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ABSTRACT 

This wor>k is an account of an empincal study of a C'U.:t'r>ently 
impor>tant topic - the evaluation of cu:t':t'iculurn implementation. It 
is intended to mea8U:t'e the degree of implementation of a Social 
Studies cur'ncu lurn innovation pr>oj ect in MaU:t'i tius accoroing to cer>-
tain cnter>ia which have been shown in other> r>esear>ch to be 
associated with successful implementation evaluation. That is its 
fir>st aim. 

However>~ the pr>esent investigation sees the pr>oblem of imple
mentation evaluation as being concer>ned with mor>e than a degr>ee of 
implementation or> fidelity per>spective. It is also helpful and 
impor>tant to kno7iJ the types of ctass:t'Oom inter>action and the changes 
that ocC'U.:t' to the innovation du:t>ing the implementation p:t'Ocess. 
This constitutes the second aim of this study. 

Finally~ the thir>d aim is to ~amine the patter>ns of influences 
on the implementation pr>ocess over> a penod of five to six year>s~ and 
to consider> whether> differ>ent patter>ns affect initial and later> 
implementation phases. 

This implementation.studYmakes use of a var>iety of r>ese~h 
inst:t'Uments to find out how they corrtpar>e with each other>. It 
involves the par>ticipation of the census population of Fo~ III 
Social Studies teacher>s for> a questionnair>e sU:t'Vey; it also makes 
use Of multi-stage sampling in the selection of 80 teacher>s for> 
classr>oom obse:t'Vation~ 20 teacher>s for> fOr>mal inte:t'Vie7iJs~ some 1 900 
pupils in their> thir>d year> of seco~ school for> a questionnair>e 
sU:t'Vey~ and some 1 600 such pupils for> a s~iBed test. The 
data ar>e fully analysed in vmous 7iJays~ using both pammetnc and 
non-par>ametnc statistical techniques. 

The r>esults of the pr>esent studyr>econfi~ the common obse:t'Va
tion made by pr>evioUB studies~ namely that a var>iety of vanables 
influence the degr>ee of implementation of an innovation~ and among 
them~ teacher> qualification is of cntical impor>t. T:t>ained 
teacher>s ar>e gene:t'ally mor>e effective implementer>s than untr>ained 
ones. H07iJever>~ this investigation has specified exactly ho7iJ 
teacher>s differ> in thei~ level of implementation. 

Th:t>ee levels of implementation have been identified by a factor> 
anaZysis of class:t'Oom obs6:t'Vation data and they ar>e defined in te~s 
Of the teaching behaviour'S ~hibited by ths implementer>s. Signifi
cant·~tationships ar>e found bet7i1een the levels of implementation 
~ pupils' per>ceptions of their> teache'l's' class'l'oom st'l'ategy~ with 
ch1,-s~e andF values significant at P < .001. The effects of 
l~vels Of implementation on pupils' achievement also sh07iJ statistical, 
S1,gnificance~ with F values significant at P < .OOp,... Multipl,e R 
values Of .40 to .48 confirrm the Ntationship bet7iJefJn teache'l's' 
level, of '0rPlementation and pupils' pe'l'formance~ whil,e contl'aBts in' 
~he mean Scor>es of pupils belonging to the th'l'ee diffe'l'ent levels of 
~Zemente'l's a'l'e 'l'eflected in T val,ues obtained at the P < .000' 
S1,gnificance level. 
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The analysis of the implementation process indicates that quali
fied and trained teachers (who are significantly associated with high 
implementers at the .05 level) perfoPm more effectively in the cZass
room than untrained teachers. The qualification effects were signi
ficant in three categories of the Flanders Interaction Analysis 
system (Teacher response at the .05 level~ teacher lecture at the .01 
level and pupil initiation at the .001 level) and in the case of 
eleven out of twelve items of the Evans/Behrman Schedule (six of them 
at the .001 level). These teachers also adapt the innovation more 
systematically and successfUlly than the other groups of implemente~s~ 
particuZarly the low group. 

. Finally~ the analysis of the patterns of influences on the 
~lementation process at two different points in time indicate that 
problems relating to structural changes are likely to continue over 
time ~ whereas factors which are under teachers' contro l are not as 
serious as they are initially. It is also found that an innovation 
evolves in line with the politics of the times. 
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This work is original and has not been previously submitted 
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CHAPTER 1 

THE RESEARCH PROBLEM AND ITS BACKGROUND 

"The fomruZation of a prob~em is 
often moPe essentia~ than its 
so ~ution • 0 0 To mise netJ ques-
tions~ new possibi~ities~ to 
Pegarad o~d questions from a netJ 
ang~e~ Pequiraes imagination and 
1'I'K:1.'r'ks raea~ advance in soienae". 

Einstein (1947)1 

The problem of curriculum implementation has been lately the subject 

of considerable concern. Many of the knowledge needs of curriculum 

implementation have been investigated by researchers and anyone con-

ducting an inquiry in this field tends to despair of being able to 

contribute something that has not already been written. However, 

this does not mean that all the basic research requirements of curri-

cu1um implementation have been met. There are certain areas of 

needed research in this field. 

For instance, in current thinking on implementation evaluation, 

much stress is being laid on the need to identify levels of use of 

new programmes. This study will try to identify levels of implemen-

tation operating within a curriculum innovation project in Mauritius. 

• 

This definition of levels of implementation will depend entirely on an 

analysis of teacher-pupil interactions and of implementation of the 



main features of the new curriculum in the classroom. Such an ana-

lysis will require observation of teachers to describe and classify 

how they operate; it will not be derived from interviews as was the 

case with recent research in the levels of use (Hall & Loucks, 1977)2 0 

This present investigation will also try to establish links 

between these levels of implementation and pupils' perception of 

classroom strategy and pupils' achievement. Very few studies on the 

prediction of pupil achievement from teacher variables have, in fact, 

used levels of implementation to arrive at some correlate of pupil 

achievement across the main areas of teaching objectives. 

Another area of research needed in the field of implementation 

evaluation is to consider pupils as autonomous participants in the 

implementation of a new curriculum, entitled to their own inter-

pretation and views. Most of the research conducted to-date in 

implementation evaluation has focused almost exclusively on teachers 

as important sources of information. The complementary problem of 

pupils' experience with the implementation of the new programme has 

been relatively neglected. With the growing realization that the 

gap between teachers' intention and practice can be a significant 

factor inhibiting implementation, pupils' perceptions of their 

teachers' classroom strategy and of their priorities of teaching 

objectives can be quite revea1ingo 

Finally it would be interesting to consider how an innovation 

context can be susceptible to change over time. During the course 

of implementation, a variety of variables interact to change the 
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form of the innovation as well as those using it. Evidence from 

previous studies on the evolutionary character of an innovation is 

sparse. 

Ouftine 06 .thU, Study 

The preceding introduction may help to explain the nature of 

this study and to delimit the problem under investigation. This 

chapter consists of a review of previous research in curriculum 

implementation. The empirical findings arising from this review are 

brought together at the end of this chapter to formulate the research 

problem and questions of this inquiry. 

In Chapter 11, the research design and methodology are des-

cribed. Chapters Ill, IV, V, VI and VII each present separate 

aspects of the results of the data-analyses. Chapter VIII consists 

of a general summary of the main findings, and a brief discussion of 

their implications for educational practice. Because the presenta

tion of the results tends to be detailed and lengthy, there is a 

short summary of the results obtained from each instrument used at 

the end of chapters III to VII respectivelyo These results are 

brought together and summarized in the final chapter. 

As far as is practicable, the main text is kept as non

technical as possible; all statistical technicalities are referred 

to appendices. 

