heritage and cultural identity
has not cscaped attention at the University of Papua New Guinca and this
has been supported by the establishment of a Centre for Creative Arts,vat the
University.  The Creative Arts Centre seems primarily concerned  with
traditional or primitive art and' with the preservation of historic Cl}lﬁ‘rdl-

material. The attempt to push young artists, already subjected R\schoomg
and other Wutcrnmpg influences into: r;producmg traditional images has
resulted in Art in P.N.G. becoming something of a frecak show. The centre
seems lesser concerned with the broader development of Art and Design for
contemporary Papua New Guinca: And here 1 refer particularly to the ficlds
of environmental. industrial and interior design. *

With the cmerging new life stvle, the proliferation of machincry and
gadgetry. the flood of information and the accelerated rate of technologic 4l
chanm. planned environmental design should not be left to the hopeful good
intcnt" of commercial interests or the unco-ordinated cfforts of architects and
accountants. A separate study in this ficld should be established as soon as
possible and the University of Technology scems the best venue. This of
course will need 8 be supported by job opportunitics for graduates in a
- Ministry for the Environment or similar body — and legislative backing.

+ Skilled Manpowcr—'l‘rqdcsman. Technical Education

“The literate person has learned how to learn and this ability is trans-
ferred to other skills: he is familiar with various modes of communication and

has acquired his literacy through the use of several cognitive and motor skills

such ag reading and writing,"™

I 3

Given the above and the fact that most students enter secondary school
just that little too phV\I(,d“V immature for heavy manual work the Department
of Education has since 1968 operated a system known as the “Two-two
System”. The first two years at sccondary schools are designed as a unit

aimed at fitting those who terminate their studies at this stage for low or .

medium level occupations in the urban structure. Of those who qualify for
two further vears of cducation and the School Certificate about twenty
percent are offered the opportunity of transferring to Technical Schools or
“ h%wc been alarmed to learn that the National Cultural Council of P.N.G. has us its
members officers of the Creative Arts Centr2 of U.PN.G. and that the Centre is a
major beneficiary of the Council.(!)

I“)“)
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Colleges where they zan attain their School Certificate with accreditation in”
the core academic subjects GF English, Maths and Scienee and Social Science
» with two units of cither Building or Mechanical Trades Technology.

One of the practical drawbacks to the scheme, from*un operational®
point of view, was that traditwonally minded headniasters of sceondary schools
jealously retained their better students and used the Technical Schoois as a
bogey fop those slacKing in their studics and as a dump for the educational
non-conformists or disciplinary problems. My most unpleasant memories as

~u headmaster of a Technical School ard associated with “remittanee men™
from high schools, '

Credits used to be given toward trade certitication by way of a year off
the apprenticeship indentureship and this did ditract a larger number of
better students to the technical indtitutions because the students saw that

—they were incremsing their runge of options,
s .
When a certain amount of cmiployment scarcity came about 1971-72
and employers could atford to be more chodsey it became obvious that the
lirger enterprises preferred o take their apprentices from the high s hools,
ey could keep theny indentured for o longer period (cheaper labour) and
train them their own way for their own specific needs. In' 1972, 4077 of all
apprentices indentured were from secondary schools, LT
1
The eredits were subsequently dropped and on the  limited figures
avaituble for 1973 gruduates. indications arc that whilst the percentage has
marginally increased there remaine o large percentage of graduates from
technical institutions who have to nnd work in other tickls and a high per-
centage of high school graduites going into trades. . .
Included in the information gathered to support this paper was a reply
from Kennecott Pacitic a subsidiary of the giant international mining explora-
Lo %k .

. tion cnterprise.

“The popular myth that technical and commereial skills can be acquired
with .« minimum of brainpower is obviously still perpetuated in the academic
minds of some High School Teachers and others not only here but the world.
LOVCT. - ~ o

Until the entire concept of running technical and commercial training
paralicl to four normal high school curricutlum subjects (i.e. English, Maths,
Science and usually Social Studies) is scrapped then it is evident that cither
the academic or the technical, commercial subjects will suffer. Since it 4is
imperative that the goal of the School Certiticate be achieved, it is therefore
usually the technical, commercial training that is skimped on to the detriment
of th- would be tradesman.™ ,

Late in 1973 the Committee of Technical Education (i sub-committec

of the National Education Board) wrote to the Governing bodies of technical
institutions requesting suggestions about possible changes to syllabuses-and

“I am grateful 1o M, Grahame Bowden., of Goroka Technical Cuollege: the fifures and
husic information he has cathered have been the basis of mach of this paper. :
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administration arrangements for courses. The folowing is o passage of the
submission: I made on behalt of Goroka  Technical Schoobs Board of
Governors at that time.

“Because we at Goroka ‘Tech, are primarily coneerned with Contindous
Training, T will congentrate most of my comments on that arca. However
before doing so et me point cut that we see it that the basic premise for this
type of training is the assumption that a great proportion of the graduates
will tind their way into trade fevel, technological occupations. This has been,
and, it seems, will continue to be pre-vocational type training with progression
through the apprenticeship system to trade certitication. This premise secms
to be based on an even carlier conqcﬂ that the apprenticeship training of the
oid European variety is still the best' way of producing the kind of technologists
required by Papua New Guinca. It scems.those of us engaged withy continuous
training programmes. are endeavouring to produce graduates suitable for
indenturing into trade oceupations in Australia because we have imgosed an
Austratian mode apprenticeshss system on this economy. )

I personafly believe that this system is wrong for P.N.G. in that it is
far too intlexible, especially in that it commits young men to once trade arca,
with one employer for a period of up to four or five years at a time of life
when these young men are incapable of making adcquate choices about
their future. :

Indigenous employers have aircady shown a reluctance to take on
apprentices -under the current system. A madule system of trade competence
accreditation based on work experience and assessment by some authoritative
body (such 15 the Apprenticeship Board) would be much more viable here.
Such a syst. . could certiticate tradesmen in four, five or fifty years and necd
not align itsclf wiih any forcign and confusing categorizing of trades fromh

“ather places, c.g. fitter/welder; plumber/welder;  steel fabricator /welder;

sheetmetal worker”*

It would scem however that whatever the “after school’ training will be,
the role of the schools and colleges will be tied directly to it. T dispute that
this is a wholly good thing. Emplovers have been quick to show us that
they prefer to do their own specialist training (e.g. their preference for High
Schoot graduates whom they could Keep for anextra year under the old
credits system). Maybe we should be going back to teaching @ more basic
technology bascd on problem solving with materials and containing clements
of applicd physies, applicd maths, trade communication and commerce with a
heavy emphasis on the need for on the job project experichce and the
inculcation of good work attitudes and habits.

Whatever form our pre-vocational cducation takes one thing is for
certain and that it that it must be a jobh choice decision and more particularly
a post secondary school decision, The situation at present with our highly
capitalised technical institutions competing with High schools is economically
bad and wasteful of resources both human and material:

I believe there were only two persons appreniiced to indigenoas employers in 1972,
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With the withdrawal of our Technicat Schools and®Colleges from the
‘School Certificate Stakes’ these institutions could be given a wider and more
tiexible bricf: they could hecome centres of technological innovation in their
regions and offer a broader service to the community as well as be a source
of basically trained, work oriented personnel for technical occupations. |
believe it is high time that we in Technical Education started sctting the puce
and.stopped relying on private industry and commercial employers to tell us
what to do and how to do it. For what I have in mind there may be a need
for a deal of liaison and co-operation with the Department of Business
Development (nee Trade and Industry) but at the moment 1 doubt that
Department’s capacity 1o do much more than send itself impotent memuos
and transfer accountants from one centre to dnother.

P am suggesting that our Technieal Institutions become farge scule or
£ giant vocational centres with entry at post secondary levet (not ali trades need
a Form 1V professionally staffed and properly financed.

The point could be made that we could miss this pre-vocational step
altogether and use the schools: colleges for block courses — in service training,
only. But we arc already catering for this work and continuous training as
well — thus many of our facilities would be wasted. I believe that in order
lo make optimum use of v~ facilities and the nation’s resources we should
be re-orienting our sehools and colleges to the . pe of operation outlined
above. -

I realiSe that what 1 have suggested is broad in coneept and is not
immediately possibie: it ignores many details and logistic considerations but
[ sincerely believe that this-is the way we should be going and the sooner we

correct course the better.

The P.ET.T. courses outlined in Td 24/73 seem to be a step in the
right dircction.”

(P.ET.T. — Pre- Employment Technical Training — 6 to 12 months
intensive pre-employment training — post Form 4.) . :

It is gratifying to learn that the cyrrently proposed five year plan for

/7 the Education Department inctudes prlovision for prevocitional technical

cducation to ke post secondary and that the proposals for syllabuses arc wider

and more flexible. Current technical cducation syllabuses at Form 3 and

Form 4 level scem 1o ignore the Eight Point Plan and the need for a home
grown product.

. It is also interesting to note in the five year plan provision for the
possibility of cstablishing something of the nature of a National Service pro-’
gramme for High School graduates to carry out community work and that
participation in such work would be a pre-requisite to further study beyond
the Form 4 hurdle.

Technical Colleges would scem to be the obvious. strategic locations
for these forces for communat good. *(The accommodation facilitics released
by the non.pursuit of the School Certificate could be used.) The Colleges are
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. .
alrcady cquipped with highly valuable cquipment and trained trade stall.
However the cquipment items they include would have to come out of
the showpicee demonstriation rofe "they now occupy and become working,
carning asscts at well. Many existing technical college instructors would need
to throw away their dust coats and fectures and roll up their sleeves again;
they would need to adopt a more flexible role in line with the Eight Point
Plan’s requirements.

(1 have tried to hive built in Goroka-an assembiy/recreation hall
designed with indigenous materials but the European trades staff would not
touch it, using the excuse that the work is not in the syllabus! Also the
submission went four times to the tocal Building Board before they relaxed
their insistence on i steel frame.) :

| see that the National Service scheme could be the basis of a scheme to
re-oricnt the thinking of tertiary students back towards the needs of the people
through grass roots contact at the rural/pedestrian level. But it needs to be
a big thing, well organised and well run. Any half hearted cfforts such as
running it entircly through District Co-ordinating Committecs, as has been
suggested, will risk disaster and a reverse cffect to whattis intended.

I feel that if, as the proposal prmc‘cts, entry to the National Service is
for Form 4 graduates only then the dangers of the use of the Service as some
sort of political tool to appease the uncmployed should be minimised. If the
Scrvice gets off the ground then there will be pressure in this regard and
such a move should be watched very-carefully. There are ample examples in
the African scene “— notably the scandal of the Workers Brigade of Kwane
Nkrumah in Ghana, pointing to the dangers of such schemes.

The a‘enerul Public

#Objects in a primitive cnvironment are personalised and tied to the whole
of man’s existence by religion and.ritual as well as possession and usc,
Owncrship, purpose, function, form and decoration are all onc. The pro-
lifcration of mass produced goods of forcign material for forcign uscs has
disrupted the traditional man-object relationship in Papua New Guinca. The
imposition of the commercial system and its associated materialist philosophy
and attendant technology have furter contributed to this alicnation of the

people from their surroundings.

Education in the technology of modern living has been virtually non
existent yet forcigners arc always incensed or amused at any incongruous
use of foreign materials or objects. What should we ¢xpect given the facts?

The teaching of academic, sﬁbjccts, English, Maths, Science, Social

Scicnce or History has always taken precedence in our schools in the

expectancy that a better way of life would somchow, maglcally follow. Most
graduates from sccondary schools find themselvés projected into clerical
type accupations and never acquire the understanding of material technology
which is basic t6 modern living. Thére will bc many Westerners who read
this and who claim a similar level of naivety«in- this regard, but they deny

themselves credit for the years they spent with mechano sets, tricycles, dad’s

hammer and mum’s egg beater.
i ' .
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- wdown, book institution to one which aims atydirect~cconomic or product

1

_ My contention is that whilst we do have some manpower training we
have -little or no technical education. And this is because our’ cdueation

administrators have never really recognised that education in basic technology

should be a fundamental component of generat education,

There scems 1o be little we can do at this stage for the pre-school age
chitd or for those in primary cducation although 1 would like to be abie to

look at this arca more thoroughly. 1 recognise that the Departnient has taken: -

steps to ensure village participation’ in schoo! construction and that the
primary scicnee courses are a step in reducing the gap — but is this cnough?
I'am sure we could do more in secondary schools both by increasing the
status of technological studies and giving (he subject more time. This should
not result in @ cost any greater-than i the present, as cxisting Manual Arts
and Home Economies courses should be modified away from the Australian
model towards a more meaningtul locally based study. 1 have been advocat-
ing. a general crafts room for secondary schools here since 1963 but we
persist with replicas of the Australian woodwork and metaiwork classrooms. *

The .idea of base fevel community technical schovls or centres was
conceived about 1962 and a number (about 25) were established. They
were i one or two man institution, usugly with an cxpatriate tradesman in

. charge, teaching basic building., plumbing and mechanical skills together

with agriculture to vitlage people. The idea has caught on and we now have
a large number (about 70) of what we now call Vocational Centres. The
new name changes the emphasis away from the gencial comeept of a sit

return training.

Entrants 0 Vocational Cenlres must be post Standard., Six and over.

fiftcen years oid. ‘ ‘ ‘

Whether these institutions are generally worthwhile is very difficult to
-assess, as whilst. 1 am sure the Department could furnish evidence of genuine
success stories, for particutar cases, 1 question the return as compared to
capital outlay in the way of facilitics-and overseas staffing salarics. National
.planning_figures indicate that because of higher prioritics localizing of staffing
in this-area will not commence irf terms of rcal numbers until about 1978.
Other inhibiting factors with regard to thesc vocational centres are, that in
the “urban siguaﬁon, like the forms of formal technical education, tacy are
dependent on gencral cconomic trends, while in the rural situation the com-
plicated and involved system of fand tenure makes it almost impossible to
sclect applicants on the basis of their prospects for success. Coming from a
socicty where cveryone his the right and ostensively the privilege, of making
good, we presume the same here, whereas many young Papua New Guineans
arc born on the wrong side of the tracks, as is were, with no rights to land
or village stature; their only chance is to make it to, and in, the academic
school — and leave home. :

These vocational centres cater for a small proportion of the country’s
poputation and 1 fecl-greater attention should be paid to the great majority

*The course for Secondary Teachers in this subject at Goroka has hccn'rc-,numcd Design
& Technology and has more realistic goals.

127

128 .

A



O

ERIC

Aruitoxt provided by Eic:

of villagers to whom technical attention is a by-product of imposcd develop- -
ment, — a haphazard. catch-as-catch-can process of observing, copying,
modifying, innovating and making do.

A4

First attempts at change from the known are usually a shortfall — but

. there seems no way from the ethnic unspoilt beauty of the. native village to

modern suburbia (if that is a desired goal) save but through the governmient’s’
low cost housing development and the subsequent shanty town.

The dilemma of what to do for the villager is no less urgent in the
technotogy and technical ‘education fictd than it is in the general education
ficld. We just cannot afford the type of [facilities and staff or the time
required, but as an cducationalist, | belive'we could at teast take heed of

“what | have always regarded as the foundation of all good teaching, which

is to set a good example.
: v

Technology in Papua Néw Guinca has ahlways been geared to the
Australian Government's capacity to provide rather than the indigenous
capacity to digest. Imported steel trusses take precedence over poles because
of our impaticnee with village-land rites; foreign, imported asbestos sheeting
is preferred in boys dormitories to pit pit matting, or even locatly produced
plywood because of contract, competitive tendering; a local ceramic lbrick
industry vimmny went broke through lack of government support! In 1969-
1970 53% of ncw motor vehicles registered in the Chifibu District did not
make it back to the registration office.

There are other examples of bad design and misused opportunitjgs for -
development through natural assets. The glass, throw away bottle in™ bare
foot country must place the government in line fox" prosccution for neglect
whilst the vast fabour p()tuntldl of the highlands viltagers lies waiting for the
exploitation of the rich ceramic raw material at their feet.

Littie genuiné attemipt- -has been made at a marriage of materials and
methods to involve a greater fevel of indigenous participation but this has
been partially duc to the attitudes of the Jocal -people who, encouraged by
the schools system, have adopteda passive role in the relationship and
taken a "what do | de, how do I do it attitude”. (There is good ammunition
here for liliteh and Reimer in their postulation th.lt schools are diseducative.)

It is timec we stoppud sub\mbmg to the convcnnnt socml virtue that only
what is good for business is good for everyone. The time is ripe for strong
fegislative directions in these matters and it is pleasing to note the measures
afrcady adopted with regard to packaging and trading in this regard.

At this point the emerging countries should stop to look at the one-third
of the world which has so far become industrialised. They may well ask:
“Is it worth it?” With the cxpanding development of machinery we have scen
the. limiting of the individual sphere of action; with cach development comes
less pride of achicvement and more sense of frustration. This was summed
up by Professor R. H. Tawney, as long as fifty years ago: ‘The burden of
our civilization is not merely, as many supposc, that the product of industry
“1 rcc:l)gni‘\c Public Works Building‘Rcscurch Scction as having done research in this
regard. .

*
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is ill-distributed. or its conduct tyrannical, ‘or its operation interrupted by
bitter disugreements. It is that industry itself has come to hold a position
of exclusive predominance among human interests, which no single interest,
and deast of all the provision of thie material means of existence, is it o
oceupy. Like u hypochondriae who is so absorbed in the process of his
own digestion that he goes to the grave before he has begun 1o live, in-
dustrialised communities neglect the very objects for which it is worthwhile to
acquire riches in their feverish preoccupation with the theans by which riches

can be acquired’.” - 4

Indeed we may well ask “Is it worth it?”" but I think the answer ié
“Yos.if we proceed with caution™. ' '

Fhere are a thousand opportunities to gain from the wisdom of the

-

-~

white mun, yet there is no need to make the ten thousand mistakes of the -

white man.”™

I do not.want to be another prophet of doom; the worst, T hope, is over.
Rluch has been achieved and the plumbing to the Councit House in Henganoti
or the Papuan Club in Moresby is repaired today by indigenouns plumbers —
some are cven members., -

’ Ll «

Much credit is due to the teachers, instructors and cducationad admini-
strators who lave worked so hard here, especially, the. men and women of
the Technical Division of the-Department of Education, who have responded
to the government's and private industry’s call for courses in a great diversity
of technical skills, often against gaeat difticulties.  Even greater credit ngst
go Lo the young men und women of Papua New.Guinea who have made such

+ giant strides in such short a uime. . .

¢ . . . . 4
Papua New Guinea is on the threshold of nationhood. It has been

given a start in the mode of western technology and 1 hope a warningabout |

its gffegts. Where to from here is something for the new nation to decide.

rR\J. Forbes —— The Conqueyt of Nittare.
2H.'R. Mills — Teaching on Truining.

#H. R.Mills — Teaching and Training,

taH. E. Kiewe. Africa: Make them Craftsmen.
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SOME DIFFICULTIES IN IMPROVING ’I‘HE QUALITY
" . OF TEACHERS IN PAPUA NEW GUINEA

:

Lewils G. LARKING, B.A., M.ED,, M.A.C.E.

Senior Lecturer & Head of Lducation Studies . Departinent, Madang Teachers
g College.

Introduction

Beeby in his book “The Quality of Education in Developirfg Countries™
introduces the term “qualjty” in a classroom context. It is his thesis that
education in a developing country passes through a number of stages and that
for a country to improve the quality of its education to a higher stage it must
improve the quality of its teachers. This he states i$ not merely achicyed by
lengthening or upgrading the course of teacher education.

“The majority of teachers in i system at stage 2 (formalism) cannot
because of their limited general education be specifically trained to
adapt successfully teaching techniques based on. goals and the modern
problem solving approach characteristic of stuge 4.

" The factor which Beeby sces as determining in large measure the capacity
of any school system to advance to a higher stage is the level of general
education of its teachers.

Since Beeby's book. was published in 1966 the level of general education
of students on entry to cachers’ colleges in Papua New Guinca has dramatic-
all,” improved from se:ondary Form 1 or 2 entry, to the majority of students
at Madang in 1972-73 now having Form 4 entry qualifications. This improve-

‘meni in the peneral education of students has lead some teacher cducations

in Papua New Guinca to consider that progress through Beeby's stages has
been taking place. Both Leach, 1972, and Smith, 1973, sec this improvement
in the general educafion of teachers as indicative of the fact that the more
recent graduates of teachers’ colleges have reached a stage bordering Beeby’s
stuge of “Transition™ and his highest stage of “Meaning™ ‘

This paper questions® whether improvement in the quality of recent
student-tcacher graduates is as dramatic as suggested by Leach and Smith,
and whether Becby’s answer to improving the classroom quality of education
is simply a matter of improving the gencral cducation of teachers.

The rescarch documented in this paper examines the arca of student-
teacher ‘authoritarianism’ and ‘nurturance’ not considered by Beeby in his
description of teacheis at cach educational stage.* The assumption on which
the rescarch rests is that among the qualitics possessed by a tcacher operating
at the highest stage will be the personality characteristics of low authori-
tarianism and high nurturance. Similarly, for an educational system to move
from Beceby's stage of “formalism’ to the stage of ‘meaning’, a corresponding
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improvement will be seen in the general aducation of the teachers and that
thesqy teachers will become less authoritarian and more nurturant in their
attitulles toward children,

Rescarch in Western countries indicates that courses in teacher education
are generally cffective in reducing conservatism,  dogmatism and  authori-

Japanism in student teachers and that gains have been identified in terms of

warmth and rapport with children by trainees.! ]

Initial Focus uf Enquiry: Do student-teachers in Papua New Guinca
make similar gaing during their two-year period of teacher: cducation to
students in Western countries?

The present author hypothesised following from the works of Hagen
(1962),* who documented strongly authoritarian attitudes as characteristic of
child-rearing practices in pre-literate socictics, that no signiticant change in
the. authoritarian attitudes of students could be cxpected during lhur two
years at*teachers’ college. . .

A \unnd focus of the research examined the ‘learning style' or ‘edu-
cational set’ of both teachers’ college students and two samples of primary
school pupils.y Dete rmmmb whether the mAJorlly of students and pupils was
cither mnupluall\ set” or ‘factually set” appearcd necessary to interpreting |
Beeby's stagg of meaning within a ‘Papua New Guinea context,

lMtthodology . g

The Minnesota Teacher Attitude Inventory (M.T.A.L.), used by Camp-

bell in his Queensland study as w measure of nurturance, has been used in

this study.® The testing was conducted at the commencement of tcacher
tr.unmg, at teachers’ college. The MUT.A L is alleged by its authors to identify
teachers who have and those who do not-have good rapport with their pupils.
Yee and Fruchter (1971) have an.nlyscd the factor content of M.T.A.L. and
thLy reported that the items of the inventory measured ‘a punnww accept-
ing, warm, sympathelic, supportive attitude towards children’, in contrast
to ‘an authoritarian, pessimistic and reproachful evaluation of children’.®
Other important factors identificd were: the conflict. between teacher and
pupil in interests; the rigidity and severity of teachers in handling pupils;
and the teacher’s attitudes towards pupll S mdgpcndencc in lcarning.

To measure ‘Authoritarianism® the Cﬁl,a.(nmm F scile was used at the
commencement and the completion of tcach\urhalnlnb "

The student-tcachers™ dlrgcllvuuss vas measured durmg their *practice
teaching’ using a variant’of the “S.P.O.T.S* technique.t®.

This modification of the test was dw/.sud so that it could be used by
students as a sclf-assessment of their teaching styles. This student self-
asscssment was completed by a group of thc second-ycar students prior to
their graduation.

To measure other general attitude changes, which are typical of students
during their two vears at a teachers’ college, the “Study of Values™ by Allport,
Vernon and Lmdzcv was administered at the commencement and replicated
at the completion of the students’ tcacher-training course.'!

131

S 132



O

ERIC

Aruitoxt provided by Eic:

In order to gain some idea of the extent of field dependenee’ among
students, which in turn provides a clue to the students’ style of learning, an
‘embedded figures test’ was administered to second-year students and to o ¥
control groups which comprised primary school pupils,

Finally, to compare initial specified attitudes with those measured prior
to the students’ graduation, the Manm-Whitney U statistic at a .05 leyvel of

significance on a one {aile  test wis applicd.

Results ' .

The results of the MUT.ALL tests are set out in Table 1. A mean score
of =24.14 for the graduating student-teachers indicated that they were very
low in nurturance and had only made slight, but not significant, gains dJuring
their two years at teachers’ ¢ llege. Compared to norms of student-teachers
in the U.S.A.. the measures of nurturance of these Papua New Guincan
student-teachers would be below the fifth US.A. Percentile Rank. However,
comparcd to Daeufer and Leton’s study (1969) the Madang students were
not significantly different from other  graduating  student-teachers  from
Microncsia.' ‘

TABLE 1
i Minnesota Tenching Attitude Inventory
Mean Scores for Madung Teachers' College Students 1972-73
Feb. .7;’4 Nov, 72 Feb.'73 Nov,'73 05, Sienificance

1972 Intake N.90 N-30.29 NX-26.31 N-24 14 N.S.
1973 Intake N.140 : N-33.56  N-29.17 N.S.

The F scale results are presented in Table 2. On the seven-point scale
used, a mecan of 4.86 for a graduating student and a mean of 4.53-for a
graduating headmaster were indicative of fairly strong authoritarian attitudes.
The results revealed that no significant change took place among students
during their two years at college. The F scale scorts of graduating student-
teachers in the U.S.A. presented by Scarr (1970) range from a mean of 3.15
to a mecan of 3.36. Innocent comparison would suggest that Papua New
Guinea student-teachers: were considerably more authoritarian in attitude
than their American counterparts. '

TABLE 2
Mean F Scale Scores presented as Item Averages

for Madang Teuchers' College Students 1972-73
Feb.’72 - Nov.'72  Feb,'73 Nov.'73 05. Sienificance

-1972 Intake NO9O 4.64 4.67 4.86 N.S. .
1972 2nd Year - .
Students N.120 4.72 4.92 N.S.
1973 Intaker N.140 ERY] 4.74 N.S.
1973 Headmasters'
Course N.22 464 451 N.S.
(July) .

The S.P.O.TS. technique is purported ta be a practicable. reliable and
valid measure for assessing teacher ‘directiveness’. A low score is deemed tg
indicate that the teacher has a ‘dircctive” teaching style. Following a praclice
teaching peried prior to graduation, fifty-five second-year students completed
anonymously the S.P.O.T.S. schedule to appraise their own teaching style.
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50 '

On the nine point seale used the mean of means was 4.1 and this was taken
to infer that the student-teact ers, by their own judgment, saw themsclves
as tending to be “direetive’ in their classroom manner.

Figures 1 and 2 outline the pattern of values of the separate groups of
male and female students. The measures of both groups revealed a similar
trend which indicated little difference in their values over the two years
at teachers' college. '

Within the pattern, previousty mentioned, religious and social values
were strong and political and acsthetic values weak.

Surprisingly in that initial year of Self Government, the student-teachers
showed a markedly low interest in political matters,

Two points seem worthy of attention in regard to the pattern of values
gstablished. First, the weak aesthetic value scores must be interpreted with
caution as the questions used to measure this value lacked appropriatencss
to Papua New Guinca. Sceondly, of some interest to the Missions will be the
finding that the majority of the student-teachers retained their strong religious
values while at Madang Teachers' College.

Figure 1
Profile of Values of Female Students at
Madang Teachers’ College 1972-73
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Figure 2 = — = —w—. Nov., 1973

Profile of Values of Male Students at
M\dang Teachers’ College 1972-73
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The results of the embedded figures test are presented in Table 3. As
demonstrated by Witken et al. (1972), ficld independence, or differentiation,
may be cXpected to improve until seventeen years of age approximately.'
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From the data titled Table 3 it may be inferred that the student-teachers who
were tested at the age previously mentioned of maximum  development in
differentiation were in fact only at a comparable score fevel to that achieved
by the expitriatey selected mixed race and Papua New Guinea pupils in
standard six at the Madang Australian Curricutum School, On the other hand,
the Sugalau childred, following i Papua New Guinea curriculum, were
signiticantly more ﬁc.ld dependent (-.01) than the Madung children,

' TABLE 3
Embedded Figures ‘Test Scores for Teachers' College
und Primary School Pupils in the Madung Ares — October, 1973

Level of Sienificance
Feachers' College No. 92 (Second year students) X 2866 |

_ \ N.S.
Headmasters in Trianimg N.22 X 26.33 | '
' . I .
Madang Promary (Std. 6 Aust. Curriculumn . ¢ N.S.
- Expatriate N.1§ X 295 i
.. ! ! N.S
Papua New Guinea and Mined Race N1 X 125 |
Total Madang . Primary N.2§ AT [ i B
: 0.1
Sagalau (Std. 6 Papaa New Guinea Curricu- !
lum) N.27 X 234 |
Conclusions -

It may be inferred in ciew of the findings of this rescarch that students
at Madang Teachers’ College during 1972-73 were weak in nurturance and .
strong in authoritarianism and furthermore than no significant change’ took
place in these attitudes during the two years the students were in colfege.
Since it had been assumed for the purposes of this rescarch that weak
authoritarianism and strong nurturance arc important qualitics for a teacher
at Beceby's stage of Meaning, the inference distitled is that the majority of
researched student-teachers had not attained desired ltevels of these qualitics
that are found in teachers of Pccby's highest ltevel. 4

In addition, it was found that the majority of student-tcachers and
children in the rescarch sampics were classified as ficld dependent. The
corollary of this finding, namely that such young pcopic have a ‘factual
fcarning style” rather than a ‘conceptual icaming styic’. has importance for
future curriculum planning in Papua New Guinea.'®

The recent history of curriculum devclopment in Maths and Science
at the primary.school fcvel in Papua New Guinca has been a “Conceptual- -
discovery™ approach which has negiccted to take account of the fact that
many Papua New Guincan children have a ‘factual learning styic’.

A Pleq: Tt is implored that wider rescarch be conducted to cstablish

 whether these findings can be verified in other areas of the country. Should

simitar results be obtained then cognizance of this basis of lcarning should
then be reflected in future curriculum planning and subsequent curricutum
developments. :
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Further Emplications

It has been impliced in this paper that a course of teacher education has

been unsuccessful in helping Papua New Guinea students make signficant
gains in nurturance. The cause of this circumstance is suggested by such
writers as Hagen (1962).'" He asserts that the traditional pre-literate society
and the authoritarian personality co-exist and that this personality trait of
authoritarianism is predisposed by the child-rearing practices of such a
saciety. .
+ Hagen further contends that the pre-literate society whose members
become gencrally less anthoritarian is the one that implements a rapid
cconomic advance while its members aceept the -introduction of supportive
technological advances und a continuing search for innovation and further
progress. It appears, therefore, that it will be only at a similar stage of
development in Papua New Guinea that it can be expeeted that teachers
who themselves have had a less authoritarian and more nurturant child
rearing will display this nurturance in their attitudes toward children. To have
the majority of teachers at Beeby's stage 4, Papua New Guinea must await a
change in the social personality of the society itself.

However, it should be understood that what constitutes stage 4 or
‘meaningful teaching’ in a highly developed Western nation may not be feasible
or even desirable in Papua New Guinea. As an example of a lack of cultural
consonance, the “‘conceptual-discovery” approach adopted in Maths and
Scicnee in Papua New Guinea has been cited. The apparent failure of some
of these programmes stems from the fact that many pupils and teachers alike
cannot adapt adequately to this approach to learning.

Further, an authoritarian society typically values conformity, yet stage 4
tcaching is based on independent and divergent thinkers and a good measure
of individualism in both pupils and teachers. Already many Papua New

.Guinca. school children are socially divorced from their parents and village

society. If these qualities are made cducationally desirable for the majority,

- the social gap between the village and the school will be widened.

In addition, schools at stage 4 level of teaching need substantial library
and syitable resource materials to support programmes of individual' pupil
assignments. In the typical economic circumstance of compromise, found in
all developing nations, it would” be unwise to provide too rapidly vast sums
of money needed to equip all of the schools with the elaborate materials
necded for stage 4 teaching.

If4t is not yet feasible to produce teachers at Beeby's stage 4 level of
meaning, what realisti¢c goals are there for geacher education in Papua New
Guinea? .

-

It may be contended that Papua New Guinea can have as a suitable
education goal the attainment of meaningful. teaching within the present
stage 2 or. lower stage 3 of Beeby’s framework. Another research infers that
t¢achers value and rely on the detailed ‘Programmes of Work® prepared by the
Department of Education.2? . '
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In particular, it appcars a practical suggestion that considerable cffort be
expended in research, preparation and extension of further teacher-oriented
‘Programmes of Work”.

Concomitantly, there is a definite need for student-teachers to learn to
usc th¥se *Programmes of. Work® more cffectively. Students need to icarn how:
lo assess the level.of ability of children: to be able to follow a programme
at a pace in keeping with the ability levels of the children: to know when a
certain section of work should be repeated; and to know when it is time to
move on. Also there is the need for student:teachers to learn how to adapt
a programmce where only a syllabus outline exists. Fundamentally. schools
in Papua New Guinea need to make - ceducation more relevant to the child:
Thus, programmes in cultural studies and agriculture will hopefully play an
increasing part in cducation in the immediate future.

. Teachers® college staff have been represented on syllabus revision com-
mittees in the past, however, there is much that college staff members could
do in initiating curriculum devclopment, for they are in the unique position

of secing the difficultics faced by students in using lesson materials.

The above merely represent a few suggestions aimed at improving the
quality of teaching in Papua New Guinca. The positive points made in this
paper, however, are that it is unrealistic to talk about improving the quality
of tcaching to Beeby’s highest stage of medning and that the immediate goals
must be the attainment of cducation relevance and mcaningful tcaching
within Beeby's stages of ‘upper formalism® or ‘lower transition’.

"Beeby, C. E.. The Quuality of Education in Developing Countries, University Press,
Cambridge. Muss.. 1966. p. 88, Stages described by Beeby include Stage 1 Dame
School; Stage 2 Formalism; Stage 3 Transition: Stage 4 Mceuning.

*Leach, G. J.. An Education Curriculum for Papua New fiuinm Preservice Student-
Teachers. A paper presented in connection with M.Ed. studies, James Cook University,
1972, Mimeo, p. 17. : . : .

Smith, K., A Rationale for Future Plunnine of English Courses 1974 and Beyond.,
A paper presented in connection with M.A. studies in Psycholinguistics, Essex
University, 1973, p. 3. . .

4“An authoritarian person is characterised by compulsiveness, rigidity. intolerance of
ambiguity, submission to power; conventionality and punitive morality,

A nurturant person tends 1o be warm, accepting, sympathetic, permissive and sup-
portive in attitudes. .

tMazer, G.. "Attitude and Personality Change in Student-Teachers of Disadvantaged
Youth”, The Journal of Educational Researcli, Vol. 63, No. 3, 1969, pp. 116-120.
Scarr. S.. "How to Reduce Authoritarianism among Teachers: The Human Develop-
ment Approdch™. The Journal of Educational Research, Vol. 63. No. 8. 1970, pp.
367-372. . .

“Hagen, E., On the Theory of Sociul Change, The Dorsey Press, llinois, 1962,

%*Educational set’ or ‘learning style refer to the method of study best suited to a
student. A child who learns best by discovery methods is considered 1o be “conceptually
set’. A child who finds this form of learning difficult and prefers ‘rote’ learning methods
is considered 10 be ‘factually set’. ' ’ .

“Campbell, W, J.. *Some Effects of Affective Climate on the Achievement Motivation
of Pupils” i".Sl'/qur.vvl;;’% Context: The Effects of Environments on Learning, ed.
Cuampbell, W. J., John ley & Sons, Sydney, 1970. :

“Yee, A. and Fruchter, B., "Factor Content of the Minnesota Teacher Attitude_Inven-
tory™. .tmerican Education Research Journal, Vol. &, No. 1, 1971, pp. 119-133.

YAdorno, T.. ¢t al., The Authoritarian Personality, Huarper Bros., N.Y.. 1950.

In both the M.T.A.L and the F scale the sentence structures of the items were
simplified to ensure that the items were understoed.
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0Tuckman, B., "A Technique for the Assessment of Teacher Directiveness™, The Journal

of Educational Research, Vol. 63, No. 9, 1970, pp. 395-400. N )
Teacher ‘directiveness’ refers to a classroom interiaction pattern dominated by the
teacher.

“S.P.O.T.S." (Student-teacher/tutor Perception Of Teuching Styles).

t1 Allport, G.. Vernon, P. and Lindzey, The Study of Valups, Houghton Mifflin and -
Coy.. 1970. .

12Daefer, C. and Lctm‘.. D.. Model Elementary Teaching Stations Micronesia: An
Evaluation Report, Department of Education, Trust Territory of the Pacific Island,
1969. o

148carr, S., op. cit.

T Witkin, H. A., Goodenough, D. R. and l\.nrp S. A, "Stability of Cognitive Style from
Childhood to Young Adulihood™ in Learning Perfnrmulue and Individual Differences:
Essays — Readings, ed. L. Sperry, Scott Foresman & Coy., Glenview, Hlinois, 1972.

13In keeping with this statement, Eysenck, for instunce, asserts that many of the newer
educational techniques now mdely embraced such as the conceptual mastery of
materiials and the use of discovery learning may in fact defeat the child who comes
froin a less socially advantaged background.1
Bruncrs comment on Eyscncks position is:
“1t is an important criticism, and while not all the evidence is in there.is enough of
it at hand to suggest caution. None of us knows whether and in what combination
social class and genetic variavles lead the less udvant.xged chlld to be more or less
‘cpncepiual’ or ‘fuctual® in approach™ 17
Research by Brinkman would further support the position of a connection between
ﬁcld dependence and a factual learning ftvlc
“The conceptualiy set and factually set learners Jdo tend to have characteristic modes
of learning and thmklng. which are represent: wtive of their overall pattern at adjust-
ment. To attempt to improve a person's learning ability by altering his educational
set in dl conceptual direction is to view this phenomenon in grossly oversimplified
terms’ 18

18Eysenck, "The Inequality of Man", Temple Smith, 1973.

17 Bruner, J., "Advocate Eysef¢k versus Scienust Eysenck :id the -Conflict Environ-
mentalist”™, Time Educationdy Supplement, 16-11-73.

!N Brinkman, E.; "Personaiity relates of Educational Set in the Classroom”, Journal
of Educational Research, Vol¥p6, No. 5, Jan., 1973, Palt

~ " . Sews

""Hagep. E., »p. cit. v

Lurng, L. G.. Roles and Rol® of Conflict of Teachers in Papua New Guinea, un-
published M.Ed. thesis, University of Queensiand, 1972.
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THE‘197I REPORT ON HIGHER EDUCATION IN PAPUA
. NEW GUINEA — A LOOK BACKWARDS AN
FORWARDS '

‘A. H. NasH, B.SC.(ENG. ), B.SC.(HONS.), M.ED. (W.A.) PH.D.(MICHIGAN)

Dean, School of Architecture, Art and Engineering, Western Australian
Institute of Technology.

SUMMARY

The author was a member of the Brown Committec cstablished in 1970-7)
by the Commonwealth. Government of Australia to inquire into higher
education in Papua New Guinea. In this paper the recommendations of the

“Report! and the reasons for making them are reviewed along with possible

implications of delays in acting on some of the major recommendations.
Current changes in manpower requirements from those of 1971 are also
considered.

1. INTRODUCTION

Late in 1970. the Commonwcalth Government of Australia established a
committee to advise it on aspects of higher education in Papua New Guinca.
The terms of reference of the Committee® were as follows:

In the light of the Government’s announced policies and programmes and
the need to develop institutions and courses related to the Territory’s
needs, to inquire into and-make recommendations in respect of institutions
that conduct post sccondary and tertiary courses on,

{a) The immediate changes considered desirable to rationalise and co-
ordinate development of the institutions to achieve —

i.  Balanced growth of enrolments in keeping with' the availability of
school leavers and the projected demands within Papua New
Guinza for trained manpower:

it. Maximum ecconomies of scarce staff and physical resources?”

1 A\l

(b} The longer term changes . considered desirable for these purposes and
the nature, compuosition and powers of permanent machinery required
to achieve them-and advise the Government on these matters;

(¢) What it considers to be the most suitable arrangement for the man-
agement of institutions. other than the University and the Institute
of Technology. including any vuriaions desirable in the conditions
of service of their staffs: ‘ .

(d} The arrangements considered desirable to determine the status of the
various academic awards. including the criteria that should be- used
to assess courses and ensure consistency of nomenclature. ’

AL its first meeting in December. 1970 the Committee prepared its plan

of action after being bricfed by Mr. C. E. Barnes, then Minister for External
Territories. -
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During the tenurc of the Committee a select committee recommended
that “the country should be prepared for self-government by 1976. The
questions of self-government and independence were then, as now, major

* political issues in Papua New Guinea.

Major stated objectives of the Government's programmes of development
in Papua New Guinca were to “increase products from agriculture, livestock
and forestry and ta promote the advancement of the people through training

and education™,

Having in mind the economic and political conditions in Papua New .
Guinea, and realising that the country was in a situation of rapid ¢hange, the
Committee “tried to avoid mgldfig recommendations which would reduce the
options open to ‘the Papua New Guinea government which will take over
authority in the near future™}* Thus, though the Committee could sce’ itself
free to make firm recommendations in some cases. in others it refrained from

" s0 doing. Rather it planned to create a situation where changes could be made
casily should a new government make a different assessment of the situation.

Hence the Committee saw as one of its most important objectives the
establishment of machinery within which institutions of higher cducation
could function efficiently and in co-operation to best aid the Government in
developing Papua New Guinea. .

It was noted that in developing c¢oungries such as Papua New Guinea,
development programmes will involve a greater degree of overall government
control and direction than would be the case in more developed. countries.

" This factor also influenced the Committee's thinking; o )

One important matter referred to the Committee was the détermination
of manpower requirements and the priorities to be allocated in this respect.

Considering that:

i. the time to educate profes¥ionals and follow this with appropriate
work experience to make them eflicient and effective operators is
considerable, and . : '

ii. the number of high school lcavers prepared for education in pro-
fessional ficlds is limited by thé number of high school places and
teachers available,

" it becomes apparent that tifne was vital and that the Report should be issued
and implemented as soon as possible. : , : .

To enable it to preparc the Report the Committee made visits to various
parts of Papua New Guinea. including Bougainville. met.with educators and
students, politicians and other prominent citizens, employers and other
interested people. and visited educational facilities and projects involving
manpower. The Committee made four visits to Papua New Guinea and had
several meetings in ‘Australia to sift the information obtained in order to
formulate recommendations.

The final Report was presented to Mr. Barnes on September 14, 1971,
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Since that time Papua New Guinea has ac.hiw:.,d self-government well in
advance of what appears. to the Committee, a very optimistic date. Thus
Ioglcally it could ‘be expected that the |mplemenlalmn of the Committece’s
recommendations should be accelerated.

However, at the time this paper was prepared the only positive action
taken at Government level to implement the Report’s major recommendations
has been’ the drafting of proposed legislation. the creation of the office of
Higher Education and thc establishment of a three man committee to (.onSIder
universities’ finances for 1974-75.,

“In the following sections of the paper- the various recommendallons and
the reasons underlying them will be discussed and finally some of the possible
lmphcauons of delaying their implementaticn will be considered.

2. PROFESSIONAL MANPOWER REQUIREMENTS

At first sight the task of advising on the professional manpower require-
ments to cnsure the development of Papua New Guinea appeared formidable.
The Committee considered submissions from individuals and organisations
regarding manpower requirements, and sifted through manpower surveys and -
predictions made at various times.® As thése predictions were not made with

the Committec’s terms of reference in mind, careful study and analysis was *

required. Predictions were based on a 1966 census which was a sampling
rather than a full census. Consequently their accuracy could suffer.

-The Committee also examined throughput rates of primary and secondary

“schools and the maximum numbers of student through these and teachers

colleges in the near future. From the considerable array of material considered.,
some of which is. listed in the bibliography.® it finally became clear that, be-’
cause of the particular situation in Papua New Guinca. the task of predicting
manpower training requirements might not be as ditticult as it would have .
been in Australia. Two points became apparent.
i. The available trained manpower could not meet all neceds immediately
or in the longer term and consequently priorities would have to be set.
ii. In terms of the Government plan of development for Papua New
Guinea professional manpower requirecments in the Public Service.
business. scientific. engineering. medical and allied fields could be
dctermined fairly easily.

The Committee also noted that the Papua ‘New Guinea Manpower Unit,
which had divided the workforce into five manpower groups. Classes A to E

. respectively” had determined that the overall manpower supply and demand

would be approximately equal for the 1971-76 period. However it had estab-
lished that there would be heavy shortfalis in the professional and sub-’
professional classes (the first required 3.929 with a supply of 588 and the
se&)nd required 6.635 with a supply of 3.831) with a substantial oversupply of
“skilled. workers™.* Unfortunately most of these have had only limited high

" schdol training and are not cquipped for cmployment in most skilled

()C(.UpalIOI"IS v

The Report procccds to detail the professional manpower requirements
(other than for public administrators and teachers) together with the supply
expected from existing or currently proposed educational facilities. The
position is: summarised in Table 1.*
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‘ PROFESSIONAL MANPOWER
.~ ESTIMATED TOTAL DEMAND AND INDIGENQUS SUPPLY

v 191 To 197 - 1976 To 1981

| Percent of Percent of

| Additional ,  Expected current  Additional  Expécted ~ current
. Calegory Munpower  Indigenous  Shortfall  Availability ~ Manpower  Indigenous  Shonfall - Availabilit
Required ~ Supply (a) tomeet . Required - Supply H) o meg!