3 



PREVIOUS RESEARCH INTO CURRICULUM IMPLEMENTATION 

There has been lately a considerable number of investigations 

into what has been called curriculum implementation; the problem of 

this review has been to survey this substantial literature meaning-

fully within a limited compass. Of course, some selection of these 

studies is inevitable and also essential in a review of this kind if 

it is to be precise and less confusing. Some of the reported studies 

on implementation have been concerned with particular case studies of 

the implementation of specific innovation projects. While these case 

studies have, no doubt, provided a valuable source for extending know-

ledge about implementation, they cannot be considered here for practi-

cal reasons. However, brief references will be made to some of them 

which are relevant to this study. 

The following review will be divided into three major sections. 

First, the main investigations into the conceptualization of implemen-

tation will be considered. Second, there are several studies related 

to the determinants of implementation which explain failure or success 

in curriculum reform. Finally, there are investigations into the 

measurements of implementation. 

The Co nc.ep:tLutU.za.:Uo n 06 Impteme.nta:tio n 

''Most ohange in the ohange 
ZitemtuN is "LalIge"Ly oosmetio. 
The more the ohange Zi temtuN 
gr'ObJS" the m?N it remains the 

. same,," 
3 Parker (1980) 

Implementation is a fundamental concept which is frequently 

referred to in relation to the process of change. It is one of the 

stages of curriculum innovation upon which most emphasis has been put 

4 



since the ]970's. The importance of this term has become readily 

evident as the movement of curriculum development at the national 

level gained prominence, and also as there was a growing realization 

that the intentions of curriculum developers have been rarely rea

lized in the classroom to any significant degree. 

In order to understand the phenomenon of implementation more 

clearly, one must first try to understand the complex and varied 

course of conceptualizing the process of educational change, and 

therefore, a brief historical perspective will be attempted here. 

Prior to ]970, it was assumed that the problem of effecting change 

was one of bringing about adoption. It was felt that the advantages 

of an innovation could become obvious to individual adopters if only 

they were awate of it and would try it. This "technoZogi.cat 

perspective" of innovation (House 1979)4 separated the process of 

innovation into functions and components. 

The dominant view about educational change at that time was the 

research, development, diffusion paradigm (R, D & D). One of its 

versions was conceptualized as the Diffusion and Adoption model or 

the linear model of change by C1ark and GubaS who recognized four 

main stages in the change process: research, development, diffusion 

and adoption. The remaining stages including implementation did not 

receive much concern. This model also assumed the involvement of an 

outside change agent in bringing about change in the school system. 

Shortcomings in much of this literature on the Diffusion and 

Adoption model were identified by many authorities in the early 1970's. 

Thus Gross et a1 (1971)6 indicate that adoption is only just the 

beginning and does not guarantee implementation. 

5 



Many of the writers in the 1970's began examining the problem 

of implementing change in relation to the political, economic and 

organizational realities, limitations and capabilities. This second 

perspective of innovation can be said to correspond to House's 

''PoZitiaaZ Perspeative,,7. Authors like Gross et a1 (1971), Bennis 

et a1 (1976)8, and Havelock et al (1973}9 stressed the importance of 

the planning process in effecting change and within the planning pro-

cess, the implementation stage received most attention. The R, D & 

D paradigm was extended into Havelock's linking model in which links 

between outside developers or researchers and teachers were fused. 

Such links were considered essential for securing resources. 

Macdonald and Walker's notion of "~cuZum neuotiation,,10 which 

reflected the need to bridge tne gap between the developer and the 

practitioner, no doubt illustrated the political perspective of 

innovation. Other studies conducted from a similar viewpoint 

include that of Becher and Maclure (1978)11 and that of Kogan (1978)12. 

Becher and Mac1ure made this point very clearly when they wrote: 

"The po'titiaization of the cumautum debate 
is a direat refZeation of the poZitiaization 
of other aBpeats of 80ciaZ po'tioy. There 
is no way of insuZatinu eduaation against 
this, even tVere it deaimbte to <iD 80". 

Against this background of the development of prescriptions for 

implementing change there emerged another perspective, namely an 

anthropological or a holistic approach to studying the process of 

change in the late 1970's, This approach suggested analyzing the 

characteristics of the situation or the cultural milieu and designing 

an implementation process to ~et the unique characteristics of that 
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particular situation. In this conception, there was no outside 

change agent to bring about change in the school system. The 

teacher became a full participant in "aation-:roeeearaah" in his own 

setting. 

This action research as portrayed by J. E11iott et a1 (1979)13 

was an attempt to improve the change process by showing more concern 

for the cultural context. Each group or subculture is different 

from each other according to this "au'tt1.ata't pe:roepeative" (House 

1979), and therefore the implementation of innovation or action must 

be approached cautiously. A similar stance is to be seen in the 

writings of Reynolds and Ski1beck (1976)14 who stress the need for a 

"eituationa't ana'tysie" approach in curriculum development. 

It is thus obvious that three perspectives or paradigms have 

dominated the studies on the process of innovation over the past 

decade or so namely (i) the Diffusion and Adoption paradigm or the 

technological perspective 

(ii) the political perspective and 

(iii) the anthropological or cultural perspective. 

The implementation stage in the process of innovation began to 

receive most attention in the last two perspectives. It is inter-

esting to note that all three perspectives of innovation will survive 

alongside each other, not only "in subdued. fonne but in young and 

'/Jirau'tent fome" (House). 

7 



Fullan and Pomfret (1977)15 who were key authors in stressing 

implementation in the late 1970's define the term as 

tIthe aatuaZ use of innovation ••• impZemen
tation is not simpZy an extension of p'tan-
ning and adoption proae8s. It is a 
phenomenon in its 01JJn Fight". 

This definition clarifies the stage of implementation as the 

time when an innovation is actually put into practice. In fact, 

real implementation begins when a set of new practices or a curri-

culum innovation exists and is made available to the target popula-

tion of teachers and studentso The following definition of 

16 implementation as proposed by R. Kempa (1979) has the added 

advantage of directing the attention on teaching and learning 

transaction: 

"Impl,ementation is the sum total, of the 
proaesses and inte~tions whepeby 
aumau'/,arl intentions aN t'l'ansfomed 
into teaahing and Ze~ing 
tmnsaations" • 

Once the innovation is in the classroom, the implication is 

that the users are expected to put the already-created curriculum 

into operation as fully as possible. This viewpoint can be said to 

reflect particularly the stand taken by the Diffusion and Adoption 

model. To quote D. Gleeson (1979)17 here 

"The no:rmative mode"/, of oumc:utum deveZop
ment inevitabZy ovepBimpZt~es the probZem 
of impZementation ••• it is a misoonaeption 
that sohooZa do automatioaHy adopt OP 
passiveZy NSpond to the engineeped input 
Of knowZed,ge~ eVen in oiPOWflstanoes whepe 
teaaheps suppopt the gene:ral, aims of 

• 1 • " ou:rr:rt.au "urn proJ eats ••• 

8 



Those who have stressed the importance of the planning process 

or of "advoaaay groups" in effecting change would argue like Bennis 18 

that 

"imp'/,ementation is a proaess 71Jmah ina'/,udes 
the apeation of undepstanding and aommitment 
to'IiJaPd a paptiauZapahange~ and deviaes 
71Jhepeby it aan beaome integra'/, to the 
a'tient system's opepation". 

A "1 • • k • (9 9) 19 • SLm1 ar VLew LS ta en up by WarLng 1 7 when she wrLtes thus: 

"sU(Jaessfu'/, peaUaation in the aZassroom 
of the approaah and aontent advocated 
by a ~jeat aonstitutes 
imp temen tation". 

There is thus a tendency to assume that the intentions of the 

curriculum developer would be translated into actions in the class-

room, thereby reflecting these intentions as faithfully as possible. 

This assumption, however, has been questioned by various 

researchers. Thus Fullan and Pomfret (1977) point out the need to 

conceptualize imp lementation in two ways: 

(a) tIthe degPee to 71Jhiah the innovation 
is imptemented as ptanned: thus 
fidelity 7iJith developeps OP spon
sOPS' aonaeptions of the innovation 
is the main cPitePion. 