' - - Demind " Demand

Air Pilots/Enginecrs M) o A - W m W -
Achiets — * 7% | 62 543 129 8 oM
Civll Engineers ~—~~ . 214 35 79 ol o« 3 116 26 5.
Electrical Engineers 61 2 55 558 109 LU A/
Mechanical Engincers 3 A 8 IR o6 =M M
Surveyors nm 9 i 185 % 9 2
Accountants 37 4 mo M S % 4l 549
Physicaland » ‘ | .
Biological Scientists © 368 2 L2/ 3 | (1 A ¢ I
Lawyers 123 18 105 @8y . A0 3 168 3%
Medlcal Practitioners I || ). Siooom 41
‘Dental Practtioners 29 13 16 174 N B 0 180
Administrators 182 S N | 2 % a4
Managers | 1,133 3 1,096 002 14 o 1,781 2882

Note: (2) Numbers were estimates from coure conducted or approved They did not mclude Committe' recommcnded
increases,
(b) Training programme ‘was under review. There were four 1nd1genous trainge pllots in 1971,
(c) The negative sign. mdlca(ed a surplus, 14
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Whilst actual shortfalls arc considerable and suggest there is not much
movement towards localisation the “percent of current availability to meet
needs™ figures are more hopeful. Thus there were expected shortfalls of 55
electrical cngineers in 1971-76 and 49 in 1976-81, However. whilst the output
of 12in 1971-76 would have to be increased nearly 6 times to meet the needs.
a doubling of the 1976-81 ottput would more than meet theni.

It is noted that in almost all cases some increases in indigenous graduate
output would be necessary to completely, mect requirements. but that in many
instances this increase was not great, In fact mechanical engineers could be
in oversupply in the 1976-81 period. The figures led the Committee to com-
ment that localisation in most professions should be possible by the mid-1980's.

This seemed a realistic target date for it was notedwthat most professionals.
would need four of five ycars after qualifying from courses before they were
efficient practitioners, A further period of about five years® experience would
be desirable before they could be expected to effectively occupy senior pos-
itions. Thus a period of ten to fifteen years (including tertiary education)
would have to pass before full localisation would be possible with the process
beginning in lower level positions. : :

The -Committee also felt obliged to write that “we do not sece much
likelihood of this genéral situation being improved even with the expenditure-
of greatly increased resources. Professional people cannot be trained overnight.
But .. . the demand for professional people at least in the engineering fields
could decrease considerably if the numbers of semi-professional technicians
were increased.'* Notwithstanding this the Committee believed the shortfalls
in civil engineering, accountancy. and physical and biological science were of
concern and recommended increasses in output of 5004, 300%. and 220%-
respectively to make.localisation by the mid-1980"s a reasonable targel.

Because of the time required for post_graduation practice it was believed
that localisation of lawvers could not be achieved till the end of the 1980'.
Likewise indications were that expatriate doctors would be required for many
years to come. ' :

Although the 'Committee did not have sufficient information available it
belicved that the number of required managers would include a majority hot
requiring full professional qualifications and that those graduated could well
be sufficient to mect professional needs. Others could be trained in appropriate
short courses. ' - . s

To meet the proposed extra outputs of professionals at present throughput
rates for tertiary institutions would ‘have ‘required nearly 300 more students
from high schools each vear. Whilst the Committee felt this number could be _
available. it was.concerned at the extra costs involved which were estimated
at $4 million annually plus $9 million for capital expenditure — costs it did
not believe could be justified. as only about one third those cntering educational
institutions graduated, Hence it strongly recommended that tfe Tertiary

Education Commission should give sc:{,lous consideration to ways of improving

the throughput in professional coursey * -
a2
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3. SUB:PROFESSIONAL, Sl\lLLED AND SEMI-SI\ILLED ' .
MANPOWER 3

In the Report a detailed analysis is made of the supply and demand of
manpower in these categories. Special tables refer to training for public
service positions: for clerical and allied trades: for building, carpentry and
related trades: for mechanical. electrical, metalwork and related trades: and
for other miscellancous trades." : '

Whilst there were shortfalls the Committee was generally happy to pote

“that the development programme appeared to be producing a suitable number

of trained people. This was particulacly true in the Public Service. and clerical
and allicd trades. where it dppcmd that full localisation would be achieved
in the 1971-76 period. :

In the building and allied trade areas numbers were considered_ satis-
factory. though there was a shortfall of 1.000 in the 3.500 required carpenters.
joiners and cabinet makers. However, the. Committee believed the number
being traincd would be sufficient to ill the “*highly skilled™ positions with the
rest being prepared via “on ths job™ training. Hence no changes were

recommended.

In conncetion with mechanical, electrical. metalwork and related trades,
fairly gencral shortfalls were noted but it was believed most of these could be
overcome by “on the job™ training. However, the supply of electricians and
industrial cngineering technicians caused concern. Whilst 830 electricians.
radio mechanics. -and telecommunications  technicians were required in
1971-76 for localisation. only 4858 were expected to become available. The

_provision of 125 extra training places per year would overcome this problem.

Likewise for engincering and other technicians the shortfall (200 supply as

. against 83(r qumrLd) wuld be mct by providing approintately 75 extra places

per year, and rccommendation for these extr: places was made. (The cost
to provid¢.training for these extra students would pe only of the order of
$400.000 capital outlay and $160.000 recurrent cosy per year.) With the pro-

" vision of these extra places it was belicved localisation in all manpower

categories considered in this section could be achieved by 1976. -

. In sccking to optimise the use of available resources the Committee
noted there could be dual use of equipment by students training as profession-
als. and as semi-ppofessiogal technicians and hence recommended strongly that
in Papua New Guinea duplications of facilities should be avoided by using
relevant laboratories and other facilitics of the University and Institute of
Technology for semi-professional courses. Likewise jt recommended that
industrial technician courses be offered in technical colleges whére facilities
could be used for the dual purpose of educating tradesmen and industrial
technicians. In particular and having the peculiar conditions existing in Papua
New Guinga in.mindthe Committee recommended that the Institute of Tech-
nology should offer a range of semi-professional as well as professional courses
particularly in the engineering fields. Whilst noting that the outlay of compar-
atively small additional funds as recommended should give localisation by
1976 for technician and skilled personnel and the mid-1980s for most pro-
fessionals the (‘nmmlmc considered that much additional training could be
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achieved at low cost in vocational centres which are set up thmughnut the
country to.introducc rudimentary skills to those who cannot wm places for
trammg as skilled through to professional people

4. TRAINING OF TEACHERS AND PUBLIC ADMINISTRATORS

These areas involved large numbers of workers and were considered

‘separately in the Report: The cxpected shortfalls of trained teachers was so .

great that large numbers of ‘expatriates must be used for many years.

Public administrators. pdrtlculdrlv those in senior posmones "have a vital

' role in aiding the new Government in sclf-government and finally independ-

ence. And it appeared that. whilst specialist expatriates could continue to be
employed to work within government policy in many fields. it would be
nationally desirablc that government advisers should be indigenous people

4.1 The Traininguof Teachers

+For a literate population universal primary education is a prime need.
Likewise a.sufficient number of secondary high school places must be pro-
vided to ensure the flow of students into technical colleges. argicultural
colleges. universities and institutes of technnlog:y to provide the skilled man-
power alrcady referred to in sections 2 and 3. .

Though beyond the scope of this paper. the section in the Report
detailing the development of the primary and secondary teaching scrvices in

- Papua New Guinea is of considerable |ntercst 12

. It was only after World War 1l that the Papua New Guinea Admiai-
stration entered the field of education and considering the handicaps —
practically no indigenous teachers. limited funds. an ethnic group with ways
quite different from those in Australia, an adult population mostly uneducated
by our standards and unable to speak English. the language of instruction —
its endeavours arc commendablc. Prior to the advent of Administration
Schools all teaching was done by the mission based schools. The growth in
impdrtance of Administration Schools is illustrated by the figures below.

TABLE 11"
INDI(‘ENOUS PRIMARY ENROLMENTS

Year | Schonl Type Tntal Enmlments
!A.dministrution Ri‘;(ﬁm;ed ! Unﬁfs(;ig:rl;scd

1967. | 12364 i 156.344 168,708

1957 | 67.982 131299 1 38905 238.186

I970 i 79 9’4 I'%I 9I8 1 30.000 (a) "4I 84"

Note: (a) Thls is an cstimate. as no remrds were kept
144
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The upgrading of mission schools to standards set by the Administration

(rccogmsed mission schools) is noted as is the considerable growth in the
numbers in Administration Schools.

The situation in Papua New Guinea at the time of the Committec’s

inquiry can be best illustrated bx quoting from the Report.!
~ The Puplls _ : L

/
v

2.27 ... (Unlike) Austrdia. going to school in Pdplld New Guinea. is
somethlng of a hazardogs undertaking . . . (A) child in Papua New
Guinea has on average only a fifty-fifty chancc of going to school at all
. (In) many villages he has no hope at all of attending school . . . If he
does get into a primary sc¢hool. it-is unlikely that...he or his parents will
have any real idea of what it is all about. Education is something brought
by the Europeans. and. as the majority of schools are operated by
churches or issions. is often associated with the Europeans’ religion . ..

2.28 Having begun primary school . . . the child has . . . to learn the

~Europeans’ language. In most cases his parents will not speak English

and it is quite likely that his first teachers will not have a very good

" command of the language . . . (He) will also have to acquire an equally

foreign range of concepts. Basic ideas of number. quantity. time and space
are often quite _different from the Western concepts. and the child
‘entering school will probably have had none of the learning experiences

“in these concepts that his Australian counterpart has had through his -

play. language learning and his everyday experlences

2.29 With difficulties such as these . . . many children who start; do not
complete their primary education. Under the new education system it is
hoped that by 1976 three-quarters will get to standard 4 and 60% . to
standard 6. With standard 6. hewever. comes thé Primary Final Examin-
ation on which the child’s future education largely depends. Only about
40% to 50% of those in standard 6 will be able to find a place in a high
school . . . If he doés not win a high school place the child has some
cRmce gomg to a vocational centre. but for most this is not possible.
Students who have missed out on entry to high schools generally feel a
deep sense of failure if not shame; some have been known to travel
hundreds of miles to other districts in search of a place they were unable

to gain in their own district. :

2.30 Having won his high school.place . .. most of his teachers will be
Europedns. In genéral they will be young Europeans . . . (who) however
well-intended. will have little appreciation of his background. his different
ways of thinking. his dificulty with the English language or the sensitivity
of his feelings. Despite the improving retention rates under the new
system. there is still some chance of his dropping out of Form II. One-
quarter of the students will also transfer-to technical college at this level.
Truly a difficult situation!

The adequate training of a sufficient number of indigenous teachers to

restaff the largely expatriate teaching service is a large task. The Committec
noted that by 1980 more than half would still be expatriate despite endeavours

. at localisation.
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. As a guideline the Committee accepted the Government's desire to build
up a total primary teaching {rce of about 11,400 by 1980 to permit at least
50r; primary school population enrolment in all districts provided adequate
¢xpatriate recruitment was possible. Unfortunately expatriate recruitment
was then lagging. The Committee saw a need for an additional 150 teacher
training places by 1975 with a further 300 to 400 per year up to 1980: 1t was
concerned to note - that even with these considerable increases in primary
teacher training places the goal of 50% primary education enrolments would
not by achieved by 1980, 1t was also noted that primary education was. likely
to take on a higher priority after self-government judged on activities in other
developing countries, and that for upiversal education by 1990, some (wo
thousand extra places per vear would be required after 1980. This then points

“out the tremendous problem facing the country.

The need for expanded secondary education has been mentioned. In 1971

the predominantly expatriate sccondary school staff numbered nearly 1.000

and the Committee estimated this would have to be increased to 1.660 by
1975 and 2.550 by 1980, This growth of more than 25077 in 10 vears would
require 170 extra training places per year without allowing for wastage. In
recommending the provision of 200 additional places the Commitlec was
aware that the need for secondary teachers would net be met-from indigenous
sources but believed this would be a workable number of places and would
not leave the Government with a surplus of training places once the backlog
was overcome. With this scheme more than half the high school teachers

*wpuld still be expatriates by 1980 but there would be a considerable move

towards localisation by 1990, Undoubtedly the question of preparing an
adequate number of teachers is one of the vexing problems -of education
in Papua New Guinca.

\

4.2 Education for Public Administratinn

Commenting on the role of administrative staf in developing countries
the Report states: .

If expericnce in other places is any indication of what will happen when
Papua New Guinea becomes self-governing. it is safe to assume that, of’
all arcas. public administration will be the most sensitive politically.
Localisation of administrative staff is of critical importance in that public
confidence must be secured by the knowledge that it is local officers who
have responsibility for advising Ministers for initiating policy recommen-
dations and for implementing policy decisions . . . (The) Adnfinistrative
College is a key Government instrument in implementing localisation
policy. It must be Public Service oriented. even though it will make use
of facilities outside the Public Service in doing its work . . . The Govern-
ment must decide what kind of Public Servee it wants and what kind of
administration it wants. The Administrative College must accept ‘the lead
when it is given. Conscquently it cannot expect to have aitonomy at this
stage.'”

The Conimittee. has access o the white paper “Accelerated- Localisation
and Training relating to the expansion of the Administratian College™ (as
tabled in the House of Assembly on August 30, 1971) and strongly recom-
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mended that the proposals to expand the dellI[l.s at the Administrative
College be cxpcdncd )

In l-.c;pmg, with views upruscd above and noting that whilst the Admini-
strative College was located next to the University of Papua New Guinea in

~Port Moresby. the 1ocal Government College at Vunadidir was poorly located

and with poor facilitics, the Cotanittee recommended that local government
training also be conducted at 1% main Administrative College.

Whilst there should be close liaison between the University apd the
Administrative Colege, the College should. for the time being. remain as a

“governmental instrumentisiity responsible to the Public Service but under its

own ordinance +ad council. The Committee did not see this as a permanent

state but rather one essential in the carly vears of independence.

5. THE CO-ORDINATING MACHINERY AND ORGANISATION
OF TERTIARY INSTITUTIONS

This scction of the paper can be introduced by a quotation from the

Report, :
Our terms of reference ask us to make recommendations about the nature.
composition and powers of permanent machinery required to rationalise
~and co-ordinate development of institutians that conduct puost-sccondary
and tertiaty courses., This is the central and probably the most important
.of our duties.™ '

The Report contains recommendations in two parts. The first in Chapter
7 refers to the formal machinery to rationalise and co-ordinate development.
The second. in Chapter &. relates to the pmhhmtmn of educational institutions
and associated problems and suggests ways in which these problems should be

tackled.
5.1 The Co-ordinating Machinery

The Commiittee noted that little co-ordination existed in higher education
in Papua New Guinca. In considering the form of a suitable co-ordinating
body. the peculiar problems of Papua as a developing country had to be

;nnsndued The classic problems of co-ordination and rationalisation in

tertiary education — cfficient allocation of resources. the provision of the right
number and type of institutions. adequate numbers of appropriate student
places in educational establishments, adequate academic staff. and the need to
achieve adequate student inputs and outputs — all had to be considered.

These are concerns of most bodies co-ordinating  tertiary education
including those in Australia. But Papua New Guinea has an added and vital
factor to be considered. This-is the need to use the educational system to
develop the country according to prepared plans.

Thus the Committee considered the traditional form of co-ordinating
committee. which is gencrally as independent of the Government as possible,
was not appropriate to Papua New Guinea, Rather the body would need to
liaise closcly with appropriate government instrumentalitles, in this case the '
Departrnent of Education. the Office of Programming and Co-ordination -
(overall planning) and the Public Service B()!ird
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Alsu. whilst it accepted that it may be considered illogical for educational
establishments who were claimants for monies to be represented on-thg body
considering those claims, it was believed that officers of senior educatioal
establishments (the University and Institute of Technology) could: contribu
greatly to the development of- the overall cducational plan for the country.

To act as a counterfoil to oflicial representatives, community represent-

* atives were also considered desirable and to ensure the body was not too large

and at the same time was balanced. it was proposed those from the community
should number three or four,

Finally it was considered desirable to have as Chairman an independent
who was not of the government, nor of any of the institutions directly
cnncerncd '

THé recommended constitution of a Tcrlmry Education Commission was

as follows: . .

An independent Chairman appointed by the Government.

The. Director of Education,

The Director of the Office of Programming and Co-ordination.

The Chairman of the Public Service Board.

The Vice Chancellor of the Univetsity of Papua New Guinca.

The Director of the Institute of Technology.

Three vr_four members representing the community dnd appmnlcd by the
- Government.

The broad function of the Commission was to advise the Government on
the one hand and the various institutions on the other. on methods and means
needed to provide, develop and co-ordinate higher education against the
background of resources available for the purposc: and _to help in developing

. the country according to stipulated programmes.

But what of that important function — the examining of requests for
finance? The Committee recognised that wtth the structure proposed this was
not an appropriate task for the Tertiary Education C8mmission.

Hence it recommended that a separate Tertiary Education Finance Board
should be established but that its members should also be members of the
Tertiary Education Commission in order that they could be fully conversant
with the education system and planning and developmental programmes.

The I?inu[lcc Board, whose proposed function was to examine and advise
the- Government on. financial proposals of the University and Institute of
Technology and on other financial matters in the tertiary cducalinr\ﬁeld was
to consist of the Chairman of the Tertiary Education Comniission and two
others from that Commiission provided they were not members of sldﬁ of
institutions whose finances were under lnvesllgauon

In its final cnmmcnls on machinery the Committee noted that in Papua
New Guinea education “tertiary” would have a different connotation to that in

‘Australia and hence prepared a list of institutions which it believed should

be under the Tertiary Education Commission umbrella. Included in this group
were senior high schoo’™ enrolling students at the grade five level (it was

[}
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" -recommended that these should be junior colleges’ rather than high schools).

-

technical and similar colleges graduating certificates and diploma holders,

_and all teachery colleges as well as the University and Institute of Technology.

5.2 Organisation of Tertiary Institurions .

In this arca the management of the University and Institute of Tech-
nology were specifically excluded from the Committee’s terms of reference. As
mentioned it was recommended these bodies should be represented on the
Tertiary Education Commission but other institutions were not. The Com-

‘mittee saw 2 need to have a number of organisations concerned: with tertiary

education in clearlydefined vocational areas, to act as forums for discussion
of common educational problems and to advise the Tertiary Education Com-
mission regarding the needs of these groups, The Committee looked at various
common interests as focal points for such organisations but ultimately decided
the common vocational factor was pmbdbly most. relevant.

The matters to be discussed by members of these organisations were to
include the following:

Levels of entry of students, rationalisation to best utilise academic staff
in short supply. student selection, the student wastage problem. transfer of
students  between  different  educational institutions and  other  problems
including that of resources needed. The Committec was aware there were many
pmblcms of concern to academic staff which could be minimised if not solved
by discussions proposed and hence sdw these Association of Tertiary Colléges

“as important organisations. Initially it suggested association could be formed

in gonnection wich teachers colleges, with paramedical institutions. and with
technical colleges and others associated with engineering type education.'?

It was proposed that committees for each group would have répresent-
ation from al member institutions. from relevant faculties of the University
and/or the Institute of Technology. together with representatives of future
employers. and possibly others who ¢ould aid deliberations. Liaison with the
Tertiary Education Commission was to be maintained by making the Chair-
man of each Association Committee a member of the Tertiary Education
Commission. ’

6. OTHER RECOMMENDATIONS

The recommendations made included the followm;__ and it was antlupatcd ’
that most if not ull would have been referred to the Tcruarv Education Com-
mission:

i. The question of raising student thmughp’ut rates in professional
courses
ii. The provision of further places for technician training and the
- . determination of the fields in which they should be gffered.
iii. The provision of additional places in primary and SCumdary
teachér trammg colleges.
iv. The expansion of the Administrative Cnlk;,c
v. The offering of semi- pmfcssmnal cotirses at the University and
Institute of Technology.
vi. THe offering of industrial technician courses at technical volleges.
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vii. The provision of facilitics to equalise opportunities for females in
. higher education.

viii. - The introduction of junior colleges (with appropriate staff and
courses) to replace senior high schouls.

ix. Thc phasing, out of the preliminary year (or its equivalent) at the
University and Institute of Technology. ’

x. The nll\,rlm: of standard quali’ﬁudlmns.

Certificates industrial technicians — after form iv plus 1 or
2 years.
Diplomas — semi-professional technicians — “after form v

plus 3 ycars.

" Bachelor — professional — after form iv plus 3 or 5 years.

degree .
Honours. — professional — after form iv plus 5 or 6 yead.
degree D
Pustgraduate — after | year postgraduate studics.
diploma

- Master | — after 2 years of postgraduate studies.
degrec

xi. Fhe amalgamation of certain courses Aind activities associated with
senior tertiary education bodies.

7. THE PRESENT POSITION

. Unfortunately there has begn limited action on the Committee’s recom-
mendations. It is understood this is not neeessarily because of -major
disagrcement with the Report but rather because the business of moving to
sclf-government and independence has resulted in apparently less pressing
matters being relegated. o

Also Cabinet in Papua New Guinca appointed a Committee of Inquiry
into University salarics, Subsequently the terms of reference of the commitee

‘with Dr. Gris as Chairman was changed to consider the best form of univer-
-sity development. As this could bring forward recommendations differing

from those of the Brown Committee it has contributed to delays in imple-
mentation.. These and  associated matters together with the updating of
manpower requirements will now be considered. :

7.1. Co-ordinating Machinerj

* Draft legislation far a Higher Education Bill in Papua New Guinea has
been prepared. It is believed this follows closely ‘the recommendations made.
However. in Deeember. 1973, advice indicated Cabinet had not considered
the bill fully. and evidence suggests such consideration will be deferred till

mid-1974. .

The Oftice of Higher Education which it is understood would scrvice
the Higher Education Commission has been established with a Director who
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s responsible to the Minister of Tligher Pducation who is also the Minister
of Education.

In July. 1973, K. S. Inglis. Vice Chancellor of the University of
Papua New Guinca noted that though the formal responsibility for
higher education still rested then with the Australian Minister for
External Territories. higher education was a field “in which the
Australian Government has evidently decided to take no further
initiative™.'> Henee in the absence of the Commission or some
stmilar "body there is no official leadership other than that to be
offered by the exceutive office of Higher Education. '

In the, past the two universities in Pipua New Guinea submitted
rolling tricnium submissions detailing their longer term planning
and immediate and longer terin financial needs. These were re-
viewed by Sir Leslic Melville who made  recommendations to the
Government. The Government could decide on grants to be made
and be sure that educational plans were appropriate to its own
developmient programme, This arrangement lias now &nded. Henee:
there was 'no official body to receive the submissions and comment
on them. (It was expected this would be done by the new Tertiary
Education  Commission  and  the  Tertiary  Education " Fingnee
Board.y. This resulted in concern at least to one of the senior
cducgsionalAAnstitutes which assumed that “the Government does
not wish . o have cither of the two universities place before it
major innovations not proposed in carlier submissions and sub-
sequently approved™.' However, it was hoped  that machinery
would exist for the consideration of a new submission for 1974-76.
to bz submitted carly in 1974 in which fresh thinking regarding
policy could be formulated. 1t is noted that subscquently a three
man committee comprised of Messaiss Ticalai (treasury), Tanamu
(President of the . Amazon Bin Local Governmient Council) and
Professor R, Karmel (Chairman of the Australian Universitics
Commission) was established to cons Lor the universities’ finance
1974-75. ) »
Thus luck of implementation of (- machinery  recommendations
appear to be inhibiting future positive educational plamming,
Miny matters of importance requir o reconur endations to - the
Government and/or ‘policy devisions have not been censidered so
that delays of up to two vears haveroccurred in these matters to
date. Perhaps the most serious mzatters are those listed as 1. i dii.
iv. viii and ix in item 6. The question of raising thr ughput rates
will need much consideration and carcful action. For ¢xample the
Committee noted annual costs of S4 million were needed to provide
extra output in professional arcas. However, it could not justify
this because of the low throughput rate. Looked at another way it
could be stated that large annual costs are being currently spent *
on failing students. .

It is pleasing to note that some tertiary institutes are looking at
some aspects of pass rites but the problem is one requiring a wide
ranging analysis and the development of a detailed overalt pro-
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gramme such as could be directed by a bady similar to the envis-
aged Commission.

At the time of writing the author did not have full information to
indicate the nature of action taken on recommendations. However,
comments front various oflicers concerned with education in Papua

A New Guinea indicate that:

i. The number of training places for electricians and radm mcuh-
-anics have not been appreciably increased and though tech-
nicians in. Enginecring training places are avanlablc they are
not beigg filled.

ii. The number of students offering in some prnlcssmnal fields is
quite inadequate and that ways of directing into appropriate

> courses should be devised.

iii. No attempt has been made to set up secondary teachers
colleges near universitics. However, “there has been general
agreement that the University of Papua New Guinca shnuld
take over Goroka Teachers Collu.c .

iv. The teacher training programme cxpansmn falls short - of
recommended targets.

v. Littlg action has been taken to implcmcnl the senior high
school/junior college recommendation and -target dates of 1978
to 1983 have been unoflicially mentioned.!

On the positive side, the necd for different types of technician teaining
has been ascertained. assistance has been made available to help encourage
females and married "couples in higher education (apparently with a dis-
appointing response) and very importantly, development of the Administration
College is progressing well. Also the University of Technology is expanding
its offerings in the semi-professional ficld and the two universities have co-
operated in offering joint courses Icading to degrees in forestry and agri-
culture respectively. But again these are all independent actions and the
important co-ordination and fixing of priorities is lacking in the absence of a
Commission. Integrated leadership is required to initiate action when and
where appropriate.

7.2 Associations of Tertiary Colleges
As these have not been established (other than in connection with

teacher education) the need continues for oflicial forums to help in the co-

ordination of tertiary education and in solving the many and varied problems
of vommpon interest to the diversified- training establishments. Again it is
heartening to see the co-ordination developing in some areas. But this usually
oceurs to meet a specific need and not the general problem. It scems that
smaller establishments would still find it very difficult o find a forum for
discussion of problems. Thus, because of the absence of a system similar to
that proposed dialogue on the many common problems is still largely lacking.

7.3 Manpower Figures

Revised manpower figures' do not vary sufliciently from those in ‘the
Report to cause concern. Thus the only real concern now will be the possible
lack of additional training places for industrial technicians. the jack of a firm
decision regarding lhc,.pmvnsmn of an adequate number of teacher training
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places, and the lack of positive action to ensure that students are enrolled in
appropriate courses as determined by the development programme.
8. CONCLUSION ‘

The tindings of the Committee of Inquiry together with major recom-
mendations have been considered. Some of the possible implications of the
delay in implementing recommendations have been considered. Those of
greatest cancern are probably the lack of co-ordination and setting of prior-
itics in tertiary education, the considerable continuing annual cost associated
with low student throughput rates. the concern that adequate training places
in appropriate areas may not be established to give the reqgtrired balanced
work foree. the lack of forums where educators ¢an discuss the many common
problems of education in Papua New Guinea. the inhibiting effect on forward

" planning and the probable delay in achieving localisation,

It was noted that individual organisations were acting in accordance
with some recommendations in the Report,
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THEOLOGICAL EDUCATION IN PAPUA NEW GUINEA

A. S. DUNSTONE, M.A., M.ED,, _
Staff Member — Ruarongo College, Rabaul.

t

This paper will be divided into three parts ——
~(a) A bricf historical sketch .

(b) Teaching by Themes at Rarongo College
(c) Some questions about Theological Curricula

(x) A bricf historical sketch.

The first theologlcal College as such in Papua New Guinea was built

by Dr. W. Lawes in Port Moresby in 1882. In 1884 the first student from
this college was set apart for the Christian ministry. The lecture-method of
taking notes, to be reproduced for the teacher in the exams was the norm of
instruc'ion.” Methodists near Rabaul from 1885 and at Salamo from 1931,
Anglicaus at Dogura from 1912, in a very informal way.followed this
method of teaching. The Roman Catholics sent one man overseas ‘to train
for the pnesthood and he was ordained in 1937; but there was no Roman
seminary in P.N.G. until the Marist Bishop Thomas Wade opened St.
Joseph’s major seminary in 1946 on Bougainville. And up to the 1941
war, though’they claimed sixty thousand converts, the Lutheran Mission had
no ordained pastor: the college at Logaweng was opencd in 1956. It seems
that betwéen the two wars very little advance was made in theological training;
but the 1939-45 war changed many things and throughout the world ‘there
has been a great improvement in theological education, much encouraged by
the Theological Education Fund of the World Council of Churches. In Papua
New Guinea every church and group of churches has recently built or rebuilt
its theological college. The Roman Catholics are at Bomana, the Lutherans
at Lae, the Evangelical Alliance at Banz, the United Church near Rabaul,
the Seventh Day Adventists near Kdkopo and the Anglicans are building on
the University site. And all’ the churches have radically revised their pro-
grammes. Most of the theological education now starts with students who
have completed Form IV (R.C.s Form VI), as against twenty years
ago when Standard VI was a high qualification. All are experimenting
with new ways of teaching, though we have time here for examining only
one entirely revised curriculum. (The others are covered in a fuller study.)
Thus theological cducation is still in the van of educatlonal development in
this country, as it has always been.

-(b) Teaching by Themes at Rarongo College.

The staff at Rarongo College were especially worried by the fact that
students were not formlng an integrated picture of theology. That the same
concern was felt in Africa is evidenced by Sundkler, who devotes - twenty
pages to ‘the search for an integrated curriculum’. The staff were also
concerned that students were so often not learning, but simply reproducing
. notes. Therefore the College Council, which includes experts both clerical
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and lay in various fields, revised the curriculum, especially in relation to the

first two years of the course. In this task it was assisted by Gaulim Tcachers’

College and Malmaluan Training Centre and gladly acknowledges. their help.

 The 1970 intake — the academic ycar in Papua New Guinca begins in

January — was the first group to study under the new curriculum.

.

(a) The method used in the course.

For-the first two years there is a general introduction that lasts for four
or five months; and then instead of teaching by subjects, for example Old
Testament, Pastoral Theology, Church History, a variety of significant
themes is studied. Two or three weeks are devoted -to each theme and the
attempt is made to look at it from cvery possible theological angle. The
example of suffering is given below. :

A »tart is often made with a role-play. In this case it may: be about
somcone suffering from incurable cancer, or a pastor visiting the, parents

of a’ chi'd who has recently dicd. It may be about a young Melancsian
- Christian confronted with the cvil power of black magic. Thus an initial

attempt is made to root thé whole study in the life-situation of the ministry
in Papua New -Guinca. As a result of the role-play, many questions would
normally be raised about God and His care for His people. So onc passcs
naturally into the theological themaes of providence, pain and, if one is not
careful, into"al] the realms of sin, the study of which could of course occupy
a whole term. Assignments would have been set at.the beginning of the
serics on the Exodus, or Job, the Suffering Servant.in Isaiah, Jeremiah or
Hosca. All the students in the group could take the same passage, or they
could be divided so that insights could be gained itito the various parts of
the Old Testament. The expericnce of the Old Testament hegoes contributes
to a contemporary understanding of ‘what God ineens by ul[owing suffering
in His World today. .-

If the students arce alert, it may well be that they will turn to_questions
of man’s inhumanity to man, in Victnam, South’ Africa, Pakistan or Ireland
— particularly if they happen to be called Christian countries; and they may
also ask about God's inhumanity to man in carthquakes, pestilence and flood.
Studies wili be undertaken, alonc or in small group”&, of 1 Pcter — one of

and Revelation. The' nistory o the church provides a vast sclection of
men and women who have suffered for “heir f2ith, or who have borne
suffering patiently and bravely for the sake of ClLrist. “The climax of (he
study could wel! be the production together of a sermoil or serics of sermons
for use cither at that time or later in the, ministry of the students. :

Such is an example of a period of (zaching that might be described as
gencral, thematic and integrated. Obviously there are many such themces
that could be treated in this way; and so the préparation of a curriculum
demands rigid exclusion of many nteresting topics, in an attempt to cover
the widest and most typical areas of life to which thcological judgement
must be applied.: In other words one should study a microcosm of the whole
of life. ' ! '
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(b)Y The Themes studied in the Course.

“The themes for study chosen by the stafl of R.lron;..,o with assistance
were as follows: — . .
Ist Five Month Session. General Introduction, including *How to study’,

~ ‘What is anthropology?’, *What is mecant by the lnsplr.mon of -the Biblc?’,

‘What is the Churc.h"‘ ‘How do we pray?, *What is Thcology” 'What is a
minister?”, cte.

2nd Five Month Session. Themes Group 1. The Relation Between
Christian and Traditional Melanesian Thought. .

Cargo Cults (5) lcadmg to
God
The World .
Man
~—Sin

. Suffering
Spirits
Dcath

Within this scheme there is room for any other themes that a group of
students wishes to develop. If the fuller treatment of some leads to the
exclusion of some others, the staff is not worried.

The educational principles and techniques behind the treatment should
have become familiar; and the students should be both willing and able to
pursuc other themes in their ministrics, clthc0 alone, or in company with
other Christians or non-Christians.

3rd Five Month Session. Themes 1. The Christian in Society.

Homce and Family Lifc
Leadership at the local level
- Why political partics? .
The Christian’s responsibilitics in ﬁoc1cty
Must the Christian always obey the state?
Should a Christian stand for the House of Asscmbly?
“Church or Local Government?™

(Al these issucs may scem to many Christians in dcVeloped countrics
to be scttled and obvious. This is fur from the casc in developing countrics
and they huvc often led to bitter arguments and divisions. )

4th Five Month Session. Themes Ill What is the Church?

Why the Churéh?

How should the church be govurngd"

What is worship and how shall it bec made relevant?
The sacraments

The ministry of the church

The role of the layman within the church

The church as a teaching and c.lring community
The church as the body of Chfist in the world

The ccumenical movement.
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Each of thesg gcncrz‘lll'lhcmcs can obviously be treated in the same sort
of way as Suffering, outlined above, though varicty of presentation and
development is of course sought. It would be possible to choose many other
general themes and also other \pLL‘lIIL mplc under the general headings.
Though, as will b¥"argucd fater, there is @ minimum of information necessary
for all theological students, it is jn fact likely that no group of lecturers will
use exactly the same basic material: and it is cqually likely that no group
of students will want to pursue exactly the same questions. Thus the outline
syllabus is open-ended and student-centred. When the system was begun
there was a hope that cach course be led by at Jcast two lecturers, thus
feeding in a diversity of theological sckolarship. That hope is only now being
realised. .

Such are the firsttwo years of formal theological education at Rarongo.
Those who have shared in the course have found that it opens up exciting

“possibilities of development. But after two years at a theological college,

the church has felt that it is time for a man to go back into a church situation,
as assistant minister or chaplain. He can then discover whether the principles
learnt at college can be applied in real life. A year of interniship splits the
college course.  After this year the ministerial students return for two more
years at sollege. First they must take o close look at the past three years,
pinpointing the faiturcs of the course and of their own work, Then they go
on to more traditional education in the theological disciplines, repairing some
of the gaps of the first two years, pursuing former interests and branching out
into new sturdies. :

There is plenty of opportunity for specialisation, in chaplaincy work,
Christian  cducation, translation, home and family counsclling, Biblical

‘languages and drama. With this general training it is hoped that thcse men

— and oceasionally women — will go out into their ministrics equipped
to serve people in all their actual needs.

(¢) Other Relevant Fuctors,

No summary of the Rarongo course would be complete without a men-
tion of some other facts. : :

It is the policy of the United Church that as much training as possible
shall be given to the wives of the students. This inevitably leads to a division
into English and Pidgin classes, since the standard of cducation of the wives
varics from four years of high school or more to almost no formal cducation
at all. Onc deaconess is set aside for the work, a full-tinic member of staff,
who depending on her qualifications will also share in the teaching of the men.
The church belicves that the wife must be .1hlc to support hcr husband in
cevery aspect of his mmlstry

The first two years of the course are open to men or women who do not

intend to procced to ordination. They could take it out of pure intcrest,

since the church has said that ‘theological education is the education of the
whole church to fulfil its ministry in the world’. Or thcy can plan to take
(or they may have already taken) a certificate in education and thus be
equipped for specialisation as R.E. teachers. In the admission of laymen
Rarongo seems unique in P.N.G., though “in the 400 theological schools
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~in Asia, Africa and Latin America on the lists of the Theological Education

Fund, 339 of the students have no intention at the time they enter of
procc\.dlng to the professtonal ministry: 56% of the schools are carrying on
some form of theological education for the laity™. . -

The full course is open to women; for the United Church has accepted
the principle of the ordination of women,

The geographical arca covered by the United Church is Papua New
Guinca and the Solomon Islunds, which thus already transcends national
barricrs — and incidentaliy raises administrative problems in moving students
from the British Solomons into Australian Territory and back again. But
students come to Rarongo from beyond the arca covered by the United'
Church. The Presbyterian Chureh of the New Hebrides, a condominium of
France and Great Britain, sends its ministerial candidates to Rarongo; and
the church of the Marshalls and Carolines provides the only American citizens
in the student body. Thus the college can justly claim to be mtcrnatlonal

Malmaluan Training Centre, which offers a wide varicty of training,
mainly for thosc who will not be ordained, is only cleven miles away and
Gaulim Tcachers® College 27 miles. They are both sister institutions of the
United Church. Were all three on the same campus — as had once -
been hoped — much more could be done together; but exchanges of students
and staff still add impetus to the lifc of the colleges and the church, and
encourage happy relationships between full-time church workers whether
ordained or not. Another result of having these ncighbours should be that
the Rarongo stafl should be lu.pt .lw.nkg to developments in the educational
fields. :

Vudal Agricultural College and Vanukanau Roman Catholic Teachers’
College are local sporting rivals.

Many of the students now come straight from high school:

They are thercfore often in their teens and the proportion of single men.,
is quite high. This is very different from even five years ago, when experience,
maturity and proof of being a good husband and father were at a premium
in the eyes of the candidates’ committecs.

(d) The Advantages of the Rarongo Approach.

We must now ask whether the themal .lpproach outlined above fulfils
the kinds of hopes that have béen raised for it. The teaching starts from
Mclanesian’ thought and claims to deal with the problems that are met in
Meclanesia to-day. It should therefore be relevant to the needs of the
students themselves and the people to whom they will minister. Irrelevance -
has beén one of the stock charges brought against traditional ministerial
training in both developed and developing countrics. For the same reason the
course should avoid the danger of deculturation. Many expatriates and
indigenes have been worried that especially in its theological colleges the
church scems to. have taken men away from their own culture and made
them half-Europcan.

IS8 ‘
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‘how both arc normative for the ministration of the sacraments in the |

There is of course a real sense in which the Gospel is against all Cultures;
for the claims of full obedience to Christ will always mean that disciples have
to transcend the' aceepted ideas of their own day and place. The danger
in the past has been that people of all races have misinterpreted this deep
truth. 1t has been thought that Melanesian — and African — Christians have
to break away from Melanesian culture and identify themselves with European
ways of thought and action. These are theologically neutral or they can be

- even anti-Biblical, as in the European obsession with wealth and comfort and

its general materialism.  The Rarongo course aims to take the cultural

‘background of the students very seriously indeed and to show its relationships

with the Biblical culture. In fact during the carly. part of the course many
young people learn much about their traditional way of life that had lain
dormant or half-forgotten. Having assessed their own culture they should be
better able to see the Biblical demands upon it.

Trained to apply Biblical and theological resource material universally,
a student should have the tools with which to examine any problem that comes
his way, whether it be theological, moral, pastoral or social. It is a training
in method and technique as much as in facts. ’ .

A graduate of Rarongo should have an integrated view of the theological
disciplines. It is remarkable how this idea of integration keeps reappearing
in almost cvery discussion on the renewal of ministerial training from every
denominational point of view — an interest which perhaps justifies the length
of this chapter in comparison with the others. That Roman Catholics
appreciate the nccq for integration scems clear from the scction in Keller
and Armstrong devoted to *ways of achiceving convergence’. “The theological
formation of seminarians, which for historical reasons has deteriorated, needs

" to be refashioned so atto unify the cfforts of all the teachers and dircct them

towards a new and morg complete integration of the theological curriculum®,
The need is expressed bf){h to break down the fragmentation of courses and
to integrate theological studly and spiritual development.. A Swedish ‘Lutheran -
writes: “African studénts re most concerned to discover some dommon:
denominator, some universal, rationale by ‘which the diversity of various

* subjects can be integrated, a pri ciple by which organic unity can be achjeved

in the whole body of knowledge With which they are confronted”. A Rar ngo
gradaate should have the materialy with which to baild this integrated house
of learning. He should see, for example, how the doctrine of the Bodi( of
Christ is‘related to the church and to\"thc institution of the Lord’s Supper and

ght

of the history of the church. N

Of four types of learning in schools.\Profcssor Kerr says “The four
groupings of disciplines. would furnish a framework for a planned programime
of general cducation which would give the child. adequate experience of all
the ways of knowing and doing. It might also avoid\inciejent repetition Hf a
limited range of kinds of experience.™ Rarongo's hope is thu%it gives just fuch
a planned programme of general theological education. ™

>

The- first two ycars of the course are centred more upon the st dents

. than upon subjects. * This has at least two direct advantages. It mears that

if there is a topical subject of urgent contemporary interest not noted fon the
: ’ {
/ 159 _ . / \
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course-outlines, it is stitl possible to spend weeks studying that subject. instead
of what is in the outline. For any theme could have value in stretching the
minds of the students — and the statt — and in practising the method. Such
flexibjity is specially opportunc in Papua New Guinea when the whole social -
and political climate can change in weeks and when hurmng issues of yester-

“day can become moribund today. The other advantage is that every student

can proceed at his own pace. A bright student who can reeall all the Biblical
references about, for example, the Christian and the State can be given o far
tougher assignment than one who must spend hours tinding the basic texts.
Naturally any good teacher grades his assignments according to the abilities
of his pupils. whatever approach he may be using: but there seems to be
a greater inbuilt freedom in the present Rarongo course,

Finally one may note the advantages for the staff in teaching by themes
rather than subjects. They are always discovering fresh facets of Metanesian
belief and culture and so broadening their understanding of the students’
buckgrounds. This is true even for indigenous stafl, since there is such great
diversity in the cuttural backgrounds of the different tribes. . The staff
constantly foreed to make its teaching refevang to at feast one representative
section of the population. And academically they are kept on their toes,

(¢) The Disadvantages of the Rurongo A pprmu'h.

Professor Hirst has made a \LerhInL critivism of teaching by topics.
He is writing about schools in England, rather . than colteges in developing
countrics, but mutatis mutandis his criticisms are relevant. He argues that
few teachers have the inter-disciplinary knowledge to do this effectively: and
that before it is possible to have a bird's eye view of a topic many facts in
cach disciptine must be lcarnt by the student. Thus the criticism affects both
stafl and students. '

It is certainty impossible fog a theological teacher to keep abreast of all
developments in all theological disciplines — specially so in the Tropics
where in practice inmost missionary situations time for reading and research
is often limited by the calls of administration. Therefore it was hoped that
cach theme would be treated by at lcast two members of staff, cach bringing
resource-material from his own specialist arca.  For onc alone to attempt
it is hubris. Here however one niust make whit must appear a racialist and
paternalistic distinction.  1thappens that most expatriate teachers of theology
in Papua New Guinea and other developing countries had some tertiary
educittion in other disciplines before taking up theology: and that they then
experienced a fairly broadiy-based inter-disciplinary theology before specialis-
ing. The greatest problem will be when indigencs ‘take over an inter-disci-
phn.lrv course. For a few vears there will inevitably be men with a somewhat
less svnoptic view of theology than their expatriate predecessors. Therefore if
the church is aiming at an almost entirely indigenous stafl by the end of the
decade, then lc.uhml_ by themes may be a little premature.