(b) The degpee to 71Jhich the innovation is 
a product of a mutual. adaptation 
bet7iJeen devet.opeps' and useps' aonaep
tions dUPing the p 'tanning ~ adoption 
and espeaial.ly the irrrpl.ementation 
process". 
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Although the second definition is desirable the authors the~ 

selves, however, doubt that this is the sense in which it is normally 

used. "ImpZementation unde~ such conditions is an ag~eement ~eached 

cove~tZy to impZement innovation". There is an implication here of 

"Une~~ aentmZZy di~ected consen8U8 assumption~1 about how change 

should occur. 

Latest findings from empirical research carried out in the 

field of implementation would seem to indicate that these two ways of 

conceptualizing implementation as suggested by Fullan and Pomfret 

should not be seen as two different perspectives altogether but in 

fact, as complementary stages in the course of implementation. 

This is, for instance, reflected in these words of Bruckheimer 

(1979)20. 

"ImpZementation shouZd not be conceived as 
a ~eZativeZy static process of impZement
ing the. aZ~eady c~ated, but a dYnamic 
proces8 in fJJhich the products of the 
fi~st c~%fiauZum deveZopment stage ~ 
the basic aata~ but they can be mani
puZated, added to and adapted". 

The mutual adaption format or ''pa~ti8an rrrutuaZ adaptation" 

(Mann 1976)21 has come to be recognised as a better option than the 

fidelity perspective and following the latter in the process of 

innovation. Mc Laughlin (1976)22 argues. that mutual adaptation is 

how projects were to be implemented if they were to be implemented at 

all. However, she also makes it. clear that this fact cannot be ref1ec-

ted in the Project's design since "project impZemente~ cannot know 

what it is they need to know untiZ project opemtions !CU'8weJ,Z 

unde~y". 
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Mc Laughlin further makes the fundamental point that the 

demands of implementation itself dominate the innovative process 

regardless of the intentions of the developer. She describes the 

process in three ways: 

(i) Mutual adaptations in which the project 

and the site shape each other. 

(ii) Co-optation when the site captures the 

project but remain unchanged by it. 

(iii) Non-implementation when the project is 

ignored by the site. 

The term "nrut-uaz, adctptation" has come to mean varying degrees 

of change to different writers. To some (e.g. Mann 1976) 

"the impact of nrut-uaz, adaptation tends to 
push p~oject techniques and goaz,s away 
ft'om thei~ o~ginaz, concept-uaUaation ••• 
the o~ginaZ, con~guration of pPOjects 
shouZd take account of thei~ event-uaZ 
nrut-uaZ adctptation fate". 

A similar stance is taken by Pitman (1981}23 when he talks about the 

"necessa~ disto~tion" of innovation during the chain of negotiations 

from developer to mediator, to teacher and finally to students. 

pitman who has proposed an extension of Macdonald and Walker's 

negotiation model, relates the proble~solving processes of concilia

tion and swamping to adaptation, particularly to those aspects of 

adaptation, particularly to those aspects of adaptation which tend to 

be disparate to the aspirations of developers. To others 

(e.g. Waring 1979) adaptation means modification of the project's 
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ideas and intentions, but not their distortion to such an extent that 

they would be recognised: 

"If distortion has oCau'l'red 0'1' if what 
happens in a otass'l'Oom wouZd be vi'¥'
tuaZZy unreoognizabZe to the deveZoper, 
then the advocated ohange has neither 
diffused nor been impZemented, and it 
is prefe'l'abZe to use the te'l'm 
'adbption' ••• adaptations whioh put 
into praotioe the basio ~ework and 
approaoh oonstitute 8UccessfuZ diffu
sion and impZementation". 

Discussing the concept of mutual adaptation and development process, 

P. Da1in (J978)24 writes: 

"often it impUes that certain aspects 
of an innovation are adbpted and imp Ze
mented whiZe other pewts ewe omitted". 

According to Berman and Mc Laughlin (1976)25 mutual adaptation could 

involve a variety of adjustments, ranging from modification of 

Project goals, amendments of Project treatment, revision of expecta

tions for behavioural change in the staff to unanticipated changes in 

standard practice. In other words to some, mutual adaptation ~ -

means the decay of the original project, the poin,t of "iWastio 

mutation" (Hall & Loucks, 1978}26 while to others, it means simply 

the modifications of the project's ideas while retaining its basic 

framework. The latter definition is more relevant to this study 

insofar as it implies dialogue between the schools and the central 

administrative unit in charge of the innovation and compromise rather 

than conflict. 
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In their 1977 reviews of research on implementation, Fullan and 

Pomfret add a third perspective to the way of conceptualizing imple-

mentation, namely the process perspective. This perspective focuses 

on the implementation process itself in widely different settings and 

stresses the dynamic role relationship in the classroom, the conti-

nuous development of the innovation, the users' understanding and 

valuing of the components of the innovation. 

27 Following House's argument, these three perspectives of 

implementation studies as suggested by Fullan and Pomfret can be made 

to relate to the three paradigms of the innovation process previously 

considered, thus: 

PeIL6pe.c.U.ve. on Innovation PeJt.6pe.c;Uve. on Impteme.nta.ti.cn stu.cUu 

(i) Diffusion and Fidelity Studies 

Adoption model 

(technological 

Perspecti ve) 

(ii) Political Perspective Mutual Adaptation Studies 

(Hi) Cultural Perspective Process Studies 

(Anthropological 

Approach) 

In establishing the relationship between these th~ee implemen

tation studies and the three perspectives formulated by him, House 

is arguing that the same phenomenon can be studied differently from 

the three perspectives. 
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For instance, the technological perspective focuses on the 

innovation itself; the earliest version of this perspective assumed 

that there was considerable consensus among members regarding an 

innovation. One manifestation of the perspective is the R, D & D 

paradigm which assumes a rational sequence of activities and which 

prepares for the learning outcomes intended by the developers. It 

is true, however, that the more recent version of this perspective 

views conflict as the price of progress. Anyhow, from the techno

logical perspective, the new input should lead to the intended out

put and therefore an innovation will be studied as to the degree of 

faithful implementation; hence the link between this perspective 

and the fidelity study of implementation. 

The assumption underlying the political perspective is that 

value conelicts are bound to occur in the implementation of an inno

vation, but that a successful compromise can be achieved through 

bargaining or negotiation. Regardless of the intentions of develop-

ers, a new curriculum is adapted by teachers and schools as part of 

the educational system. Mutual adaptation is definitely a political 

concept; a mutual adaptation study will focus on how the teachers 

adapt the new curriculum to their own uses. 

The cultural perspective stresses the importance of the context, 

of the social and cultural milieu of the classroom, school and commu

nity. This perspective assumes the existence of different social 

groups or sub-cultures. Although a particular group or sub-culture 

is seen as having consensus internally, misunderstandings among the 

sub-cultures are likely to exist. The study of an innovation in an 

pmmown 'CulJ:ure must .take : account of the unanticipated effects. 

This is precisely the focus of a process study of implementation. 
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Just as House argues that various combinations of the three 

basic perspectives are possible and have in fact occurred, so it is 

the assumption of this work that an implementation study can be made 

to combine the three orientations suggested by Fullan & Pomfret. 

Considerations will be paid in this study to the fidelity of 

use of the innovation or the degree to which the original intentions 

of the project are followed. At the same time, considerations will 

be paid to the process of implementation, to the changes which have 

occurred to the innovation during the process and the extent to which 

the total system is responsive to the need for change. In other 

words, this study will combine the mutual adaptation and process 

perspectives as outlined by Fullan amd Pomfret. This study takes 

the view that mutual adaptation is, in fact, a type of interaction 

that characterises the process of implementation. A great deal of 

adaptation related to the diverse institutional settings, takes place 

during the process of implementation .. 