Hirst's other objection coneerned student knowledge. There are certain
basic facts without the knowledge of which i man could not be said to be
lhmlomc.ﬂly fiterate. just as a man who does not know Twelfth Night and
Hamlet is illiterate in English literature.  Some unpublished reports about

N bl
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theological education have emiphasised that “we cannot do away ‘with a basic
stratum of factual material, because the foundation of the Christian Faith
rests on facts™ — in spite, one may add, of Bultmann's popularisation of
Luther’s and Paul's Sola Fide. For this reason the first term and the last
two years of the course are devoted more to the teaching of subjects. But
even during the thematic teaching it is surprising how much knowledge of
a subject men acquire by the back door, provided that the back door is their
own back door and that they are interested in opening and closing it them-
selves. The official visitors from the Association of Theological Schools had
read the literature about the Rarongo course: they came sharing Hirst’s
reservations, but went away surprised at the grasp shown by the students of
the essential biblical and theological facts. '

Another danger is that interest in certain arcas of theological knowledge
will mecan that other equally important arcas will be ignored. The themes
treated in cach course must be constantly under review by the whole stafl,
so that cach member can ensure that the broad arcas of his specialisation are
satisfactorily covered. -

Many Melanesian students like text-books. Concerning both the Church
and_the Christian in Society there is’ no shortage of literature; but the first
five-month session is on the relation between Christian and  traditional
Meclanesian belief; and on that very little has been written. The students are
thrown in ar the decp end and it is not surprising that some flounder. - It is
casy lo adopt a superior attitude. emphasising the value of personal initiative,
but the shortage of tex¢-books about some themes must be raised as a real.
problem concerning some thematic teaching.

So much for some educational disadvantages; but every course must be
looked at in its own particular historical and geographical sctting. We have
alrecady commented on the totally inadequate staff-student ratio at Rarongo
in 1971, though it was cducationally an cxeiting if exhausting ycar. The
system nceds a ratio of at lcast onc to twelve, which has now, 1972, been
achicved. The course also needs a good college library; and though there
has been a reasonable supply of books, there has not been cnough room
for corporate or private study. But another scrious question that must be
asked is whether Rabaul will become a back-water: for a course like this
ought to be followed near a thriving centre of 'social activity. Rabaul has a
volcano that might obliterate it at any time; it is in an carthquake zonc and
in July 1971 it suffered two of the world’s most severe carthquakes of that
year: and 1972 has also scen severe carthquakes in Rabaul. There are
moreover land-problems with the Tolai people, who are claiming the Gazelle
Pcninsula for th® Tolais. So the days of Rarongo might be numbered.

To conclude, there is an approach here which is fresh and relevant,
giving staff and students a comprehensive view of ministry and perhaps laying
the foundations for an indigenous theology. There are obvious dangers in it;
but it might well be worth pursuing in other parts of the devcloping — and
developed —- world. ; .
(c¢) Some questions about Theological' Curricula. '

The foregoing chaplers clearly indicate that much pionecring work has
been donc over the past few ‘ycars in improving theological education in
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Papua New Guinea. The progress has been influenced by educational theory
from many conntries: and there has been mach co-operative Iul\]\lrdllﬂll. is
with teachers’ groups and centres ehewhere. But there still remain some
questions to'be asked about all this cffort, from the specitic point of view of

ceurricutum theory,  Criticism cannot be dpphul in so clear-cut @ way as in

other educational ticlds, as the difliculties in, making suggestions for united
curriculum development. Next, two’ statements will be guoted of modern
curriculum theories at work.  Finally will come a critique of theological
curricul in Papua New Guinea in the form of guestions that need to be
asked.” This will he done not from the stanee of i judge. but as one enquiring
ministerial trainer among his brothers, -

(@) The difficulty in attempting o single assexsment and  cntique of the
variety of colleges represented in MoALT.S. :

Itds not casy- to make general comments about the whole collection of
colleges. Here are some of the reasons for this problem: The objectives of
the sending churches are by no means identical. Some seem to be training
managers for District Oflices, others, priests who will say mass, hear confession
and attend to all the Ppastoral nceds of the flock, others, preachers and
cv.mgdnl\ for-a mainly itincrant ministry, sonie teachers of congregations,
others, overseers to care for huge arcas and yet others, scholars who, they
hope. will be on an cquality with scholars in other disciplines and in other
Fands. 1t mayv be that some wllggu are given by their churches a conimission
that covers all these objectives,

The members of some churches are suspicious of the development
of rigorous thinking in its own right. Like some dogmadie poli-
ticiuns they fear the power of eritical acumen. For there is a danger
that their young men could break. out from a parrow Presbyterian-
ism, Biblicism. Romanism into a fuller undenstanding of Biblical
and Catholie faith® There might be a danger of inditferentism or
— red rag to some bulls — ceumenism. In the study of Religious
Education being carried out mainly from Lancaster University the
question s asked: “Is @ truly open’ approach really compatible
with Christian education?™ Most educationists however wonld put
the development of the crilicul faculty high on their list of prioritics.
ii. The entry standards to ‘the colleges are not identical cither gduca-
tionally"or spiritually. Thus there is an obvious difference from the
uniformity  found in most primary and  sccondary  schools and
universitics.  There s also considerable: varicty in the age and
eapericnee of students, a variety that can be extremely fertile, but

can comy’ he production of curriculi _
iii. There ix vo o oversity of student cultural background, - at least as
greatas ol vacial schools in Birmingham, .

iv. Not alt stall are of equal academic ability: and the church cannot
command the brightest amdmuu as can many uvar\mu and
colleges elsewhere.

v. Like fecturers in places of tertiary’ cducation the world over. not all
the staff have professional qualifications in the field of cducation.
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Nor do they core from the \.\nu sagl of .u.tdcnuc background,
being from New Zealand, the US. AL Australia, Englund and
Germany. Nor do they afl have long experience in the country —
and only wfew are indigenous.,

btois uncertain whether in practice any church  will regard the

“programme of the seminary as terminal, or whether they will be

willing to pay for refresher courses and release their best men for
stch courses,

The education offered at these colleges is many-sided, being both
tiberud” and cutilitarian® at once: and in this they are unlike many
other places of Jearning, They are aiming at the development of
persons, thinkers and specialist workers at the same time.,

C. E. Beeby, with his distitled wisdom and common sense, mlghl
\ull argue that it is nnp')\\lhlg to reach the heights anmlgud in so
short « time: and that in fact there is a mixture of wl sorts of
tevels in all the coileges at once. thus making uniform progress and
assessinent almost impossible,

Soin relation to generil purposes, sending bodies, students and staff

there is great diversity,
some criticisms in the fight of modern curricutum theory.

Yot n spite of the difliculty, it is proposed to miuke
In order to have

some frame of reference, we shudl fiest quote two curricular preseriptions, one
designed for primary schools in developing countrics the other for, universitics
in Austrajia,

(h) Pertinent aspecty of curriculum t/u'ur,\'.

Animportant part of modern curriculum theory is the study of objectives,
knowledge content, learning experiences and evaluation and their inter-
relationships.  Beevers has applicd this theory to the situation of primary

-schools in P.N.G. und comies out with the following suggestions for a timetable

for curriculum change:

i
ii.
iil.

iv.

vi.

X1,
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viil,

The recognition of the need tur Ll].ll]LL

The analysis of the existing system, to ascertain the stage of de-
velopment already reached.

A study of the problems and needs of the particular society.

A study of the charagteristios and needs of that fociety's children.
An anulysis of the cconomy to delineate what resources are avail-
able foreducation, _ ‘

The formxlulion of overall goals for education with reference to”
national goals and the value system operative in that society.
Major policy decisions to hetp decide how these goals find fulfilment.
The formulation of precise operational objectives for cach stuge of
cducation.

The sdlection of appropriate subject, matter pqych()logic.ll approich
learning activities for the most LnlLan[ change ‘in the curriculum
at cach stage.

Planning units of study and detailed curriculum guides.

Plannihg and instituting an cevaluation process for use during pre-

" paration, during use jnd at completion of use of the new curriculum.
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. If we.change the word “socicty” « “church and suciety” and “children’ to
‘theological students’, we have a workable suggestion about curriculum
development in theological colleges in P.N.G. It is suggested that on some
of these tests, the colleges and churches score quite highly. There is a
publicly recognised need for change: the Churches have studied the problems
and needs of their socictics; und they have given considerable thought to the
most rational financing of their theological cducation. The colleges do try to -
study all the needs of their students. to do with the extended family and with
cducation. The enquiry is engaged in finding but the answers to number viii,
the formulation of precise and agreed operational objectives. The critique”
from a curriculum angle follows, but we may anticipate by remarking that it
scems that the greatest failures have been in x, the provision of curriculum
guides, in xi regular and organised cvaluation at cvery stage; and that some
churches have not been specific enough in .their formulation and statement
of viii, precisc operational objectives. ' :

Beevers is concerned with general policy. Falk and Dow are concerned
with the actual working out of the policy in relation to university teaching,
Their criteria are as follows: — ‘ ’

1. The objectives of the course must

(a) reflect a full knowledge of the discipline;
(b) reach the standard required to. contribute to the specified
degree;

(c) specify clearly the norms, knowledge and skills to be acquired;
(d) be appropriate to the previous knowledge and academic de-
velopment of the students; : .

(c) be attainable by the students within the constraints of availab’

time and the facilitics which are provided.

t9

The methods of presenting knowledge require:—

(a) choicc of economical and cfficicnt mcans for Icarning, whether
by lectures, teaching in carrels, programmed instruction, ctc.;

(b) other lcarning situations which have béen devised (whether in
laboratories, by presentation or cssays or class papers, ctc.).

- To give the opportunities for understanding of norms and for
the cultivation of skills that arc objectives of the course;

(c) testing and cxamining procedures which are both valid and
rcliable checks of the whole range of course objectives. Such
procedures should test the stated objectives and nothing clsc.

3. The teacher must communicate his.interest and cnthusiasm in the

discipline and show a concern that individual students come to

share it.

Sct out diagrammatically it would scem that Beevers and Falk and Dow
are saying the same sort of things as Kerr, with ditferent sub-headings in
each box. A model for curriculum theory for theological training in Papua
New Guinea is set out below. R

It may be noted that the objectives of all the colleges have been revised
during the last ten years. The graduates arc now ditferent products from
their predecessors, for example in their conception: of the role of the pastor,
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-~ in their ccumenical attitudes and in their general academic competence. The *
knowledge-content is similar in the sense that men are still learning about the
Bible, church-history and theology, but many changes have been made in
what is taught about these: and many other subjects have been added, includ-
ing anthropolog,y sociology. Greek. ccumenical studies and comparative
religion. There is greater breadth to the learning experience, with many more
methods of learningand teaching than once were used, programmed learning,
role-plays lcading to discussion, listening to radio, language-laboratorics, the
use of varied art-forms, cte. Perhaps there has been less experiment and
progrus in the methods of evaluation than in any other part of the curriculum.

Aguinst this background of curriculum theory, we now ask some critical
questions about the progress of theological education in Papua New Guinéa.

(¢) Critical questions

The churches and coll\.gu have been Iookmg at thc1r theological educa-
tion with critical eyes. The consultation in Fiji in 1961, onc of whose visible
results was the fouadation of the degrec-awarding Pacific  Theological
College, forced all the churches to ask what was being done and what ought

to be done. . : ,%/
The consultation at Lac in 1968 highlighted many inadequacies a

the mectings at Bomana in 1969 and Rarongo in 1971 have opened further
doors. The foregoing pages have attempted to indicate the cnorn: s strides |
alrg.ldy taken. Obviously nobddy would want to pull down compictely the
imposing structure that has been built in Papua New Guinea. But there are
still inadequacies in theological ¢ tucation Fund through M. A.TS. The fol-
lowing criticisms arisc from a study of curriculum thcory: they are -put in
the form of questions. grouped under the headings of staff, students, culturc
and curriculum. -

i. Arc the churches yet convinced that theological cducators should

. be qualified in cducational theory and practice as well as in
theology? The study from which this thesis arosc was inspired by
the writer's pcr%ona] conviction that for him good will, expericnce
and common sense were inadequate at this stage in the tountry’s
dcvdopmcnt Perhaps not al teachers of thcology understand or
put into practice basic educational principles. It is intercsting and
perhaps relevant that some university lecturers in Europe have
rccently  undergone crash-courses in  cducational theory and
practicc One may also notc that at the M.A.T.S. students’ mLeting
in September 1971 there was (Ilqcuwon about staff qualifications in
teachcr training.

ii. Are all the staff currently involved in the life of the *péople of
P.N.G.? The question nceds to be askéd of all staff, including the
Roman Catholics and the Luthcrans, even though most of them
have been living in the country for a long time and speak at lcast
two of its languages. Unless there is current mvo]v;munt at a fairly
decp level, there are likely to bc g+ v in the teaching.

. 1866 | “
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iii.

iv.

V.

vi.

There are many highly qualificd expatriate academics on the staffs
of the cotleges, probably morc than anywhere clse in P.N.G. except
at the umv;rsuy.m Port Moruby and the Higher Institute of
Technology in Lac. ‘But there is a generally, though not universally,
expressed desire for mainly indigenous facultics by the end of the

~decade. Indigenous scholars are tikely at first to have a less broad

cducation background than their expatriate colleagues. The question
presents itself whether this comparative lack of expericnce and
breadth should affect the development of the curriculum?

Is there currently sufticient evaluation of the tu..lchmg skills of the

~ lecturers?. Are their methods under regular review by the students,

by their colicagues and by outside educational experts? In 1970
the students at Rarongo and in 1971 those at H.S.R.S. were asked
to — and did — cvaluate the teaching of the staff — to the pain
of tertain teachers.

Is there adequate insurance that at every stage students can under-
stand the language of instruction? It has atrcady been noted that
both H.S.RS. and Martin Luther Seminary have investzd in fairly
\.‘\P\.ll‘-'V.. English- Idn«'uam.l.&ddnr‘u equipment: and at Banz there
is an intensive Lirst-year course aimed to help the studenis o upder-
stand both spoken and written English. But the suspicion remains,
sinee some of ihe brizhtest students still find the fanguage, of somea
lecturers bevond their ken. (Research is currently hemg carried
out in Fngland among the children of native English-speaking
parents with smaller incomes. There is a real difference between
the language which the children hear 'at home and in class at
school: and it js suspected that there is a real lack of communi-
cation. causing slowness in some pupils from such homes.) The
problem of comprehension is of course allied to that of the supplv
of suitable textbooks.

Do the colleges attempt to ensure that at every stage of his progress
the student is aware of what he is doing and w"\ he is doing it?
The rationale of much military policy 1owards “other ranks’ right
through to_the voorld war could have been summed up in the jingle:
Yours is not to quusnon why
Yours is but to do and die.
And there scems to be itth: reason to doubt that it was a success-

ful policy. But T do not think that such a policy would sueezed

today among the conseripts in th: armizs of th: democracics.
Perhaps teo ther: would be a arcater advanee in theological edu-
cation in developing countriecs — and clsewhere — if there were
a more dunrlv spolled out poticy of student involvement in cottege
admunistration and  curriculum planning. After all. stadents in
Papua New Guinea have heard of student strikes and demands
ior a share in university adminisiration att over the world. (Some
theotogical coleges in Africa have been foreed to lie dormant be-
ciuse of student unrest.) There is not a student observer in the
MATS. exceutive commities: bib the xludunly are wanting a par-
ticipant with full vouing rights,
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Have the colleges provided themicties with enough public guides
to what is happening al every stage in the life of the college? It
- is ot oily students, but stall and other interssted outside bodies
who wish to fook back and forward and sce how current activities
fitinto an overall pattern. (Because of transport difliculties only a
tinv proportion of church members in any communion in P.N.G.
would be able to attend a college Open Day. And sometimes there
is 4 touching sense of almost nurminous awe when church members,
in the vicinity for other reasons, are able to visit the college)
vii. Has theological education taken seriously enough the society and
the church of its students? Much can of course be kearnt from the
past; and cvery collzee now has some anthropology on the time-
table. But the society s changing rapidly, The new chite ‘obviousty
neads attention; but is there sutlicient preparation in the colleges
tor those who will minister to the non-clite, to those who will not
cooon to high schools and universitics and to those who will Bave
never had any education at all?

The country s moving at such a rate that the churchies must mowve
quichlyv: but on the other hand, do buildings that coest hali a million dollars
it in with the culture of the people at feast in regard to their theological
colleges? (The tact that the church should build and own big blocks of flats
and oflices in the tovns Las niod raised eye-brows. They are regarded as a
good investment. expatriate-oriented  magical money-spinners; and  anyvway
the inkabitants are often expatrinie.. But a-theological college?)

The remaining questions cencern evaluation, and assessment. of students,
of the methods and content of teaching. of the learning activities and the
whole hife of the college, The basic quustion Is whether any college has
fooked at all sides of its development in the hight of modern educationat
theory? Has its view of curricutum been as farge as Herrick and Tyvler
suggests “AN the feaming which s planned and guided by the school,
whether it iy carried on in groups or individeally, inside or outside thie
schoo!™? ' ]
viti. Have the learning activities been under consiant review in the light

of all modern methods of teaching? Or are there places where

chalh and talk are stll ail that the students normally  meet

(except when wvisitors are expected)? Present students stifl rebel

against newer methods, though they object o reverting to the old

when they have experienced the new. Future students will have

seen newer methods in their primary and secondary schools and
will wonder What the reason is if the cotlege does not use some at

least of these methods. ’

ix. Have the colleges worked out the relationship between the know-
ledge-content of the courses and the attitudes are to be inspired? Is
the knowledge-content adequate: and is it under almost annual re-
view, so that the students are given what s needed in the 19707,
rather than what was nee-'ad in the 19607,

X. Arc the methods of student-assessment in ine with the best. though
not necessarily the most modern, that educationatists have devised?
Are the colleges experimenting with their examination and assess-
ment system: and above all are thiese syvatems plannad socat 1o
organise suceess, rather than faiture?
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Xi. Are the learning cxperiences in the college developmental, rather
than static? It is necessary to plot a developmental sequence of
cumulative growth both in power and in content, in order to, deter-
mine whether the subsequent contexts merely vield new information
while requiring the same powers of comprehension and the same
level of thinking. or whether there is an incr‘cmcnl'in- both.”

Xii. “Care must be taken that in specifying objectives for different
ability levels. The teacher is not setting expectancy levels for the
less able which may turn out to be self-fulfilling prophecies.” It
must be asked whether -this care has always been taken, since,
especially in developing countrics. it is casy to underestimate the
potential of some students., They may come from an arca with
traditipnally little primary education. or be, the first people from
their village ever 1o receive tertiary education, But enthusiasm often
more than compensates for the lack of background: and some of
the most unlikety students can reach stardon. - )

These dozen questions arc worth asking. No one wants to produce
ncurosis in the staft of the theological colleges. Perhaps it would be better
that they should stay Where they are. resting on their laurels and consolidating
for a year or two. since so many innovations have been urged by them upon
the churches and been aceepted. But curriculum development is an ongoing
science and for its successful pursuit regular asséssment and evaluation are
essential.
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'SELECTING AND TRAINI™NG PAPUA NEW GUINEAN
- EDUC.YIONAL ADMINISTRATORS

- V. MCNAMARA, B.A., M.ED., PH.D., M.A.C.E.,
First Assistunt Director, Dent of Education, Konedobu, P.N G.

The Interdependence of Burcauc:atic Process, Firmness of Governmment
Purpose and Social Climate .

I have becn asked to present this paper as a record of snore than a
decade. 'of activitics of the Education Department’s locali;ation programme.
1 doing so § will refer frequently to detailed papers by those who have been
directly and fully involved in initiating and devecloping phases of the pro-
gramme and writing up reports on’ what has been done. I do not clarn
responsibility for the initiatives. However, as an official who has been
closely involved in, the administration of the programme, I shall attempt to
“present an overview, with a description of the general features of the pro-
gramme, its outcomes and its problems. In doing so 1 would like to describe
how the dysfunction between, on thé one hand, the necessarily slow and
gradual bureaucratic processes of staff selection and training and, on the
‘other, the categorical nature of a political decision resolving a major social
dilemma (such as Gorton’s decision to decolonisc in May 1970), places severe
limits on rational administrative planning. ‘ o

The effective implementation of politically chosen goals (by a responsive
burcaucracy) is a key factor in the efficacy, and therefore the reality, of
. political power. On the other hand, the cfficiency, and therefore the overall
effectiveness of the bureaucracy, is equally dependent on clarity of political
geals, . :

In the sixtics the Department’s localisation programme was seriously
impeded by confusion over political goals arising out of a colonial and
Australian climate that was largely unconcerned over the immediate future of
Papua New Guinea (or at least unwilling to make any clear commitment).
When a clear commitment to carly self-government was made, the firmness of
political purpose and the urgency of social Jemands have created pressures
for a rate of localisation training and placement far beyond the capacity of
the bureaucracy to cope effectively.

For several years, cducation department initiators of localisation action
were being frustrated by their inability to get public service authorities to take
any deccisive action on creating appropriate positions — for_advancing
potential Papua New Guincan executives. Now;, public service attempts to
localise at a reasonable level of cfficiency are being frustrated by a social
and political climate, and related expatriate staff retention problems, which
-undermine plans for phased transfer.. . .

After discussing the administrative history of the Education 'Depart-
ment’s localisation programme, 1 would like to, draw- out some implications
for the future concerning the inter-relationship of social climate, political
commitment, and bureaucratic process for the evolution of a functional school
system for an independent Papua New Guinea.” Y
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A. A DESCRIPTION OF THE LOCALISATION PROGRAMME,

1. The Process’ o i
The process is described as it has now cvolved. The history} o its
evolution is outlined later in the paper. .
- Daloz (1971) has described the executive development scheme largely

as it now operates 1t the education system. Essentially it is a process through
which petential executives are provisionally identified and then screened

..~ .. through a serics of lists for training and try-out as junior (head teacher level),
“ 1 middle-level (inspector level), and senior (District Superintendent level and

above) Executives. Identification and screening is on the basis of systematic
use of reports of performance ut Executive Assessment Workshops, in the
field, in training courses and at seminars. Throughout the programme selected
candiddtes are tried out by being given acting appointments. at levels for
which they appear to have potential, then confirmed and/or advanced or
returned to a lower level, depending on performance. -This process attémpts
to avoid the lasting conscquences of “the Peter principle” by finding out, by
means of a short-term acting appointment, when an officer has reached his
“level of inefficiency”.and, where this is so, returning him to his former,
lower, level.

In giving only a bricf summary description in this paper, I would not
want to leave the impression that the development of the programme was a
simple excrcise. Indeced, over a ten year period a great deal of work and
skill has gone into the development of the scheme.

Gibson (11968) refers to the tendency under the old regime to select
dependent compliant Papua New Guineans for advancement in the Public
Service where what is required for an independent Public Service is persons ‘
capable of independent and functional decision-making. Throughout the
prograinme, certainly up to the present (possibly-increasingly in the future),
administrators of the programme face the problem of conflict between those.
who wish to give advancement opportunities -to the compliant, loyal, obedient
public servant and those who wish to identify the person capable of thinking
for himself and acting for himself, even if this does lead to conflict with
his superiors. : -

Hicks (1970) and Daloz (1971) described the initial development of
the Executive Assessment Workshops, perhaps the key picce of bureaucratic
machinery in finding suitable persons for trial as exccutives. Workshops
consist of threc or four days of intensive activity, usually for three groups of
seven candidates, each group under observation from three assessors.  Activi-
ties include’ psychological and gencral written tests, =nd considerable inter-
action in leaderless groups.