Similarly this study is set within a combined technological -

political and cultural view of the curriculum. Following the techno

logical perspective stress will be laid on the hardware of the new 

curriculum (the production of materials with specific objectives) and 

on the intended output. At the same time, the political and cultural 

viewpoints are also considered. It is recognised that the power 

structures of the socio-political system and the cultural patterns of 

the classrooms and beyond, are signifieant perspectives. In other 

words, the interactions that the new curriculum can have with the 

under 8ocio-political and cultural features are taken into account. 
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The definitions advanced in this thesis ~Ye similar to other 

definitions considered during the review of research. Implementa-

tion will be attributed to the process whereby the innovation is put 

into practice. Every attempt will be made during the course of this 

study to maintain a consistent use of concepts as outlined above~ 

"The enduring prob'tem that has 
p'tagued the sponsors and pUxn
ners of innova,tion is not the 
prob'tem of areationl but the 
prob'tem of impactl the fai'ture 
to aahieve anything 'tike the 
mass aonversion to new aimsl new 
aonunt and new approaches that 
they aspire to ••• " 

27 Macdonald & Walker (1976) 

Much work has been done investigating the variables influencing 

implementation, and their effects on the success or failure of imple-

mentation. The contributions of this research work are great, and 

their significance for theory and practice cannot be denied. 

According to Connelly (1979)28, 

"the term imp'tementation points to too'ts 
and methodsl to the means and not to 
the ends. P81Jcho 'togi.ca 1, 't1l the tem 
oames unp'teasant authorit<vlan 
overtones." 

He is auggesting iD other words a plausible explanation as to Why 

teachers often resist the efforts of implementera. Teachers may well 

go through the process of implementation but reaily take the innova- " 

tion into their normal pedagogy without being affected by its innova

tory character. 

J6 
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A great deal of the literature on the change process has 

referred to the barriers which minimized the degree of implementation. 

Early research tended to conceive of the problem as one of overcoming 

the "initial, lIesistanoe" to change by weU-planned strategies. 

Later research, however, has shown the limited value of the theory of 

resistance. Gross et al (1971) for instance, observed that the 

formulations of the theory of resistance appear to be "too simpUstio" 

and overlook other forces at work in the social system. 

Per Dalin (1978)29 argues along a similar line; barriers to 

illlplementation can be phen01De.na other than "NHstance in pellsonaUty". 

He mentions four major categories of barriers which have emerged from 

an analysis of case studies of educational change in several countries; 

(i) Value barriers due to different ideologies 

and beliefs among indivi.duals and groups. 

(ii) Power barriers due to power redistribution 

in the.system. 

(iii) Practical barriers due,for instance, to 

iU--conceived projects or to miSmanagement. 

(iv) Psychological barriera. 

Many barriers can, in fact, be trace. bad:t to relatively llai,mpZ." 

.. :prac~ical prob181118. Indeed, explanations fornealect of iuaplementa

.t~ODh.ve focused particularly on the ap~li-cati.01l of chaIlse strategi •• , 

t'he characteristi.cs of the innovati,()'D aDd the users. Thus, GrOS8 et 

. a1.c._Cludedthat the low explicitne •• of the bmovatiOQ, teaclu!lrs' 
-~' . 

~ ...• ~.~. . . ," 

1~ ~1;nee4.dcapabilit'es. the unavailability of requiredi118truc~ 
.~. . 

tJ:~lmat.ria.i8. the. incompatibility of Ol'lanizational arraaaaments 



with the innovation and the lack of staff motivation led to a minimal 

degree of implementation. 

Waring (1979)30 in her study of the Nuffield Foundation Science 

Teaching Project ascribes a series of inhibiting factors to educa-

tiona1 change among which feature the complexity of interre1ation-

ships in the social environment, the diffuseness of educational 

goals, the complexity of communication patterns, the weight of tradi-

tian, and of vested interest. Two major constraining factors in her 

view are 

"firast the po'l.itios of eduoationa't ohange 
by ~hose means the oontent of eduoation 
raemains an inst'l'UlTlent of 8Ooia't oontro't ••• 
and seoond~ staOiZizing tendenoies in both 
aentraaZ government and in i~viduaZ oZass
raooms as a raesuZt of oonseravation~ institu
tional. strauoturaes and ineratia". 

Similar conclusions have been reached by other writers who have 

discussed the neglect of implementation. Thus Humble and Simons 

(1978)31 mention such factors as the strain on the school system in 

terms of the challenging role relationship, and in service support 

for teachers. Hoy1e (1974)32 underlines the importance of teachers' 

commitment to avoid "tissue raejeotion". 

33 Leithwood and RUBsell {l973} argue that implementation will 

not take place if future shock occurs first. They advance the view 

that teacher-initiated change may be more successful than the top-

down approach; that more stress should be placed on information 

presentation strategies and that because of variations in teachers ' .. 

cognitive structure, individualised approaches should be used. 
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Some writers like KelIy (l975}34, Harding (1975)35, Macdonald 

36 37 and Walker (1976) ,Havelock and Havelock (1973) have stressed the 

importance of communicating the innovative idea to its potential 

audience in appropriate ways. 

Most of the explanations for barriers to implementation have 

stressed the inadequacy of the innovation and of the technologies of 

change. There is a greater need, however, to examine other forces 

at work. Broadly relevant to this study is the following point taken 

up by Mann (1976)38; 

"The pecu'tiar disadvantage of change agents 
in education 'ties in app'tying met;'hods 
which are 'targe'ty eduaationtl't to situations 
which are fundamenta'tZy po'titioa't". 

The concept of power as a major factor in curriculum development 

was ,also developed by Richards (1977)39, Kogan (1978)40, Da1in 

41 42 43 (1978) ,Becher and Maclure (1978)' , House (1974) among others. 

Becher and Maclure point out that 

"Teachers~ parents" pz,q;)1;'ts~ poUtioians" 
emp'toyers and post-eeoonaary oon8umers 
of the p~duct of the education system 
- each has an intent to defend" a SU8-

ceptibi'tity to be respeoted or 
ignored" (p. 188). 

\ 

Much has been learned about the factors that inhibit implemen~ 

tation but there is still a lack of productive theorising about the 

conditions that would facilitate the ~ntended changes. It is true 

that the emergence of collaborative action-research as portrayed by 

Elliott et a1 in the Ford Teaching Project (1976) is one move towards 

the improvement of the implementation process. This classroom action 

research is based on a strategy whereby the researcher and teachers 

work as full partners in the research process. However, this type 
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of research has arisen mostly in U.K. and U.S.A. which do not have 

highly centralised systems of education. 

44 S. Brown and D. Mc Intyre (1979) who conducted an experiment 

in action-research in the context of the Scottish centralised educa-

tional system, reported inconclusive findings. The researchers, 

however, added that failure to implement innovation successfully 

through action-research does not in itself falsify either the princi-

pIes or the way in which they were applied, since there are other 

factors which may have led to failure. 

An interesting proposal for explaining successful implementation 

comes from Dalin (1078)45. He distinguishes between two criteria of 

success following two different types of change strategies, the top-

down approach and the institution-based development. The process 

of innovation involves a combination of both strategies: 

"successfu~ imp~ementation 7JJOu'Ld mean the 
abiUty of the institution to be :respon
sive toe:x:tema't'ty dsve"'toped and/or' 
dir'eated innovations on the one hand" and 
at the same time the abi'tity of the 
institution to deve~op a cr'eative g~th 
and improvement pr'oaess". 

Such a proposal if it can be exploited and made to work properly in 

practice, may enhance considerably implementation in a centralised 

educational system. 

The re-education of teachers has always been considered as a 

key variable for effective and continued implementation. 

Mc Laughlin and Marsh (1976)46 assert that "succesafut ,i1zan(1e" and 

"Staff deve'Lopment" were found to be essentially synonymous in the 

47 Rand Study. The Rand Study moves away from the traditional view of 
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staff training in terms of in-service training courses or workshops. 

Instead it emphasizes learning for professionals as part of on-going 

programme building in an organizational context. 

From this brief review, it is obvious that explanations for 

barriers or facilitators to implementation range beyond those men-

tioned in individual studies and are far more complex that those dis

cussed in each. Fullan and Pomfret (1977)48 have summarized 

research into the problems of implementation under certain broad cate-

goriest The categorization of factors constitute a coherent way of 

organizing all the major types of variables that affect implementation. 