Mulford (1973a) reports research into th.. isiternal efficiency of the
workshops, indicating a high degree of inter-asse:sor agreznent, the import-
ance of having a suitably experienced psychnlogist in earh o:sessment group -
and the possibility (realised in practice) of reducing the length of the
workshops from five days to 34 days. Mulford (1973b) later compared the
performance, on Lahara session unit courses at the University of Papua New
Guinea for the 1972/73 vacation, of candidates ranked high (6), middle
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= (9) and low {3) on the executive assessmients workshops, and those candidates

.Z. i

who had not been assessed on workshops (81). Difference in University course
performance between candidates categorized as having high and low work-
shops performance was significant beyond the .01 level, while the difference in
performance between those ranked high on the workshops and those who had
not been to workshops was signuicant beyond the .02 level. Similar results
are dvallab'e from the performance data at the University of Papua New
Gumca for the-year cnding 1973 of candidates sclected by the workshops
as having: exccutive potential. During a week-long inspectors’ sentinar in
1973 the performance of Papua, New Guincan inspectors sclected by work-
shops-_waa compared by three senior departmental officers who were not
-aware of their workshop performance.. Seminar, pertormance correlated with
‘workshop ranks. When the ficld performance of 28 associate, acting or
{ “substantive District Superintendents was indcpendently asscssed by senior
dcpartmental officers, the performance of those with high workshop ratings
(14) was compared with that of those with middle workshop ratings (8) or
no data from workshops (6). Tlie differences in performance were signifi-
cant (in the expected direction) beyond the .001 level. Similar results were -
obtained with 40 traince lecturers at Teachers’ Colleges.

Onc of the quite scrious problems with the exccutive assessment
workshops is the high cost of mounting a workshop when account is taken
~of the cost of salaries for senior level assessors and for the candidates, the
cost ‘of transport to a central point for three asscssors and seven candidates
per group, and related costs of accommodation for four or five nights. To
put this in cash terms, the average- worl\shop involves three assessment groups
(9 asscssors and 21 candidates) and costs $2,500 (excludmg salary). During
the 1973 year fifteen workshops were held. The proportion of officers identi-
fied with executive potential approximates four out of ten. o

Mulford (1973c) describes attempts to devélop pre-stlection procedures
that' would increasc the cffectiveness of workshops and therefore reduce the
number of workshops rcqu1rcd and the costs entailed. Initially it was intended
to do this by a pencil and paper test (the WM questionnaire) comprising
items designed to scale attitudes to burcaucracy, sense of political efficacy,
open and closed mindedness, flexibility, task/person orientation; etc. It was
found nccessary to supplement the written test with an oral interview by
a senior localisation officer on an open-ended case study. Actual performance
on workshops of 54 candidates, previously asscssed by the pre-selection pro- -
cedures, indicated that of those pre-selected .as likely to have executive
potential, 609 were assessed as having potential (as opposed to only
40% where candidates had not been screcned by the pre-selection pro-
cedure). o

As selection procedures have dcvclopcd the flow of potential executives
has incrcased. Moreover, with the passing of time the executive development
scheme has yielded candidates with proven potential at progressively higher
levels, so that the training-programme has had to diversify considerably.
From fiftcen officers attending a first **senior officers course” in 1963 (Gibson,
1968) to 20 officers attcnd|n5 headmasters’ courses (for training as primary
school headmasters) in 1968, the scheme has developed (1973) to a total
of 340 full-year* training pluaces (over and above tcachers’ salarics provided

BY)
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to staff schools). Of these, 39 were for associates (supernumerary staff in
training) to Teachers” College lecturers and to exccutives in Teachers’
Colleges, in district cducation offices-and at’ headquarters. Forty were for
university places, including free-place and diploma courses, seven for the
Public Service Higher Certificate, 31 for courses in Australia, and cleveh
for courses overseas. The remaining 220 places were for headmasters and

. Form 3 equivaient courses, including a small number (20) for training of

technical college sstaff, vocational centre irstructors and manual arts. teachers.

> In 1974 the lower level courses (headmaster and Eorm- 3 equivaient) will

shrink to 140 to cnable a complementary ‘growth in the higher level courses

~{total fuli-year places availablc — 360). Of the 140 lower level places,
- only 65 will be for training and qualifying primary school headmasters. One

of the replacement courses is an “Educational Leadership™ course, to train
~gencralist executives for migddlc level exceutive positions in various divisions
of the education system. A growing number of courses, too, is for pedagogical
rather than’ executive training, '

“2. The Key Role of the Bureaucracy

It would not have been possible to achicve national localisation goals in
any measurc at all without the commitment, over a long period, of interested
and ablc staff capable of devising functional burcaucratic machinery to-
achicve these cnds. "

In part, of course, the cffectiveness of the localisation- selection and
training programme, once ‘started, was a spin-off of featires which were
developed as part of the general education svstem but.which did help in the
selection and training of cffectiverlocal decision-makers. One of these is the
regular process of annual asscssment reports on (and to) both-teachers and
SCRiOT executjves — an infportant feature of departmental staffing and
advancement policy withj obvious implications for the selection and training
of local executives.” Another ‘was ‘the policy of largely open administrative
decision-making which- incorporated machinery deliberately set up for the
sake of involving affccted parties. This required routine reporting of progress
and presentation-of proposals for action. The executive had to be prepared
to work out his proposals, present them, have them subject to ¢! llenge and
debate, defend them ‘and impiement a final decision which took account of
the consensus of the decision-making group. Examples would be the fort-
nightly-departmental staff mecting, the annual week fong senior oflicers con-
ference of the department, the annual weck long regional ratings conferences,
meetings of the National Education Board and District Education . Boards,
meetings of governing bodies and other committees of institutions.

*In facl the number of rrainees was considerably gremter. as many of the courses were
for six months or, less.

Over and above these were special features of tie education systein
which were developed for the purpose of implementing the localisation pro-
gramme. Perhaps the most important of these was the iZxerutive . Development
Committec, a wecekly mecting of divisional represen? ; chaired by the
Deputy Director, which reviewed progress on locali . inade decjsions to
facilitate localisation across all divisions and superv d the implci‘nent,ation
of these decisions. Necessary concomitants of this machinery were regular
and detailed ‘minutes recording  decisions and identifying action officers
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+ .responsible, and weekly reviews to ensure ¢

cetive implementation of deci-
sions. An incvitable spin-ofl of this procySs was that divisions that were
initially disinterested in localisation becarfie stimulated by reports of the
activities and achicvements of others and Aradually became actively involved
in the localisation process. Indeed, as thé pressures for localisation increased
and the worth of the sclection process pecame demonstrated by its products,
the cxccutive development committee/resembled at times a “head hunting”
exercise, with divisions cOmpcting kgenly for those identiticd as having high
executive potential. Inducements Held out by the divisions competing for
talent took the form of attractive-training programmes with high level target
positions of the carrot:

Another important picce of machinery was the establishment and funding
of a large number (sce:above) of supernumerary training positions over and
above those required to operate the schools. Opportitiities range from
courses in Papua New Guinea and overscas to supernumerary associate
appointments “(for ¢xample. associate District Superintendent) and oversecas
travel. In effcct. this meant calculating in advance for cach financial year
the number of staff likely to.be available, determining a figure to meet in-
service training nceds. and planning ¢xpansion of the school system on the
basis of the balance. This granted cnormous tlexibility in the posting and
payment of trainees who ceuld, quite independently of cumbersome and
extremely restrictive public service promotional procedures, be posted as
associates at appropriate tevels, granted the full powers of the position, paid
at an appropriate rate and left to demonstrate their ability, without running
the risk of applying the " Petes principle”. This would not have been possible,
certainly not so easily, without the cxistence of the National Education Board
and the Teaching Scrvice Commission. and cohsequently the acceptance by
the Treasury and the Public Scrvice Board. with little question, of a precedent
which it had been-completely impossible to establish at an carlier stage of the
programme’s operations ¢Gibson. 1968).

It is realised that other Goveriment departments, now anxious to
localise, but lacking machinery of this kind with its associated flexibility,

- have been seriously hindered in their localisation programmes. However, lest

they think that the provision of such machinery is sufficient, it is important
to recognise that the Education Department’s localisation programme would
not have becn possiblc without a very heavy and-continued investment of
skilled, able and well trained administrators. This investment, which was
encouraged -and developed by a succession of Directors of Education, for
many ycars received no support from the Public Scrvice Commission. That
is to say. in reviewing the past ten years of the. Education Department’s
localisation programme. it is important to recognise that throughout that
period a total of six and ncver less (at any one time) than threc persons
who had. or attained doctorates during the period took an active interest in
the development of the programme, often in addition to-their other com-
mitments. Over and above this highly qualified group, the devglopment and

‘implementation of the programmc was facilitated by the presence of a number

of other persons who. while they may not have obtained doctorates., would
be regarded by their trained colleagues as having the ability fo attain such
qualifications. In summary. the initiation, development and implementation
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of a sophisticated and cventually extensive programme required a substantial
and continued input of able and trained persons.
B. OUTCOMES

One uncontested outcome is an improvement .in cfliciency of sciection
and training. confirmed by the cagerness with which senior Education

. Department  pepsonnel have been selected for high level posts in other

departments. A related advantage has been the time available for try-out
and testing in practice of the suitability of those sclected, leading in gencral

to far better -placement than would otherwjse have been possible. For -

example, t}fc_rc have been a number of notable cases where hpparently able
people have becn gppointed to senior executive positions on an acting basis

- and then, having demonstrated over a period of a year or more inability to

cope with the position; have been withdrawn to other postings, allowing
further try-outs until successful placement was effected.

A further satisfying outcome to those involved in the scheme has been
*he impressive level of confidence and competence” displiyed by seasoned
products of the programme now occupying senior cxecutive positions. For
the average cxecutive traince this achievement has certainly extended con-
siderably the psychological limits of what it was considered possible for a
Papua New Guincan executive to achieve and the overail result has' indeed
surprised many’ who were involved in the carly ptanning of the programme.
I suppose it is a truism now but it would scem that the executive ability of
the Papua New Guincan leaders was long underestimated. "

There are still, of course, serious shortcomings and these have i'r'nportant _

implications for the planning of future training programmes. Given the fact

more than one or two university graduates among thosec trained for senior
cxecutive positions in the system, it is hardly surprising that ma
senior executives have considerable difficulty in handling the abstractions that
underlic burcaucratic procedures, educational and national planning cxercises

that the rapidity of the localisation process has made it impossible 20 Jinclude -

“and other common features  of sophisticated, modern, adrlhinistrativfe‘l‘
machinery. Muiford and Young (1973) have summarised research evidence

on cognitive studies in Papua’New Guinea which indicates that the, intellectual

structures underlying contemporary: western administrative machinery are.
cuiture-bound in a way that is foreign to Papua New Guincan thihking. Tt is, .

y of our

for example, a particularly difficult cxercise for a Papua New Guinean® o
administrator who has’ had ljttle training in manipulating reality through "

symbols to project. say. cnrolment trends, compare these with projected

cmployment trends. and -draw conclusions about the school leaver ‘problem-

in 1979 which will have sufficicnt force and reality for him tp take’ urgent” "

and- positive steps to re-shape the education system. |

It is cqually difticult for him to visualisc the logical ir"nplicutions of
burcaucratic discipline with its differentiation of roles, and pri¢r consultation
of all those whose role is involved in a particutar decision-making arca. Yet
this rcalisation is necessary if he is to cnsure that the flow of relevant
information is maintained to those most dircctly involved, so maintaining the
confidence of the burcaucracy’s exccutives in its capacity to apply its
specialised skills in a systematic-way to’ the solving of the problems that it
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encounters. In both the foregoing situations the normal. untrained tendency
is to handle problems on a “onec-off" basis and to make decisions on the
basis of immediate pressurcs rather than a weighted cvaluation of |mmed1ate
and long term consequentes.

Bulmer (1971) warned of the danger of déveloping a western motiva-
tion of competitive individualism, vet there can be little doubt that competition
for positions has been the major motivating force of the department’s localisa-
tion programme.” Promotion: stresses competitive sclection on the basis of
relative performance, from classroom assessment through the cxecutive
assessment workshop to final sclection for an cver narrowing number of
pusitions as the cxccutive moves higher up the ladder.

Localisation offic. - M. Joyce (personal communication) suggests that
some- candidates” sce this us competitive tribalism rather than individualism.
G\.numlly the commonly expressed wish of the Papua New Guinean student

“help my people™ refers to the tribe rather than Papua New Guinea as
a \\hnlu Curtainl) too, those who have achicved positions of national
lcadership in the education sysn.m still seek relaxation primarily among their’
fellow tribesmen. The fact is, there are serious grounds for concern by the
average Papua New Guincan exccutive traince over Telative tribal success in
the exccutive ‘rat-race’ in contcmporary Papua New Guinea.

When the anxictics ar'isi'ng'out of this situation arc combined with a
lack of the fraining in abstractions necessary to perccive an organisation as a
system of interactifig elements, then it is not surprising to find indigenous

cxccutives making decisions which are rcgarded as authoritarian.

Pcr'hnps the most significant problem for long term stability of the local

_burcaucracy is the extreme inequity of the distribution of senior cxecutive

positions amongst districts. An analysis of 196 exccutives cither in executive
positions or _in training" at the beginning of 1973 indicated that the Central
District, with 6€; of the country’s population, supplied 33% of those training
for senior and middle level positions in the education system. Sixty-ninc per
cent came from six districts with only 19% of the country’s population —
not surprisingly thosc districts which had longest contact with the outside

‘world (Central, East New Britain, Bougainville, New Ireland; Manus and

West New Britain). At senior level (District Superintender:t and above) the

concentration was even greater with officers from those six districts occupying
91% of the positions localised. During 1973 deliberate steps were taken
to involve in cxecutive assessment workshops more - officers- from those
districts which, duc to a later start with education, had relatively few
cxccutive trainces. At the beginning of. 1973 the four highlands districts,

with 4()% of the country's population, had six per cent of its executive
trainces.” An analysis at the end of 1973 of postings for 1974 indicated very
little improvement in the position, to scven per cent.

When this fact is drawn to the attention of scnior Papua New Guinean
decision-makers (Iargclv ipso facto officers from the districts of ° Iongcr
contact) the feaction tends to be rcmarkably similar o that of cxpatriate

-public servants at the commmentement of the localisation programme. Use i%

made of such arguments as “Of coursc., What could you expect? They
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haven’t got the cducation. Promotion must be by merit, not by political
grounids. They’ll have to wait until they can catch up in cducation.” When
the discrepancy* in the share of high schools is pointed to, there is resistance
to any proposal to re-distribute educational opportunitics of the expense of
those districts which have got more than a head start.

One of the most scrious problems is an outcome not of the localisation

.programme but of confusion over goals at the higher levels of bureaucracy,

which, up to and for some time after the point where Gorton decided to
de-colonise, slowed up the rate at which cxccutive trainces were selécted,
placed and advanced, so that the Department has nowhere ncar sufficient
suitable executives available for posting at the rate now demanded. Appoint-
ments to senior positions will soon have fo be made with far less than the
minimum of experience considered essential. Three years ago, McKinnen

- (1971) was seriously worricd by the" prospect that, given that an officer

required two years in a position before he fully understood the requirements
of the position and became professional in the discharge of those responsi-
bilitics, it might well be necessary to consider systematically skipping levels
in a progression of two years cach from level 3 to level 5 to level 7 to level 10
(Hcadquarters Superintendent). While a select few of the present exccutives
have had these levels and amount of experience (for example. the present
Director), a more tynical cas¢ might be some of the current appointees to
departmental headqr.riiis. While these are able officers with considerable
potential, they are short on scnior expericnce at exercising responsibility.

“For example, in the period 1970-1974 {virtually since McKinnon expressed

his concern), a number have moved from class teacher level to level 10
(Headquarters Superinterdent). They are gencrally about seven years out of
Teachers’ College.

When, at independence, senior cxpatriate administrators cxercise their
option to leave the country, it is these headquarters associates who will
largely replace thei.

Another casualty of localisation practice has been the associate basis of
training which, whilc it has worked in a few instances, by and large has not
surmounted the difficultics of intercultural communication and confidence
The associate scheme cnvisaged appointing a supernumerary Papua New
Guinean alongside ap, expatriate incvmbent, then gradually transferring re-
sponsibilities to the a;\:opua New Guincan appointee as he became ready
for it, with the expatriate r. 'ring to a position of consultant, providing advice

.on request. The phasing of the actual transfer of powers has been an

interesting paradigm of the localisation scheme as a whole. At the -carly
stages of the programme few powers were transferred and the common

‘complaint from the Papua New Guincan associate was that he .had little

real influence on decisions. . When this was countered with an instruction from
the Dircctor to cxpatriates to hand over the powers rapidly and then act in a
consultant role, a point was very quickly rcached where most consultants
complained that.their advice was rarcly sought. There can be little doubt

* For example. in 1973 Cer District and East New Britain. with 10% of the
popul rion begween them, had 2 of the national siilre of Form IV places. The -

" highku I8 districts. with 40 of the population, had 15.7°% of the Form IV places.
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that t'his\c?(pcricncc will be a major factor in the rapid exodus of expericnced
expatriates onee they have the aption of going (at independence).

In reality, of course, there are serious disagreements about the rate,
at which Jocalisation can and should occur. A professional criterion would
operate in terms of the rates indicated above by McKinnon. . A political
criterion, on the other hand. would require almost instantancous localisation
of some, if not atl, positions. A cultural eriterion, citing the inappropriateness
of expatriate models for local traineds (for example, in tertiary institutions)
would prefer to err in the direction of too rapid rather than too slow -
focalisation, rejecting abstract and internationat “standards®™. .

The historical reality, of course (i.e. the way in which a major social
revolution actually takes place, on the political and social rather than the
burcaucratic planc) means that the above considerations are rather academic.
Rather than a smooth planned transition the Education Department’s
localisation programme has been more akin to the tempo of events preceding
and following an cruption. slowly developing in response to unrecognised

spressures, little happening for a long time, things sceming to go on as before,

then everything happening at once.
C. HISTORICAL OVERVIEW CoL

- For relative newcomers to the scene, it often comes as a surprise
to learn that the beginnings of the localisation programme date back fiftean
vears or more. Former Director of Education Johnson (1970)  paid

‘tribute to the Public Health Department as the first to jpitiate an executive

sclection and training programme for Papua-New Guincans in the fifties.

The first general steps by the colonial admiristration in this direction were

the results of an administrative dir-ction by -Minister for Territories Hasjuck

if the early 1960's. In 1961 and. 1962 .Gibson. had plans .under.way in. the -
Education Department and by 1963 he had mounted the first Senior Officers

Course in Port Moresby. operated by Walker. .

The reason for surprise at these dates is ro doubt due to the fact that
for so much of the sixties the localisation programme had so little impact.
For seven years the failure of the programme to expand rapidly was due to a
failure by the Public Service Commission, and cxpatriate public servants, to

‘uceept the imperatives of localisation training and facilitate its implementation.

Questions concerning the desirable rate and method of localisation were
and are largely academic. Whatever the intentions of burcaucratic planners
who make it their concern, the actual rate of localisation, is a function of ,
changes in social climuate arising out of political decisions. The present
exodus of skitled -expatriates is going to.be very rapidly increased with
independence and the option for senior experienced expatriates to go. The
planners in the Education Department )‘\hought in terms of an ideal of gradual
transfer of power. The reality was a long period of unsuccessful attempts to
impicment localisation up to the point where an unequivocal palitical deci-
sion on scif-government was made: by the colonial governmeht. This was
foflowed by an ever-increasing acceleration of the rate of localisation to a
runt where phased transfer is on the verge of breaking down. What we are
sxperiencing is, of course. a well-known phenomenon of social change
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described in the case of the racial change in Amierican suburbar. schooling
as “tipping”. That is to sav. in school integration in the States one could
observe in a white suburb with a fargely white school enrolment, a gradual
build up of Negro enrolment to a critical figure, perhaps 40, then a sudden

~evacuation of whites and a rapid transformation of the school into a fargely

black school. .

The phenomenon of “tipping” appears to fit the history of localisation
in Papua New Guineg. One could even graph the progress of localisation of
senior decision-making positions, say. District Superintendent and above in
the Education Department. Taking account of acting appointments, for the
06 positions at level O arfd above in the education system tincluding nine
Teachers” Coliege Principals). the rate of localisation achicved between 1963
and 1968 was seven per cent (Gibson, 1968), by Scptember 1972 was 21,
by February 1974 was 407, and, taking account of announced intentions of
senior expatriate oflicers to feave when they have the option. mn have to be
at feast 60% by independence.

Former Director of Education Johnson (19700, reporting on the educa-
tion scene from 1962 up o 1970, said one of his main tasks was convincing
Papua New Guincan teachers that it was their Education Department. and
not an Australian education department that employed soine Papua New
Guineans. The poliucal tipping point ‘was the Gorton decision to replace
Barnes with Peacock, with all that entailed for a fism political decision to
make Papua New Guinca scif-governing (hlay, 1970). However, in terms
of Public Service machinery to make locahsation possible, it was towards
the end of 1972. In terms of senior expatriate public service attitudes it was

~ the date of acceptance of the Simpson rccommendations on compensation

(late 1972).

To fully savour the present rapid rate of localisation, it is nccessary
te consider it against a background of the rate of localisation prior to 1973.
The probiems of the sixtics are wett documented (Gibson 1968). A relatively
recent example might iftustrate the fag in adjustment of burcaucratic decision-
making to political decisions. In late 1971 the Education Department pro-
posed to the Public Service Board the cstablishment of a position of Assistant
Dircctor (Localisation) to facilitate. the planning and implementation of
localisation. The proposal was rejected at that stage, it being considered
cthat the appointment of an officer at middle fevel (Level 7) would be
sufficient for the task. Twclve months later, under political pressure, the
Board had caught up with reality and created positions at approximately
Assistant Director level in all departments to facilitate Tocalisation- processes.

In summary, the history of the “tipping™ process in Education localisa-

tion has been:

(a) Eight years in the wilderness when some farsighted burcaucrats,
attempting 1o anticipate an inevitable historical trend, developed
machinery and a small poo! of tocal cxecutives. This did provide
a uscful base but the process was scriously inhibited by lack of
understanding in other parts of the burcaucratic machmcry, a lack
of understanding which was furgely attributable to ‘ambiguity at
political level about overall goals.
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{b) A politicul decision (May. 1970 Goztovy te nrepare Papua New
Guinca for sclf-government.