It is worth quoting these authors' main conclusions: 

"These faato'l's at; not aonstitute a theory 
of imptementation, but they at; 'l'ep'l'esent 
a step in that di'l'eation ••• " 

Fullan and Pomfret's categories of factors are as follows: 

A. Chamatenstias of the Innovation 

1. Explicitness 

2. Complexity 

B. Stmtegies 

1. In-service training 

2. Research support (time and materials) 

3. Feedback mechanisms. 

4. Participation. 
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c. Charaoteristios of the adbpting unit 

I. Adoption process. 

2. Organization climate. 

3. Environmental support. 

4. Demographic factors. 

D. Charaoteristios of maoro'soaio-poZitioaZ units 

I. Design question. 

2. Incentive systems. 

3. Evaluation. 

4. Political complexity. 

The role of these specific factors, argue the authors may vary 

according to the nature of the innovation project and according to 

the way that implementation is conceptualised. Some of these 

variables are likely to be more critical under one set of conditions 

while others may predominate under other conditions. 

There is a strong correlation between Fullan and Pomfret's 

categories and those of Berman and Mc Laughlin49 • The latter hypo

thesize three general factors with their key components which can be 

listed thus: 

A. ~jeot oharaoteristios 

1. Educational treatment or technology. 

2. Resource level. 

3. Scope of proposed change. 

4. Implementation strategy. 
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B. InstitutionaZ setting 

I. Organizational climate and motivations of administration/ 

staff. 

2. Characteristics of school, district and principal actors. 

c. FederaZ poUaies 

Change agent programme objectives and management strategies. 

It is interesting to note that Berman and Mc Laughlin have 

categorized implementation strategy as a component under Project 

characteristics, whereas ~ to Fullan and Pomfret, strategies constitute 

a factor by themselves, separate from the characteristics of the 

innovation. 

The diagram on the next page tries to summarize the major 

determinants of implementation which would seem to be more signifi

cant in the context of innovation prevailing in Mauritius and which 

will be examined in this study. It helps to illustrate some of the 

main influences by which curriculum implementation is helped or hin

dered. Given the six determinants of implementation, it is useful 

to illustrate possible relationships between these determinants. 

For this purpose, a path diagram is drawn to indicate the inter

actions between these variables. 
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Figure I: Dete~nant8 of imp~ementation in the Mauritian aontext 

CLASSROOM 

CONTEXT 

Classroom 

Practice " 
I 

\ 
\ 

" TEACHERS 

Knowledge 

Attitudes 
/ 

/ 
/ 
/ 
./ 

THE INNOVATION 

Objectives 

Methods 

/- .. Scope. of . Change . 
./ . .//+---------~------~+ 

/ 

~ 
/ 
./ Materials 

/ 

/ 

Qualifications 
\ 

In-Service Trainirig~ 

. Managemen t .. 

I 
PUPILS 

Knowledge 

Perceptions 

Attitudes 

/ 

.
/ 

/ 

/ 
/ 

/ 
\ 

\ 

/~--------~-------+~ / 

\ , 

\ ; SOCIO-POLITICAL 

CONTEXT 

/ 
"/ < 

External Exams 

Demands of Higher ~, : 

:; . /'".,' 1--' E_d_u_c_a_t_i_on_/S_o_c_i_e_t_y_._>...,;' .... 
/ 
/ ./ ,/ 

Conventions: (a) Letters in the boxes represent the main elements 

in each determinant. 

(b) Arrows in dashes indicate determinants of 

implementation. 

(c) Line arrows indicate interactions between 
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It is not easy to draw a line between curriculum evaluation and 

the evaluation of curriculum implementations; however, there are 

certain issues which are specific to the evaluation of implementation. 

To determine the impact of change upon the user system Fu11an and 

Pomfret (1977)50 suggest the atomization of implementation into five 

components or dimensions namely 

(a) subject~tter or materials. 

(b) organizational structure. 

(c) role/behaviour. 

(d) knowledge and understanding. 

(e) value internalization. 

They further suggest that problems of measurement should be related to 

these five conceptual dimensions. Thus, while dimensions (a), (b), 

(c) above can be assessed by direct observation, dimensions (d) and 

(e) can be determined through the use of questionnaires. 

A number of different techniques have been used to assess the 

degree or the process of implementation. However, it is generally 

accepted by researchers that direct classroom observation over an 

extended period is the most valid technique of assessing the degree 

of implementation. Gross et a1 (1971}51, Eggleston et al (1974)52 

and D. Alexander (1974)53 are good examples of the use of direct 

observation as a technique of assessment. 

Gross et al (1971) used a standardized classroom observation 

instrument to measure the degree of implementation. It was a five-
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point scale ranging from "not at aU" to "aomp"lete"ly" on each of twelve 

behavioural criteria that were used to reflect whether teachers were 

changing their role. The frequency with which the new role was attemp-

ted was recorded by the observers. The reliability of this instrument 

could not be established through inter-observer agreement, since the 

same fieldworker carried out the three observations per classroom. 

Eggleston et al (1975) produced the first systematic observation 

schedule to be developed by British evaluators of curriculum innova

tion projects. In devising their Science Teaching Observation 

Schedule (STOS) using interaction analysis, the authors claimed that 

they could make sense of observed data through this means. They con

sidered their approach a "process-produot" type study in the sense that 

not only they could comment on processes in the classroom context, but 

they could also comment on the learning outcomes of the students. 

Their primary concern in the use of this schedule was to identify 

teaching styles which could play a part in determining how the project 

was implemented. 

Alexander (1974) also took the view that if observation is to be 

used as an evaluation technique, it must be systematic and structured. 

Although Flanders Interaction Analysis was found "etirrruZating and 

inte~sting'~ it was not considered appropriate on practical grounds. 

Instead the project members devised their own schedule which listed 

twelve activities most likely to take place duringtae implementation 

of the secondary science material. 

under three broad areasl 

(a) Discussion. 

(b) Experiment. 

(c) Recording. 
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Numbers I to V were added to the schedule to indicate level of pupil 

participation. There was no detailed statement of intent and fur-

thermore the author agreed that there was no rigorous test of that 

instrument. One wonders, therefore, about the extent to which this 

instrument could be said to be a valuable analytic tool. Moreover, 

although a teacher questionnaire and a pupil poll opinion were also 

used, no relationship was reported among all three instruments. 

Another study which made extensive use of systematic observa

tion for collecting classroom data is the Observational Research and 

Classroom Learning Evaluation (ORACLE) Project by Galton, Simon and 

Cro11 (1980)54. This study is an extension of the work by 

Eggleston and Galton (1975) and although it derives from work on 

science education, it is a refreshing contribution to the literature 

on classroom observation. 

The ORACLE Study stressed the need to use systematic observa-

tion rather than questionnaires to study the processes of teaching 

and learning. It made use of two observation instruments, the 

Teacher Record and the Pupil Record. The data from these two 

instruments were supplemented by "de8anptive aacount8" of both 

teachers and pupils ,and other information related to timetables, 

descriptions of grouping procedures, details of curricular areas. 

The Pupil Record is made up of categories which reflect the 

activities of the "ta1.tget pupiZ"; eight target pupils per class 

were identified for observation on the basis of pre-tests in basic 

skills. There are three main areas of pupil behaviour which are 

sub-divided into ten categories; thus, the pupil-adult interaction 

comprises four categories, the. pupil-pupil interaction three 
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categories and the pupil activity area three categories. The acti-

vity of the target pupil is recorded by ticking one of the items lis-

ted under each category. For instance, if the observer sees the 

target pupil interacting with an adult, he has 

(i) to decide about the target's role 

(H) to identify the adult involved in the interaction 

(Hi) to identify the nature of the adult's interaction 

and 

(iv) to identify the adult's communication setting. 

Records of the target's activity are made at regular twenty-five 

second intervals. These intervals are fed to the observer by means 

of an earpiece attached to a portable cassette tape recorder. 

The Teacher Record was designed to focus specifically on the 

teacher, to record the various kinds of contact in which the teacher 

engages with the pupils. It comprises of two major areas 

(i) Conversation 

(H) Silence, 

which are sub-divided into lesser categories. The conversation 

category, for instance, is divided into two categories: Questions 

and statements which are related to the pupils' task, the task 

supervision and routine issues. These two categories are in turn 

divided into three categories each, and the latter are finally .sub-

divided into fourteen minor categories 'in all. The silence category 

incorporates two main divisions: Silent Interaction.and No 

Interaction. Codings are made on this instrument over twenty-five 

seconds as in the case of the Pupil Record. 
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The reliability of both instruments was found to be satisfac-

torily high. However, in terms of the training of observers, these 

instruments no doubt pose particular problems. The tab les of both 

instruments appear cumbersome. The Pupil Record has fifty-five 

categories and the Teacher Record twenty categories. Continual refe-

rence to these categories while observing appears difficult and time-

concerning. The leacher Record was found to be the most difficult, 

since decisions had to be taken at three levels before coding. The 

authors .themselves agreed that observers could find it difficult to 

adjust to the systematic nature of the recording, resulting in 

uncertainty about the validity and reliability of the instrument. 

The actual use of these instruments in the school context can 

also bring certain practical problems; for instance, the identifica-

tion of the target pupils without the teacher's awareness, the ability 

to follow the same target pupil over a period of three years and so 

on. 

So far in this study direct observation has been considered in 

terms of the use of systematic observation. It is, perhaps, impor-

tant, to point out here that certain researchers doubt the value of 

observation schedules. There are a number of criticisms of such 

schedules, and these will be discussed in details in Chapter 11. 

55 
Stenhouse (1976) among others has argued that systematic o'serva-

tion provides "disto'Pting rmrTO'Ps" of behaviour. The use of parti-, 

cipant observation is considered by many as being a more appropriate 

method of classroom observation, The data is gathered by means of .. 

case studies, interviews and anecdotal accounts of classroom events 

(Delamont, 1976). 
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Several cautions related to direct observation of classroom on 

the whole should also be noted; 

(a) some programme implementation dimensions do not 

lend themselves to direct observations; 

(b) the effect of observers on the participants is 

not clear; 

(c) observation techniques may tap only the mechanical 

use of the innovation 

(d) direct observation has been normally used in 

studies based on a small sample of schools. 

Investigations using a large sample have ruled out the time and cost 

considerations involved in the use of direct observation. Instead 

they have used such devices as questionnaires, interviews and content 

analysis of key documents for collecting their implementation dates. 

It is interesting, here, to mention the "focused inte~e~" procedure 

56 developed by Hall and Loucks (1977) • These authors have shown how 

at the level of the classroom teacher, there are differences in 

levels of use between current practices and desired end-points, each 

level being defined by a particular set of teachers activity. There 

are eight levels of use: non-use, orientation, preparation, 

mechanical use, routine, refinement, integration and renewal. In 

their view "the oontent of the 'teve'l8 of use (LOU) dimeneion is the 

behaviour'S of innovation use:r8 and nonuse:r8, The foOUB is not on heM 

they fee't but on what they do in :re'tation to iihe innovation". A 

branched, focused interview with the teacher is used to assess the 

level of use of the innovation in the classroom. Evaluations of the 

technique indicated high interrater reliabilities for repeated 
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ratings of tape recorded interviews and a high correlation between 

interview ratings and ratings by ethnographers. 

The implication of this model of different levels of use is 

that individual users may go through different levels over time as 

they develop the ability to use the innovation. The level of use 

thus becomes a function of time. 

The LOU model is, no doubt, an asset to the researcher dealing 

with the study of the implementation process in depth. However, this 

approach suffers from certain drawbacks. Leithwood (1981)57 points 

out that 

"1JJhi'le the aonoepts assoaiate.d 1JJi th 'leve 'ls of 
use a~e distinot aont~butions to ~~nt 
thinking about the p~oce8S of ~cu'lum 
irrrp 'lementation, o~ 0tJm '~ecent ~ese~ah 
suggests that fu'Pthel' l'ef~nements ~e both 
1JJa~mnted and possib'le". 

Churchman (1979)58 makes a similar comment about the scales which, in 

his view, are too rigid and too vague to adapt easily and usefully to 

new circumstances. In the case of complex educational programmes, 

increased interviewing time and financial resources become other major 

considerations if the LOU model is to be used. 

An adaptation of the LOU procedure, a more "sensitive vanation" 

of the concept of levels of use has been developed by Leithwood and 

59 Montgomery (1980) • A refinement proposed by these authors is the 

provision of an innovation profile which would replace a fixed set of 

stages to apply to all new programmes by a set of procedures for 

defining stages that are specific to a new curriculum. Such an inno-

vat ion profile would help to look at a new curriculum in terms of 

its components or dimensions, and to arrive at an understanding of 
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levels of use for each of these components. 

A third dimension ("info:rrmation souraes") is added to this two-

dimensional innovation profile (Uevels by Dimensions). The authors 

assert that there are no unusual collection procedures demanded by 

their methodology, and that sources of information include written 

material, observed classroom activity and perceptions collected 

through interviews or questionnaires. These data in conjunction 

with the innovation profile provides a clear picture of the nature 

and degree of implementation in schools. 

60 G. Neufeld (1979) has also presented an abbreviated form of 

the LOU scales for use in the measurement of the degree of use (DOU). 

His procedure uses separate scales to measure the two factors: 

the degree of use and the level of use, The modified LOU scale dis-

tinguishes between four discrete levels of use of a curriculum inno-

vation, namely mechanical use, routine use, refinement and modification. 

The degree of use scale points range from non-use, outside use to par-

tia1 use, regular use and integrative use. Various '~ntePVie~ 

segments" are used to determine the degree of use and level of use, 

which can eventually be represented in a single level of imp1ement~

tion matrix to provide a profile for an individual teacher. 

In their review of the literature, Fu1lan and Pomfret (1977) 

refer to two main problems faced by most implementation studies, 

including the Rand study, namely 

(i) self-reports by user. 

(ii) the global nature of the measures without any 

attempt at identifying specific dimensions of 

implementation. 
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Another important issue regarding the use of research instru-

ments in implementation studies, concerns the two different approaches 

of evaluation, namely the experimental model and the i11u~nat~ve 

61 model. To quote Stenhouse (1979) here 

"the issue is not quatitative versus 
quantitative~ out samp~es Versus cases 
and resuZts versus judgements" • . 

Stenhouse (1979)62 argues that the "quantitative ingredient" in case 

study and therefore in illuminative evaluation is at present too much 

neglected and makes a plea for the development of adequate academic 

conventions. According to him, case study can be subject to verifi-

cation and capable of cumulation through the establishment of a micro-

fiche archive of case records. The problem of clearance of data 

about living persons can be solved partly by an~~sing the data, ,.. 
partly by allowing a restricted audience to have access to the data, 

and by the exclusion of information relating to the location of cases 

in the records. In the absence of such a disciplined convention, 

descriptive case study can appear '~oth idiosync~tic and 

superficiaZ,,63. Materials for case records can be derived from both 

oral history (interviews) and ethnography (participant observation) .• 

There is a broad correlation between the evaluation strategies 

mentioned earlier and the two perspectives of implementation, namely 

fidelity and process cum mutual adaptation. The experimental evalua-

tor like the investigator of the fidelity perspective, is mostly con-

cerned with measuring the outcomes in terms of the intentions; on the 

other hand, both the illuminative evaluator and the resear.cher of 

mutual adaptation and process studies are more concerned about the 

process of curriculum development in the context of schools and 

classrooms. 
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However, the data-cQllecting procedure for either evaluation 

strategy can be made to fit into either the fidelity or mutual adap

tation cum process study. As Fullan and Pomfret(1977) have pointed 

out 

"there is no intrinsic reason why any of the 
methods aannot be uaed wtth either the 
fideUty or the deg'Pee of irrrpZementation 
approach" O'P the rrrutuaZ adaptation or open-
ended approaoh" (p. 367) 

On the other hand, the fact remains that formal testing, statistical 

conclusions, sample requirements among other aspects of experimental 

evaluation, are generally found unacceptable to both the illuminative 

evaluation and the researcher of mutual adaptation, since they tend 

to ignore many of the subtle variations of actions in schools. 