(¢) A time lag of over two years before the public serv' " ad made
appropriate: adjustments  to recegnise the  implicaos. of and
itnplement the political decision (the tisie it 100k to gain-acceptance
of the Simpson Report and to set up basic machinery tnr the
rapid advancenient of local public scivants ),

() A rapid and largely wnplanned implementation of jocalisation that
most expatriate public servants found chaotic and intoletable, so
making phased localisation training increasingly impracticable.

D. ADMINISTRATIVE LESSONS FOR THE ‘FUTURE

The experience with implementation of localisation may have intcruting
implications for furure administration of changes in cducation in Papua
New Guinea. Tzke. for example. the nature of the education system in this
country. At present the aspirations i the vast majority of parents lie in the
dircetion of gaining for their children & convention:i v < .~ cducation
ivading to cneployment. Political flecision-makers are ¢ i as to the
issues and in ihis contusion tend to! réspond to mnmdm - S in terms

“of granting the voters what they wani. ;

A small but growing band of Papua New Guineans is beginning to
sénse the likély consequences of continuing with more of the present system.

. However, anything they do administraiively to minimise the present tradi-

tionally western type education is likely to ke frustrated by other sections
of the public sc: ice, politicians and parents, all of whom reflect the current
national confusion about educational goals, and tend. therefore, to fall back
on establishéd practice.  As the pressures gericrated by the dystunctions of
the present cd:ration system grow, the niced for a radical re-shaping of the
cdueation systerr is likely to comie foreefuily to attention of most political -
decision-makers. At that point the situation wit, ‘tip” and there will be a
considerable political demand for bureaucrativ mauchinery and personnel
capable of implementing a more functiondd education system.*

Given hoped- i development of political decision-making about ceduca-
tion along the finces indicafld above, whart is the best course of action for
the minority of professiondls already concerned with implementing a more
furctional system? Perhaps they could tocus on rescarch studies of the
shortcomings of the.present system. giving publicity to the alternative courses
of action facing the country with a4 view to cventually gaining majority sup-
port for a nore functional system. At the point where there is an urgent,
poiitical demand “or a more functional sysiem, there is likely to be a shortage
of tcachers and cducational administrators with idcas and cxperience | to
enable them to implement it effectively. In readiness for this demand, effort
could thgtefore be put also direetly into practical studies and experience at
Univeréities and Teachers' Colleges, with a view to giving tomorrow’s teachers
ideas about and experience with alternative models of the cducational process.

*This is the best that can be hoped for. The country might well get something else. ie., * -
a syddem controlled by an clite which has a vested interest in an elitist system and
endeavours to preserve it.
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*In fact the nuniber of tr aces was considerably greater, as nutny of the courses were
for six months or less.

*For example, in 1973 Central District and East New Britain, with 109 of the populi-
tion between them, had 24.5¢% of the natior ! shure of Form IV places. The highlands
districts, » ith 40% of the populstion, had 15./7¢ of the Vorm 1V ‘places.

*This is the best that can be hoped f ‘The country might well get something clse,
i.e., u system controlled by an eclitc Willich hi. a vested interest in an elitist system
and endeavours to preserve it.
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“W. C. GROVES: HIS WORK AND INFLUENCE
ON NATIVE EDUCATION ESPECIALLY
IN PAPUA AND NEW GUINEA (1946-1958)”

M. DUNCAN, B.ED.(HONS,), ~  C.E.,
Teacher, Hervey Bay State High School, Queenstund.

As a nation confronts any major crisis, it is well that its leaders look
not only forwards but backwards. In doing so, they re-examine their
“grass roots” foundatimoi and become more fully aware of ihe trend of
cultural evolution and of cultural and socictal changes.

Thus. it is commendable that many of the ideas that William Charles
Groves propounded are now accepted in the present cducation svstem of
Papua New Guinea. Groves' ideas are generally more accepted today than
they were during his directorship from 1946 to 1958,

This paper. based on rescarch for a Master’s Thesis, endeavours to sct
out Groves’ philosophy of education that he formulated through his tcaching
experiences and his studies and training in social anthropology. The cxtent
of his experiences embraced not only the Mandated Territory of New Guinea
but also Nauru, the British Solomon Islands, the Northern Territory »f
Aust.alia'and the Territory of Papua and New Guinea with cach provids.
thte training ground for the next experience.

Attention is drawn to his work in these areas and the extent to which
Groves influenced development in native cducation. Groves was a rare
hybrid—a teacher, cducationist and anthropologist ‘as well as an accomplished
linguist. : ’

His cducational work in the Territory of New Guinea (1922-1925)
made Groves realize that education should form an integral part of
the child's society and culture. The content of -the curriculum should be
embedded in the social structure of the native socicty and in the values, .
beliefs. attitudes, behavioural patterns, mores and traditions of the native
culture. A thorough knowledge of these social and cultural aspects arc
pre-requisites for the cducationist formulating a curriculum  for native
students.

The cducation given to native students in the \dministration schdols
of the Territory of New Guinca (1923-1925) was the Australian system with
few adaptations. This super-imposed, alicn education had little in common
with the socializauon given by the village socicties from which the students
came and to which: in those days. most returned. The Administration educa- -
tion was ‘timc out of life’. It was like trying ‘to graft a daisy on to a
pandanus’. Tt just didn’t take!’

_This cducational experience caused Groves to forsake teaching in order-
to study social anthropology,! which he hoped would present solutions to
the questions raised and the problems posed. His study for his Diploma of
Anthropology and his ficld work in New Guinca® laid the foundation of his
philosophy of cducation. [l. hecame convinced hat social contact with
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Europcans changed the culture and socicty of the native inhabitants. This
social and cultural contact could be neither halted nor contained. The age-old
tribal cducation and socialization of the younger g neration had to adapt' and

adjust to meet this onslaught.
&

Within the native villages. Groves met the mistits that the Australian
cducation system had produced: they wer: alicnated from their old way of
lif> without gaining the basic knowledge and skills required to absorb this
new culture shock and to refashion their sociely nearer to their newly
awakened idceals and aspirations.

-“To Groves, cducation was something more than mere *schooliing’: it was
the total process of learning that over a period of years changed a helpless
baby into a fully functional, mature and accepted adult member of the socicty
in which he was born and withir “he confines of whdse culture he must live
out his lifc. Education involveu not only the transmission of traditional
cultures and its mores but also the inculcation of an attitude to change and
the ability to usc change to foster a morc pid evolution of the culture
along the pre-determined lines of progress and advancement. On a torn
scrap of paper, within the pages of an old black notebook in the W. C.
Groves” Pupers, Groves, with his characteristic abbreviations, wrote a
quotation that sums up his concept of native education: ¢

“"McMurray in Peabody Journal of. Education: Education is the best
deyclopment of children in harmony with the needs of society. We may
thercfore describe cducation as the process of adjustment to environ-
ment. The ~Id fixed order of the world is passing away, we have change
on cvery side,™

Groves’ anthropological wri'fings and his addresses to various societics
show plainly the development of his thinking on this topic. Educationists
corid with profit devote more attention to these writings. The most readily
aveiable are those in Oceania and those contained within the W. C. Groves
Papers held in the New Guinea section of the-Library of the University of
Pipua and New Guincea.

Groves' book, Native Education and Culture-Contact in New Guinea:
A Scientific Approach, (1936), was the outcome of these cducational and
anthropological expericnces.  This treatise sets out not only a mast.rful
analysis of tribal education and socialization, but his own philosophy of
cducation, bis ideas concerning the structure and curricular content of a
system of native education for those in contact with Western civilization.

A worti vhile project ~ould well be the presentation of all his various
reports, artici.  pavers aud addresses on educatior. and social anthropology
and his trcatise + .. nutive edee: tion within one book rcadily available for
rescarch worker:, v «iers, educationists and anthropologists. .

In 1936 he was selected us a delegate to attend an international
conference = Honc'ulu {Hawaii) organized by the Yale University in con-
junction with the University of Hawaii with fiancial support from the
carpegic Corporation.  The  tonic was “Native Education in. Pacific
Countricz".* Groves” papers dealing with cnl*izo contact and its consequences
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for native cducation were widely acclaimed as o possible solution to the

problem of nutive cdvedtion especially in Pacific countries. Groves pointed -

out the devas:-“on 1o the vative cultures thae often followed the culture

contact of . wesian cuitures with Western civilization.  Education should
aim to teac :hildren to adjust to these changes which should be used to
the betterm ot the village socicty. In short, the education given should
provid the wnt with the skills and knowledge necessary to accelerate
the rate © ation of that culture along the lines pre- dulurnuncd within the
culture oc;cly itself.

Groves' next eaperience as Director of Education in Nauru (I‘H7 1938)"
afforded him the opportunity to test his scheme of education under almost
laboratory type conditions: a small, isolated arca, a numerically small socicty
with its own culture, language, myths and legends. As there were few
mission schools, Groves exercised control over the major parts of the educa-
tion system: His particular task was to formulate a new eurriculum suita!
1w and harmonious with the Nauruan culture. Perhaps his most worthw!
achievement in Nauru was the revitalization of the Nauruan Club — the
Domancab. Through this club. Groves endeavoured to give the ‘auruan
people prldc in their own cultural background and confidence in tharr future
as a socicty. Groves worked through the native chiefs. An indication of their
acceptance of Groves was the willingness of the head chief, Detndamo, to
_eture the Nauruan teachers on the Nawrian culture and societ,

These Nauruan years are fully documented in the Groves Papers. Taken
in conjunction with the Garsia Papers.® they are a treasure trove to rescarch
warkers interested in this wcnod

Grov? next move was probably the outcome of his at' -dance as a
delegate to the Honolutu ¢ onlerence. Mayhew, in charge of the Education
Scction of the British Colc-nial Office. had ulso attended that conferénee.
Groves was appointed, as from 1st April 1939, as Educational Adviser to
the British Solomon Islands Protectorate.” His task was to investigate and
report on the mission system of education then in operation and to formulate
a new system in which the Government would co- operate with the missions,

especially in the arcas of academic and technical training.

‘Groves’ work in the British Solomon islands Protectorate (1940)
showed him to his best advantage. He did his best work when thrown
back upon his own ample resdurces and when he.had no large burcaucratic
machircry to keep in working order. “He was an individualist, not an
organization man. His pcrsonality expanded in compatible company.

“Groves' forte was in diagonizin- the staie of a native community, it
needs, expectations, and -aspirations for the futnre, and in translating
these findings into and relating them to a system of cducation adapted
to the cultural situation, taking into. account the changes v.rought by
culture-contact. Groves was at his best dcaling on a persenal basis with
people. He had the rare intuition nceessary to sense out the unspoken
and often ncbulous ims ands hopes of the native communitv and the
ability to formulaic - system of cducatior with enough flexibility to
accommodate these,”™
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His Report on Edu wtion in the British Solomon Islands (1940)* pro-
vided the *blue print’ for post war educational development in the solomons.

"It speaks volumes for Groves’ charismatic personality that, through
personal contact with the missionaries in this Protectorate. he was able to
persuade them to aceept with good grace and in some cases even thank-

 fully, a new system of cducation with mare generous grants-in-aid to com-

pensate for the restrictions of the new conditions and controls.

His wartime cxpericnees (1942-1946)' gave him the opportunity to
examine aboriginal society and culture in the Northern Territory of Australia.
revisit Rabaul, the scene of his carly New Guinea teaching years, and to
scrve a term in Army Education at”"Sogeri ncar Port Moresby, destined to be
the scene of his post war work as Director of Education in the Provisional
Administration of the Territory of Papua New Guinea, a position that he was

’

to rctain until his retirement in 10 8.1

- This was Groves’ greatest challenge. The two Territories had been the
arcna for a major campaign of the Second World War during which cducatjon.
cxcept for.some mission education at village schoeol fevel, had lapsed. Warfare
had disrupted the villagers® agc-old way of life; it had destroyed their confi-
dence and trust in the European rule of law and order, Their villages, their
livestock. their gardens and with them the means of their existence had
disappeared.'* As Colonel J. K. Murray, the Administrator of the Provisional
Administration of Papua New Guineca, pointed out in the Macrossan Lecture
of 1947, reconstruction of the villages and rchabilitation of the - "agers and
their way of life were the first prioritics.' Conscquently, Health and Native
Affairs had priority over Education for the limited funds available. Fducation
was accorded the Cinderella’s share. Yet in this poiod Groves faced the
challenge witle confidence and achieved a fair measure of success.

On Groves' rrivai i Port Moresby in mid 1446, the Administration
controlled one n xive <~ ov  the Sogeri Education Centre, a wartime legacy
from Angau.'* % he most rgert neessity was for teachers in order to expand
the Administeation wyster of edvcativn from this small base. This lack of
native teachc.s end v ¢ ted youth 1o train as teachers was the incvitable
consequence iy s e dack of cducation, and of the prewar paucity of
any worthwhie  Loation. 1he seiwcicy of teachers and of teacher trainees
was destincd to be-devil the education awherities in the Territory of Papua
asd New Guinca for many years. The acce-sitv to educate primary school -
i3 hefore h+ could have teacher-trainees meant that .Groves could 2xpect
ni id cducational cxpansion for at lcast cight years. There - was no
miracaions method to produce ‘instant’ teachers from illiierate village children.

In spitc of the many handicaps imposed by the scarcitt of men. moncy
and materials under which Groves laboured, his efforts from 1946 1o 1952
produced more results than aid the previous Administrations over far longer
period of time. Table 1, Comparative Education Statistics:  Australian
Ad winistrations, clcarly sets out this position.
184
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TABLE 1

Comparative Educational Statisties: Australiun Administrations

Arca of Period of | Time i Statistics : Administration
Admin- i Admin- i in Pooas at Schools Pupils
istration istration - Years . 30th June | (Native) ¢ Native) | Teachers
Puapua i 1884-1942 . SR : 1940 { ~Nil Nil Nil
New Guinea ' 19211942 0 2} i 1940 ! 8t 1 S8R N/A
Total ! . ' & 1 588 N/A*
Papuit i 1946-1982 6 - 1952 19 : 1,719 72
- New Guinea 1 1946-1952 6 1952 hid 3,118 163
Total ; X ‘ 74 4.834 235
Taptia i 1946-1958 ¢ 12 , 1088 84 ! 5846 | 221
New CGuinea i 1946-1958 12 1958 163 : 10,039 428

Yotu) v 247 15.885 | 639

Note (1) Statistics for Teachers and lhclr division into mative and expatriate groups
we pot + dily available.

‘ Statistics for this table come from Annaed Re port on Papua and Annual
Reports on New Guincua for the yeirs (I‘H‘) 1940, (1951-1952), (1957-
1958). ”

In 1952, Groves introduced through the Legislative Council a Bill for
the Education Ordinance (1952) by which educational standards were set
and some measure of controi gained over the missions’ educational systems.
The loss of mission educational autonomy was offset by grants-in-aid to
expand their spherc of cducational influence. The short, ‘simply worded
Ordinance, largeiv *he work of Groves, was the foundation of education in
the Territory of Papua and Ncw Guinca: on this, future devclopments were

.based. ] -

The Dcpartmental Inquiry into the management and cfficiency of the
Education Decpartment in 1953, developed into a major crisis. Much has
been written and argued concerning this investigation, the Report of which
was never published ar ' which is only now available to .. .carch workers.!*
Without entcring into the rights and wrongs of this controversial affair,
it must be noted that this was a me’r check to the pregicss of education in
the Territory of Papua and New Guinea. The Committee' conducted
investigation in 1952 and submitted its Report to the Minister. Groves®
“Observations and Comments”!" we : presented to the Minister in August,
1954. Yet is was 24th February, 1955,"* before the Minister made known
his decis’ on concerning this matter. This hiatus of two and a half years held
up de ..-,.mcnt and any rs-organization. Thus 1955 became -the year of
rcorg.r.iz.aion and 1956 the year of implenientation. From February, 1955,
it was e Minister of External Territorics who was the real director of cduca-

“tion ir Papua and New Guinca. Groves was. itr reality his administrative

oificer ~evertheless, within these narrow confines and small arca, of man-
ocuvrabitity. Groves still pursued his ideals and did not compromise *his
personal and professxonal integrity. .

As Groves retirement wa- in August 1958, he had a bare two and .
half vears to implement the re-srganization demanded by the Minister. Mlth
of this implementation feli 1o his successor, G. T. Roscoe.

Such arc the cducaticnal and anthropological expericnces of William
Charles Groves. In summary,.what were thé achievements ol his twelve years’

I[85
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directorate in Pupuu and New Guinea? How and in what ways did he influence
native cducation in Pacific countrics? What were his successes and his f.nlurn’ ‘

The main factor that must be considered is the personal qualitics that
Groves brought to the various positions he held. As a man, his decp, sincere
Christian faith dirccted many of his actions and influcnced many of his’
decisions.™ His charismatic personality enabled him to influence other people
and in most cases to obtain their co-operation and lovalty, As an cducationist
and anthropologist he was accorded international acceptance and acclaim
During the first seven years of Groves’ directorship he had enjoyed a con-
siderable amaunt of frecdom of action. This was not the casc during his tast
yeiars o Direetor of Education when his refationships with those in political
power tended to be marked with const- int and formality, which undoubt;dlv
hindered the free flor and communic..ion of ideas and suggestions.

Nevertheless, with few exceptions Groves was, served by a small, loyal
and dedicated teaching staff. The father figure that he projected through his
deep personal irtere-t in this staft - acned him the affectionate title of *Poppa’
Groves. . :
“His achicvement was lhd[, in the years of his dlrumr.m, he increased
the number of pupils in the Administration native schools from the 165 pupils
in the Sogeri Education’ Centre in 1946 to 15,885 pupils in 247 native schoots
with 649 teachers, of whom 526 were native teachers, most of whom had been
cducated and trained in this period.® -On this. onc aspect alone, Groves'
dircctorhip derrasids recognition and acclaim.

’

Another contribution tthat he made to education in Mclanesia — and
especiathy in Papua New Guinea — was his coneept of the changes wrought
by culture-contact. His ideal curricutum embodiced the principle of nativization
and more especially the viewpoini -hat only by adaptation and adjustment to
the changes wrought by culturc-contac . could the vittagers come to terms with
their changing socicty and culture. The process of accelerated cultural and
socictal cvolution and rapid advancement of the village communities would,
Groves maintained, depend upon the education system and the extent to
which the proess of nativization was inbuilt within its cucriculum.

His arca cducation schools®! were established with the aim of educating
the villagers within their own environment with the object of changing that
environment through their knowledge and skills. Thus the system of education
that he advocated and planned was an integral part of vitlage socicty and cul-
ture. The aim was to socialize the children into their own culture and socicty

4t was not to alienate them from their “grass-roots’. Groves™ idea or a literate,

cducated poputation has yet to be achicved. However, his Oral Approach to
the teaching of English®* is now accepted practice in the primary schoots of
Papui: New Guinea. That is. Groves patiently worked for the ideal of mass
literacy through univeral primary cducation while retaining and fostering the
advancement of the village culture that gave meaning to the socicty. |
Nevertheless, his anthropoligical training, expericnees and ficld work
had convinced him that ‘fiteracy” did not solely mean *literacy in the English
fanguage’  In Groves' schemie of things, the vernaculars and Pidgin had a
place and a role to ply espeeially where these were used as a basis to achicve
first literacy in these and then in English.
186
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Pc.rhdp\ his greatest contribution té education ,in Mclanesin. — and
particularly in Papua New Guinea — was the g.unmg of mission confidence
and co-operation to achicve w national system of education.  Hiv Nauruian
curriculum, the Solomon Island Report and the Educational Ordinance
(1952) of Puapua and New Guinca were the bases of postwar cducation in
three Pacitic  .antries. '

But what of his failures and lack of achievements? The list supplied by
the Comnjittee of Investigation €1953) wll.tpsu under objective scrutiny and
analysis.

Groves has been accused of doing nothing for secondary education.
These critics appear to forget that provision fpr sccondary education postu-
lates a pool of primary school graduates. Groves® chicf concern was to get
the - primary school graduates. The few students educated to-the standard
requiced for entrance to sccondary cducation were given scholarships to
Australia. Roscoc has argued that the money spent on this could with more
proht have been spent on cducating more pupils within their own country. He
sees this asithe point when detribalization from their “grass roots’ became an
almost general characteristic of the tducated élite.® In the meantime small
u(p.lnsxon of secondary educational facilities did take place c%pncmlly within
the mission systems. The aim, of course, was to produce primary school
graduates that would gain the Administration Sccondary School Scholarships
to Australian sccondary schools. Howevergthe main project, the ‘proposed

Wau High School of the Admlm\tmtnn uPu«..mon systum wis abandoned

" due to a Ministerial decision.®t

Summing up. 1 shall again quote from my unfinished thesis o i this topic:
“[Groves] lacked the managerial training that would have tauht.ltcd
his direction of a burcaucratic organization. He "was indeed tob
interested in people to place their welfare below that of an organiza-
tivn and too humane and sensitive to the feclings of others to have
the ruthless streak of impartial efficicncy that characterizes the most
successful executive.

Later reports — the Foot Repart. the Curric Report and the
World Bank Report — all in the carly 1960's, vindicated Groves®
belief in the nativization of cducation. Groves -would probably
feel more affiliation with the cducational aims and aspirations of the -
1970°s than.he did with thos¢ of the 195(rs. Consciously or un-
conscivusly, many of the educationists of Papua New Guinca of
the 1970's advocate today those very principles and tenets of
native cducation and educational phllo.so_ph_\ that Groves pro-
pounded.”"
Co REFFERENCES
UHis, lecturer at the Sydney University was Dr. Firth. His life long fricndship with
I ofcssor Elkin and Dr. Firth stems from this period.
2Groves Reports are found in Oceania. The Library of the University of ()uccnsl ind
has the complete set of issues of this periodicul..
SW. O, Groves Papers: Box 1. File 220 The Groves Papers are held in the New Guinea
section of the Labrary of the University of Papua ud New Guinea,
Hibid. Box 7. Files [-8.
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SThid. Box 4, Files [-25,
$ALobeld in the Library of the University of Papua and New Guinwa,
TW. (. Groves Papers: Box 1. Files 1-36. Alo Box §. File 6.

Duncan, M.t "W, C. Groves: His Work and Influence  on Native Fducation especially
in Papua and New Guinea ¢1946-1958)". uncompleted Thesis (M.Ed.), 1 niversity

of Queensland, . R
# This Report is generally known as The Groves Report. ‘The copies sent 1o the British
Colonial Office were destroyed when Whitehall was bombed during the Second World
War. 'The sole remaining copy. found in ihe ruins of Tulagi, B.S.1 1. after the war,
is now held in the Seerglariit at Honiara, the postwan ecapital of B.S.LP. Extracets
from this report have been pliced in the W, C. Groves' Papers.