Recent researchers in evaluations have suggested a combined 

approach which will help to limit the strategies of each strategy. 

Thus Pagano and Do1an (1980)64 maintain the importance of conceptua-

lizing the necessary integration of qualitative and quantitative 

methods, thus: 

"We oan vie'bJ the aategoX'ies of quantitative 
reeearoh as representing. ~n ideaZ typifi-
aation of peop Ze' e e:x:pemencee. The pUl'pose 
of the quaZitative component is to Zay out 
the d,ynamios through 'bJhic~these types are 
aonstituted and to va'f,idate their meaning-
jUZness 'bJith~n the conteret ••• Statistica'f, 
BWrI'TIaX'ies 'bJitnout an eZabomtion of the 
environment and understanding that they 
represent are impovenshed ••• " 

The need to synthesize both methods was also pointed out by 

Munro (1977)65 and Scrimshaw. "(1979)66. The later particularly 

argues that 

"it is time to move beyond genera Used 
debates about the :r-e'tati'l)e menta of 
'the' cZassioaZ and 'the' iZZuminative 
approaoh." 
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It is evident that a satisfactory study of curriculum implemen

tation should take into account the three following factors: 

conceptualization,the specific determinants of implementation and a 

combination of approaches of evaluating implementation efforts. 

The review of research has shown that the most consistent fin

ding in the area of curriculum implementation concerns the failure 

of innovation projects to fulfill their intentions. Many of the 

studies have demonstrated the existence of certain common barriers 

or inhibiting factors to successful implementation. 

The least consistent findings in t~e area concern to some 

extent the conceptualisation of implementation but to a considerable 

extent the measurement of the degree and process of implementation. 

Fullan and Pomfret's critical review of implementation studies refers 

to the enormous definitional and methodological. problems involved in 

assessing both the degree and the process of implementation of 

educational innovation. 

There is a lack of consistency in the use of certain fundamen-

tal concepts of implementation within the literature. This is not 

surprising when it is considered that the literature itself is drawn 

from a wide and differing range of sources.and research perspectives 

with different value questions underlying .them. 

Examples have been given in the review to illustrate the diffe

rent ways of conceptualizing.imp1ementation by various investigations. 

These differences are reflected not only in the definition of the terJI 

"imp'tementation" itself, but also in defining such terma a8 "mutual, 
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adaptation" . It is true that all research (whether it is carried 

out by organisations like the Rand Corporation (Mc Laughlin, 1976) 

IMTEC (Dalin, 1978) or by individual researchers (Waring, 1978; 

Fullan and Pomfret, 1977) is conclusive on one point - successful 

implementation implies mutual adaptation. However, the definition 

of this term by investigators seems to imply varying degrees of 

adaptation to the original project. This study assumes that mutual 

adaptation does not mean distortion of the original project or its 

decay, but its modification over time subject to the needs of both 

the central change agent and the user system. 

It follows from this assumption that the conceptualisations of 

the fidelity perspective and of the mutual adaptation perspective are 

not necessarily incompatible. Both processes are necessary for 

successful implementation of national government programmes. 

Eden and Tamir (1979)67 put this point very strongly: 

"It is important to note that no one best 
answeX' aan be pX'ovidsd NgaPding the 
supePioPity of the fideUty oX' the adap-
tive mode. It may be useful, to Zook 
upon these modes as e~tNmes of a aontinuum. 
It is up to the teaaheX' to deaids whiah 
point on this aontinuum UJil,l, best meet heX' 
paPtiau"laP needs and pPefeNnaes". 

The approach to this present study will be both a fidelity 

perspective and a mutual adaptation cum process perspective (Fullan 

and Pomfret, 1977). Employment of the fidelity perspective is justi-

fied on the grounds that the innovative project which is being studied 

here has planned the intentions, objectives, principles and characte-

ristics of the innovation. At the same time, the mutual adaptation 

cum process perspective is used because it was assumed that the 
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innovation would legitimately be varied according to the local 

conditions in the school. The innovative project had made allow

ance for teachers to modify or supplement the materials to suit 

their students' needs while keeping to its basic framework. 

Thus this study is contending that there can never be any real 

change in the schools of a centralized system if only one of the two 

ways of conceptualizing implementation is relied upon. The fide

lity conception would not produce the continuous process of renewal 

within the schools which seems to be a necessary condition if inno

vations are to have any meaning. 

There are certain methodological weaknesses in some of the 

studies carried out on the evaluation of implementation. Despite 

exhortations by some researchers (for example, Fullan and Pomfret) 

to develop more systematic methods of collecting and reporting 

implementation data, few such methods have been described. 

In this connection, it is important to stress that one cannot 

avoid the impression that much effort has been wasted in the field 

of the evaluation of curriculum implementation, and that the contri

bution of writers in this field might have been perhaps even greater 

if research had been more cumulative in nature. This is parti-

cularly evident in relation to the evaluation techniques used for 

classroom observations. Thus, the existing instruments had not 

been used and improved. A considerable amount of time can be spent 

in searching for a suitable scale of developing a new scale. This 

practical difficulty could have been avoided by the modification of 

existing scales. 
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Moreover, this fact can be coupled with Rosenshine and Furst's 

(1973)68 view that increasing the number of observational systems 

without any attempt at validation ''has Zed to the aUl'raent ahaos whiah 

is a praetenae of raeseaxaah". 

Another important consideration, here, has to do with the ade-

quacy of the evaluation techniques. Investigations in the field of 

implementation have used so far one or two instruments f-o~assessing 

the degree or the process of implementation. There is a need per-

haps to consider the use of different tools simultaneously to find 

out how they compare with each other. Moreover, given the strengths 

and weaknesses of different methods and the different types of 

information uncovered by each method, it is better to use more than 

one method in a study of implementation. 

In fact, this ~udy will be considered as part of the present 

trend towards establishing a combined approach to assessing implemen-

tation. Experimental evaluation is considered appropriate for some 

aspects of the study, particularly in regard to the codification and 

statistical analysis of information from questionnaires and a standar-

dized test. Reports based on the descriptions of experiences of 

participants and evaluators, and incorporat~ interview quotations, 

are attacked for being subjective and biased. Therefore it is felt 

that the use of quantitative statistical analysis will provide objec

tive and scientific analyses. 

At the same time, this study will aim at deriving many of its 

data-collecting procedures from illuminative evaluation in terms of 

Observer perceptions of classroom happenings and interviews. It is 
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true that the classroom observations will be based on a more ordered 

approach than is generally accepted in illuminative evaluation, namely 

on the use of structured schedules. However, such schedules by 

reducing the dependence of the results on the judgement and bias of 

the observer, are in fact helping the illuminative approach to deve

lop methods of obtaining information less subjectively. 

Summing up, then, the present study will illustrate the combina

tion of both approaches through the following features: 

1. The use of both quantitative and qualitative 

material. 

2. The use of both technical and non-technial 

language in the report. 

3. A focus on both the degree of implementation 

(the outcomes in terms of the prior intentions) 

and the process of implementation (the 

activities of those involved in the innovation). 

4. A portrayal of the perceptions of the parti

cipants as well as those of the evaluator or 

of the "e:cte:ma't e:cpept" (Scrimshaw, ] 979). 