WL Groves Papers: Box §, Files 22-27.
' 1bid. Box 3, Files 1-28,

Yaef. Fry. 1. P.: Relicf and Rehabilitation in Australia’s Territories in New Guinea.
T'his Report as in th *ibrary of the University of Queenslind.

1 Murgay, J. K. “The Provisional Administration of the Territory of Papua-New
Guinea™, the Macrossan Lecture of 1947, held in the,Library of the University of
Queensland.

VEA valuable data bource is the Ralph Collection, Bowral, N.S.W, especially the rough
notes in a folio marked “Sogeri Education Centre”. Many of the documents relating
to this ventre appear te be missing from ofticial archives in Papua-New Guinea.

A reeent addition to the W. C. Groves' Papers. from the Ralph collection.

1“The Investigation (1953) Committee consisted of: .
ti) T. A. Huxley. the Public Service Commissioner: .
Gi) R, Marsh, AssisLint Sceretary of Department of ‘Territories:
tiiy D, MeCarthy, Admimstrative, Officer, Welfare and Social Advaincement Branch,
Department of Territories.

1TW, €. Grove- Papers: Box 3, File 19,
IS thid. Box 3, File 17, Item (W).*

B Dr. R D. Goodman, University of Queensland. served tinder him in Army Education.
Goodman's summing up of the man is that Groves was “a Christian gentleman’,

20ef. Table 1 this paper.

THa) WL CL Groves Papers: Box-3, File 28, Ttems (* to (D). :
(h) South Paeific Commission, Social Develogment Notes, No. 7.

. . PR LN
“21In Papua in the pre 1942 period. grints were given to missions on, the hisis of the
number of pupils who could read in English. When Roscoe visited schools soon after
.. his arrival. he examined the reading in mission schools. On muny oceasions he put
his hand" over the printed page and told the pupils to go on. ‘They did go on,
page after page.. but they did not comprehend what they were reading.  This
conseried Roseae-to the Oral Approach as o means of teaching English. It also
explainy why, though Reading for recitation?) in English wis tanght -in Papua for
many years prewas there was such-a small incregse in the number of native people
who spoke English, '
= Roscoe maintains that an dclite will atways emerge in every soeiety and that this
method  f secondary educition aecelerated the process. while at the same time
fostering the detribalization and ultimate isolition of the student from his own
society, culture and environment. ’
N .

21 Administration planning was ~o advanced that.craskery tor this schuol with the
insignia "Wau High School’ was already in stock, Some of this stock was used in
the Administration mess at Lae. . ,
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NICHOLAI N. MIKLUHO-MAKLAI (1846-1888),
PIONEER EDUCA™OR IN NEW GUINEA
AND MELANESIA . .

R. W. Dt M. -MACEAY, AST.Co MUSC, MUED., DIPLED., FLR.COL, FLRACCL, MOALCLE,
Head Physics Department, Sydney Teachers College. o+

Introduction: T . Lt

A fundamental sespect for the individual and the group motivated
Mikluho-Maklai. The centenary of his first arrival in Melanesia and New
Guinca, September 1971, has recently been celebrated in the Madang District
and in_his homeland, then Imperial Russia, ‘now U.S.S R. Accourts of his
lifc and work! have stressed his varied preparation for @ o-hort life o intense
activity in New Guinca, Melancziz, .he East Indics, I\Lm\a and other islands
of the South Pucific. This consisted of exploration, anthropolog,xc.\l and
ethnological investigations, with humanitarian representations to the’ control-
ling authorities. His writings, particularly his diaries and correspondence?,
provide -vidence for a number of complementary studics, one of which is his
role as  ucator. There are atle ¢t three aspects of this: ' .

{t) the communicator of knowledge for tertiary institutions and
learned socicties, the professional interpreter;

(ii) the investigator of the developmental needs of his indigenous
associates, the local social interprcter;

(_iii) the citizen of the world with responsibility, the wider social
interpreter.

Bl

The Professional Imerpreter

He was not an educator in the formal sense. Nor were many tcachcrs of -
his day, especially those in Russia. Althegigh there was a gymnasium created
along with, and attached to, the Acade of Sciences in 1725, beccoming
the tirst Teachers Seminary under Cathering the Great in 1782%, there was a
scarcity of teachers at all levels in 1862*, towards the cnd of Mikluho-Maklai’s
secondary schooling at St. Petersburg. Only 24¢; of children of school age.
attended any school in the Russian Empirefat that time®. During the period
from the triumphant year of Napolcon’s rgtreat, 1812, to the disaster of the
Crimean, War, 1854-6, there arosc dissftisfaction thh the dependence on
English, Jand German educational inspifation and a recognition of Russian
inferiofity. A. S. Norov, Minister of fPublic Education, had said in 1855,

“Mf our enemies triumph over uy, it is duc solely to the superiority of

thelr cducation.”®

One who influenced Mikluho-Maklai’s dedication to responslbxhty, L
Turgenev wrotei~ ~ 77, .

“The role . = cated class in Russia is to transmit civilisation to

the people unul they can decide for themselves what they ‘will rc.pudmtc
and what they will accept.”™ i
Prof, A. \Jnkltcnko, who rose from scrfdem to nobility, had remarked

in 1863,
- . . 189
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“Up to the present we have veen tivaag off borrowed mind. We have
developed no native seience exeept nihitism,™

/

The rise of nihilism, following casing of conditions of university entry in
T¥39, resulted from overerowding of certain students in stum conditions.
rejecting formal instrucion and secking the inspiration of i urnalists and
philosophers. This fed 1o friction with the: government authorities  and
closing of the universities from December 1861 to the autumn of 1863%, the
year in which Miklubo-Makki recorded interest in plant and animat physiology
i his notebaoks'™. This disturbed period abso Teatured oflicial interference
with the grass-roots caterprises by the intetlectuals, the Sunday schools and
other spontancous efforts such as L. Tolstoy's co-operative school at Yasnaia

“Poliana't,

It was ticrefore not surprising to tind Mikluho-Makiai studying faw and
phitosophy at the University of St. Petersburg in 1864, being associated with
the tocal ferment and moving o Heidelburg for alternative study'=."He later
named two prominent peaks in the New Guineit Finisterres after Kant ana
Schopenhiuer. In 1866 he commenced studving medicine at eipzigh and
the sume year moved to Jena to pursue his spo i interests in palacontology
and zoology (under E. Hacckel) and eons tive anatomy  (under K.
Gegenbaur) . Like most tertiary specialists ol to-day, he studied with those
active in the ticld (accompanying Hacckel and his team. to the Canary Istands
I866-7)'%, then conducted his original investigations (his extengive tour of
Yic Red Sea 1869) 1% He published his tindings in Germany and Ru- ia, then,
for his fater travels, in Batavia and Sydney'?. He deseribed these and his
coligetions to learned socicties: the Imperisd Russian Geographical Socicty in
St. Petersburg, the 2nd Congress of Russian Naturatists and Physicians in
Moscow, the Linncan Socicty of N.S.W. in Sydney!~.

He revealed his practicat skills through his drawings and medical atten-
tion to the indigenes of the Maklai Coast (Madang District). On the lighter
side, he used some of the atcoholb (kept to preserve his specimens ) apparently
to sct tire to water, a demonstration testing the indigenes’ impressionability,
which assisted in spreading his reputation amongst neighbouring villages,” a
mcans of further contact'™. Aids to teaching!

.

Like many tertiary specialists he had to campaign cxtensigely for aid to
extend his travels and ‘rescarches. His own family, Russi:m,'m'\l}an, Dutch
and Australian acquaintances, socictics and governments received Appropriate
prompting=". It may be asserted that he was betrer cquipped than most as a
communicator of knowledge. Do many to-day speak at least five languages or
have been prepared in at least four universities?, Being acutely awire of the
vatie of adequate facilitics, he had the vision of establishing marine biotogical
labortories at strategic sites throughout the world. He originated public dis-
cussion of this with the Imperial Russian Geographical Socicty in 18682, The
tirst was opened by an associate A, Dohrn at Naples in 1875, the year in
which he acquired land for the same purpose at the southern tip of the Malay
Peninsuta®=, He opened the secend in Sydney in 18814,

Miktuho-Makku was also very conscious of his debt to his teachers and
associates. His diaries record the pains he took to write and send specimens
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of special interest to P. Broca in Paris, R, Virchow in Berlin, K. Gegenbaur
in Strasburg, K. Behr in St Petersburg?'. When the ~lzamrud™ arrived to
rescue him at Astrofube Bay in 1872, he deseribed the background to his
decision to feave in the better interest of commumication and - extension of his
work, in justification of the investnient of his sponsors, the imperiat Russian
Gieographical Society?*. The Society’s President was Grand Duke Constantine,
head of the Navy and brother o the reigning Czar Alexander . Mikiuhb-
Makiai named the harsene where he first landed and one of the locat peaks
after Constantine™. o, cine's stabilising influenee in civie, culturat and
tiscal affuirs had no doubdt hetped further to prevent the spread of disorder
which charucterised Miktahe-Mundai's formative years and encouraged such
intluctice as the ailing monarchy could bring to bear in his favour®™. Lady
Mactay® reccived an fmperial pension from her husband’s death in E888 till
the Revolution of 19177

Mikluho-Maklai's report to the tmperiat Russian Geographicat Society on
30 September 1882 iy competent condensation of information from  his
records and a compeliing scif-defence of his attitudes and decisions™. This
report alone is suflicient evidenee of his worth as a tertiary educator.
T'he local social imerprete«! .

Mikluho-Makiai's intespersonill refations, wivii fed o the suecess of
his investigations, are illustrated by his associatic  vith Tui from Gorendu,

who taught him part of at feast nine focal diol> » Wined customs, made
uscful introductions*for inter-village travel anc - uaecident, became a
subject to his medical skill*!. The study of ind: ad groups during his
wide-ranking triavels gave Miklubo-Makbi n . of the potential and

vulnerability of those to whom he wa: the orst =oonpean visitor®, It was
his fundamental respect for the indigenes ns eagualy, not merely objects of
study, that made him reluctant to hunt for adequate toud before they trusted
him sufficiently to explain the use of fircarme * A succession of quotations
reveal the growth of this trust: :

“Until they trust me I will achieve not™s™ with them. ™!

“As soon as T am in better refation & p — T will go hunting so us to

diversify the menu.™#

“They arc so accustomed to e and are so sure that I will not gause
them any harf, that T have ceased to embarrass them with regard to the use
of tircarrys. ™ '

“To-day 1 have comp! ‘ed exactly a year sinee 1 first sct foot on the
coist of New Guinca. In th  year I have prepared for myself the ground for
many vears of investigation of this interesting istand, 1 have attained the
complete trust of the natives and, in case of need, | can be contident of their
help. T am ready and will be glad to remain several years on this coust.™F

Likewise he was not tempted by offers of wives, cven by the invasion of
his bed at Gumbu, and took particular pains during his carly vitlage intrusions
to altow women tho - privacy: '

“As usual [ wurned of my approach by a loud whistle.™*

He wrote of the villagers of Bongu, *‘they want me to stay with them

always. 1 should take one, two, three or as manv wives as I wish and
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not to contémpliate going away 1o Russia again or any other place.” He
told the men. =T do not need o wite becanise wives talk tow much and
are generally noisy and Muaktai does not like that, ™ ‘

‘ Lady Maclay wrote in her diary, 31 December 1899, 21 months after
his death, “No one knows what a darksome plice this world is to me
without his love and care and wenderness — he was absolutely good as a
husband and a father." :

Early in his village contact he wrote, =1 am convincedthat a knuwicdge
2 oof the Tanguage is the only means to become acquainted with the native
* customs, ™" He curried - notebook and sketchbook everywhere he went.
“Although I speak the Bongu diatect fairly well. nevertheless it would
still require years to-actually become acquainted with their wity of think-
ing and their way of dife.” = Jdn seeking the word for bad™ he gave
them salty. bitter or sour substances to tastc™. In sceking sampies of
hair. he exchanged his own''. We abso’ find him. despite his chronic
malaria and privations. joining in a footrace with tive. “To my surprisc
my legs turned out to be stronger and 1 beat them all™%, However, he
was no swimmer and could nol forg/the tocal rivers without their helps.

We can see throughout the records evidence of intensive quustioning by
Mikluho-Mauklai of individuals and groups and by these in return. Consistent
with modern sociological aims of cducation. in particular for the context of
emergent socictics. hesrecognised the fundamental importance of relating the
cducational bridge to European culture to the villagé needs and traditions. -
stressing agricultural and manual skills with his descriptions of daily activities.
Three points of the sevén proposed by W. C. Groves in 1936 follow:

- 3. That socicty's instrument for such adaptation or adjustment is cduca-
tion: cducation interpreted in the widest possible sense.
That'a Knowledge of the indigenous culture — is_pre-requisite to the
working out of a system of cducation -fulfilling those requirements.
6. That this demands an allianee of the principles of social, unthropology
and cducation. and the co-operation of- these two in carrying out
a programme of cducational rescarch s, ' )

These principles have been recommended in the recent FPNG Education
Department publications and representative gatherings of the community >,
henee these resolutions: g

: [
3. Prepare children for the changing socicty of Pupua New Guinea.

4. Teuch children to respect the views of their parents and the village
community. . .

6. Give children practical knowledge so that they will be useful in any

society. .

12, To téach children how to five a full and uscful life: not to be lazy
and wait for others to do things for them. This can be achiceved
through traditionat artifuct practice work in school as project work
and the parents can foster them to work at home like agriculture or
skill of art and craft. ~ ‘
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14, To teach children how to work towards bdtter society: that this can
be done through sclecting good things from the old and adding to
the new ones which are suitable: for our socicly in Papua New
Guinca.

16. To teach children how to reconstruct their cyltural heritage lhmugh
practising traditional dancing, folk songs. dr.mm and craft, cte.™
\

Mikluho-Maklai introduced many exotic plant foods to the Maktai Coast
and to the islands of Astrofube Bay™. Hc also r;cordud a number of local
adaptations of Europcan m.llcrmls sud\ as glass for shdvms_. a scrap of iron
for an axe-head, nails as drills. ~This demonstrates the powcers of observation
and the desire of the natives to acquaint themscelves by experience with objects
which arc¢” for them new™'. H¢ also recorded a number of instanges of
parents and children as lc..mhcrs of skills, the play of children bcmg related
to the tasks of adults in the social life of the village™. Likewisc various skills
were capable of development in suitable educational programmes: obscrving,
predicting™, drawing. manufactures, mime and the use of aids to food-
gathering and defenee™, His balunced view of the edueationgl programme is
revealed here: . . o
“In our civilisation specialisation inclines more.and more to the develop-
ment of only some of our capacitics and to a one-sided development, to a
narrow differentiation. — I do not preach the return to the primitive
levet of human development. but at the same time | am convinced hv
expericnce that for every person theip physical development shoukd run
more or less parallel and notbe %upplantud by the prcdomm.mc; of the
intctlectual development™™, i

Although the teaching of English is the current important task of PNG
schools in prgpar.mon for ,world-wide rclauonshlp"' P. V. Mcerc has glvun“
credit to missions for pgescrving the local language in parucular situations in
the interests of educational refevance®™. Histprically the missions were the
major instrument .of- cducation from shortly after Mikluho-Makiai' s¥nmc fo
1946 when W. C. Groves became Director of Education™. The Summer .
Institute of Linguistics continues to break language fronticrs qsmg prmCIpILs
similar to Mikiuha-Makiai's.

The carlier days of .the Gcrmun and Austrulian,udministrations saw
little attention being given to the tand rights and other sensitive issues of
indigenous traditiory and cuiture. The Sccond World War added its component
to a confusion of aberrations from Christian and local animistic practices to
give the successive “cargo” cults™. Mikluho-Makiai has not escaped tegendary
cntangiecment in these. He rather deserved the foresight of his inter-cultural

* skills to be interwoven into a developing cducational programme which might

have done much for the satisfaction of the villagers for whom he cventually
gave his lifc. The extent of this foresight may be understood by the following
extracts from his “Mactay Coast Scheme™, gne of his collcction of papers
held by the Mitcheli lerarv ]
“My first intention is to assist the natives of the Maclay Coast on the
basis of the already existing indigenous customs and usages, to reach a
higher and more general stage of pgrely native sclf-government, which
would extend over a large arca. and whereby the various.communitics
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(villages) it present isolated would become "united for the -common
purpose of mutual interest and indigenous fegislation. A Native Great
Council would be established.™  p.3s. L.
“As the making of roads, bridges, ete,” cte, the affording of greater
Sacilities for Landing. the establishment of primary schools, and some
other measures of common  utility, would be attended  with certain
expense, it would only be fair, that alt the community should tontripute
towards said cxpense, by imposing on all adult males dn adequate tax,
puyable in natural products, or an equivalent of personal service “pro
Nmn publico’, or labour of a corresponding value.™  p. 39.° :

“In a short time, llu organization of affairs on the Maclay Coast would
be so far completed that 1 should be able,-on behalf of the Great Council
of Tamo-Boros, 1o invite the Government of Great Britain to establish
a Consulate in this part of New Guinca, which might perhaps cven lead
to the Great .Council later on soliciting a British Protectorate over the
Maclay Coast of New Guinea.” Y 61. T

Blologlc.ll Station at Watson's B.ly ncar S)dnuv 24th November, 1881,

The Wider Social Interpreter:
Mikluho-Maklai's intimate expericnces in the villages, his phnlomphlcal
interpretation of ‘man’s worth and needs, together with his active defence of
truth®® and justice™, fittdd him for the championing the indigenous cause with
the authoritics of Russia, Germany. England and Australia, C. D. Rowley
records the opposition of Sir Arthur Gordon and the Aboriginal Welfare .
Socicty to the annexation by the Australian states of castern New Guinca®.’
It is also pertinent to record that Mikluho-Maklai had written to Gordon 23
Junuary 1879 on the needed protection of the rights to their land of his
friends on- the -Maklai Coast and from traffic in arms and intoxicants in the
South Pacific in general®. He had also met and cxplored with Rev. J.
Chalmers of the London Missionary Society shortly aftcrwards and they had
jointly written to the British Sccretary of State for the Colories in Junc 1883
asking for recognition of land-rights. freedom from slavery and- protection
from intoxicants. Germany anncxed north-cast New Guinga on 16 November:
1884, but before that on 1 October, Mikluho-Maklai had written to Bismarck
sceking similar protection. He later protested to Bismarck on the anncxation
of the Maklai Coast which was more logically Russian if any Europcan
influcnce was aHowdd. The British Protectorate of South-cast New Guinca
(Pdplld) follpwed and Boundary arrangements were agreed with ‘Germany
in 1885.

The appointment of Sir P. Scratchley as First Special Commissioner to
the .Protectorate, ' 6 November 1884, included in Clause Il: “And we do -
require you, to the utmost of your power, to promote rchglon and civilisation
among the native inhabitants of the Protectorate: and you are especially to
take. care 40 protect them in their persons and in the free engagement of
their lands and other possessions, and by a'l lawful means to prevent and
restrain all violence and injustice. which may in any manner be practised or
attempted against them™. Rev. J. Chalmers recorded later: “The smallest
amount of government interference will be the best, and any attempt to
Anglicise rhe natives or their customs should be strictly prohibite™%, In
this connection, L. Tolstoy wrote to Mikluho-Maklai:
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“As far as I know, you arc undoubtedly the first to show by “actual
experience that a human being remains a human being everywhere, that’
iy a good, sociible creature who must be treated with kindness and
honesty, not with guns and vodka — your cxpericnee with intereourse
with savages constitutes an cpoch in the scicnce which I serve, in that

science about how men should live with onc another™s, .

What was the source of this drive of Mikluho-MaRtai? H} rarcly
permitted himself the distraction of recording his feclings, about his source
of inspiration or the reason for his abstemious living. His patriotism did not
blind him to the unnccessary vandalism of the *“Vitiaz” sailors®?, nor to the
recmoteness of Russia’s ultimate concern in his affairs which led him to ask
his wife to destroy his manuscripts®™. Whatever he may have dcqum.d of
Kant's ‘sensory.transcendentalism or Schopcnhaucrs flight from the grimmer
realities to asceticism, he also seemed to be in tune with his wife’s sigple
Christian beliefs™. Here are two of a few extracts from his diarics:

“I only rest completely and am content when {4 am alonc and in the’
middle of this luxuriant growth. — I have-regrets only when [ come
across problems which, in consequence of _my insufficient knowledge,
I cafnnot explain™7®.

“The total silence is broken only by the call of birds and the almost
continuous song of the cicada. At times a ray of sunlight broke through:
The vegetation, freshened by the night's rain, at such moments scoms
to shific, and. brightens up the walls of 'my palazzo. The distant
mountains seem more blue and the silvery sea glitters alluringly in its
frame of grecnery. Then once agadn it gradually grows dim and becomes
calm, immobile. The eyes are rested also. In a word it is peaceful,
good —

(8

Noisy people also did not interfere to-day; no onc came. [ have been
thinking that in a state of grgat peace (true, it is difficult to attain) a man
can feel perfect happiness. Probably millions of people think thus, but on
the other hand, millions seek happiness in its opposite. —

I regret that my eyes are not adequate to notice and sce cverything
around 'me, and that my brain hasn’t sufficient power to understand it
all»n, .

Mikluho-Maklai had some fellow-fecling with Ezekiel: (Ch. 3, v. 15,
AV
“ar 1.1 sat where they sat and remained there astonished scven days.”

&

A cknowle\dgemem.v:

The detail of the evidence quoted could not have been possible without
having the benefit of the English translations of the diaries and report and
the N. A. Butinov biography by Mr. C. L. Sentinclla of Sydncy. Mr. W.
Kalceff of Sydney Teachers Collegc also confirmed other aspects by trans-
lation. The Library of N.S.W. Mitchell Collection librariun made available a

"

copy of the “*Maclay Co: S “eme™. _ .
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INSO

18%1
I8N2

1883

1884

1887

Hong Kong. Sydiney I8 July. Propesal of biological station to
Linnean Society. Association with William Maeleay,

Slave traflic campaign. “Sadic F. Ciller™ voyage through Melanesia
from New Caledonia to the Louisiades.

vLillengower™ voyage S New Guinea and Torres Str. islands,

‘Nth. Queensland. Comparative anatomy studies Brishane. Ethno-

togical and palacontological studies inland in Queensland.
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London. Sydney. With family to St. Petersburg. Hiness. Death 2

April 1888,
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