Finally, one major difficulty with existing investigations into 

the evaluation of curriculum implementation arises out of the fact 

that there has been an overreliance on static conditions in the measure-

ment of the success or failure of the implementation process. Time 

is a significant element in the implementation of a curriculum innova~ 

tion~ Earlier studies by P. Mort (1964)69 suggested that the diffusion 

of educational ideas may take up to 50 years. Recent studies by 
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Havelock (1911) and Waring (1976) reveal that the time lag is at least 

10 years. In many of the reported investigations, the new programme; 

has been implemented for about 2 to 3 years. This period was not long 

enough to enable teachers to become quite conversant with the 

"meohanios" of the implementation process; it was insufficient for 

the new curricula to have been subjected to adequate evaluation. 

Moreover, it is most probable that the data derived from a survey 

undertaken at one point in time, may not be meaningful at a different 

time. Fullan and Pomfret (1977) contend that the measurement of 

implementation should be viewed as a '~nap8hot" of what users are 

actually doing with respect to the innovation at one point in time. 

The study of implementation at intervals of time may detect certain 

changes in the factors affecting the implementation process. 

The RUeMc.h PJtobiem 

The present investigation is intended primarily to evaluate, 

within the limits of practicability, the degree of implementation of 

a .&'cial ,Studies innovation project in Mauritius as well as its process 

of implementation. At the same time this study wants to investigate 

whether different patterns of influence affect initial and late imple-

mentation phases of the Project. Some of the main questions which 

the research set out to answer are given below. 

The Social Studies Project is an innovative Social Studies 

Programme designed during the period 1975 to 1980 for the lower forms, 

of Secondary Schools in Mauritius. In recognition of the need for 

empirical research on the implementation of curriculum innovation"in 

Mauritius, a study of the implementation of this Project was begun two 
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years after the new programme was introduced into schools. 

was carried out in two phases. 

The study 

The first evaluation study which examined how effective the 

ensuing implementation was during the initial phase, was undertaken 

in the years 1976/1977. That was the stage when published materials 

were not available and when in-service training courses were mainly 

on an experimental basis and in the form of occasional workshops. 

This pr~vious study had ,identified ce~tain factors which were influen

cing the implementation of the Project. Summing up, it was then 

concluded that the low explicitness of the innovation, the teachers' 

inadequate skills and knowledge, mismanagement and incompatible 

organisational arrangements were factors inimical to the innovation. 

Thus, past research coupled with personal experience and theore

tical consideration, could give some indication of what are the most 

significant areas upon which the present study might concentrate. 

The present study (1979-1982) took place during the late implementation 

phase of the Project when published materials were made available to 

schools, when in-service training programmes were on a regular and 

longer term basis and when external examinations were operational. 

This study proposes to measure the degree of implementation in 

terms of the achievement of certain dimensions which have been shown 

in other research to be associated with successful evaluation of 

implementation (Fullan and Pomfret 1977). 

This aspect of the study is guided by the following research 

questions: 

1. :fy) O'UX'pent 8t:ructu:ra't ohange8 (fop e:xx:urrp 'te ~ 

timstabUng r;aa:mn(Jements~ a:rtiou'tation of 
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aUl'nau"la) favour effeative use of the 

PT>ojeat? 

2. To what ea:tent a:roe teaahers ClWa:roe of 

the PT>ojeat objeatives? What are 

their preferenaes and e:x:peatations regarding 

these objeatives? 

3. To what extent do the teaahers aomprehend the 

phiZosophy and raationaZe of the PT>ojeat~ and 

its outaorTl8s? 

4. How do the teaahers pe~eive their interest 

in and attitude towards the PT>ojeat? 

5. To what ea:tent are the intended roZe ahanges 

impZemented. in the aZassroom? 

Few implementation: studies have employed lists of educational 

objectives of the new programmes, and considered their relative 

importance by teacher~ and pupils. This study assumes that a 

teacher's acceptance of an objective and his opinion as to the feasi

bility of attainment of that objective is likely to condition his 

classroom behaviour and subsequently the degree of implementation of 

the Project's objectives. The interaction between teacher SI 

attitudes to objectives and the pupils' acceptance of these objectives 

and the pupils' perception of their teachers' preferences is parti

cularly relevant here, since disparities between views of teachers 

and pupils may reflect weaknesses .in the implementation process. 

Therefore, the following additional questions are asked in this 

study: 
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6. What is the 1'e lAtionship between teache1's' 

p1'efe1'ences1'egarding the Project's objectives~ 

the pupiZs' acceptance of these objectives~ and 

the teache1"s image in the,eyes of the pupiZs? 

7. What is the 1'elAtionship between the teache1"s 

p1'efe1'ences and e:x:pectations 1'egarding the 

Project objectives and pupiZs' achievement? 

To measure the process of implementation, the following ques

tions are put forward: 

8. What happens in ~the cZass1'oom context when 

the p1'ogrCl1T1fl'K3 is imp Zemented? 

9. Has the Project been subject to rrvdifications 

oVe1' time? 

The independent variables which are used to assess the degree 

and the process of implementation of the innovative programme will 

include among others, the teachers' knowledge of the objectives, 

philosophy and rationale. of the project, their attitudes, the chang-

ing roles and structural changes. However, this study will also 

concentrate on variables which are not always represented in imple

mentation studies, namely the pupils' perceptions of their 

teachers' implementation strategy and of their teachers' image, 

pupils' attitude and their outcomes. An attempt at demonstrating 

the effects of these variables.wi11·be made through questions (6) 

and (7) above and through the following questions: 

10. HOIJ) do the ;' pupi 7..8 pe1'ceive 

(a) thei!' teache!' cZass!'oam impZementation 

st1'ategy 
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(b) their 0/JJn attitude towards Social, Studies 

as a sohool, subjeot? 

11. To what extent do the pupiZs show mastery of 

the objeotives and oontent of the programme? 

Finally, an attempt will be made at comparing the patterns of 

influences during the initial and late implementation stages. Only 

those variables which are continuous variables in this follow-through 

implementation study, will be considered here" Questions worthwhile 

investigating in this respect are as follows: 

12. To what extent have the teachers' grasp of the 

Projeot's intentions and rationaZe~ their 

attitudes and al,aasroam practiaes improved 

over time? 

13. Do the inhibiting infiuenaes of the initial, 

stage persist a~er ~ve ye~ of the Projeat? 

14. Do different pattems of infiuenaes affeat 

initial, and Zate impZementation phases? 

These questions have been based principally upon theoretical 

considerations and upon the results of previous research. Further 

questions could be suggested (for example, To what extent has teacher

training changed teacher's attitudes? To what extent do the new 

materials and practices which are implemented, reflect the declared 

intents of the Project?)~ ibwever, only those that can be confirmed 

or contradicted in the survey desian have been selected here. Of 

course, it is not at all eaay for anyone study to confirm research 

questions in the complex field of curriculum implementation. 
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Implicit, here, is the use of "ideaZ" methods for carrying out the 

research, but this cannot always be assumed to be the case. This 

study raises certain practical problems; in particular a comparison 

of the pattern of influences affecting implementation at two different 

points in time presents considerable technical difficulties. These 

will be subsequently discussed. 

Having given a brief.review of previoul investigations into 

curriculum implementation and having outlined the research problem 

and the limits within which it is intended to operate, it remains to 

describe the design and the methodology of the,study. These points 

are taken up in the following chapter. 
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CHAPTER 11 

RESEARCH DESIGN AND METHODOLOGY 

The.causal focus of this study is stressed in the statement of 

the research problem which identifies the independent and dependent 

variables very broadly. This section is devoted to specifying these 

variables further. An evaluation of the degree of implementation 

and the process of implementation of a new curriculum such as is 

envisaged in this study, involves assessment of different features. 

First, measures are needed on the characteristics of teachers 

who are involved in the implementation of the new curriculum. The 

differences between sub-groups of teachers with respect to their 

understanding of the Project's objectives, their knowledge of the 

major features of the Project's philosophy and rationale, their views 

of the facilitating-and inhibiting factors of implementation, their 

views of the outcomes of the curriculum, of the strategy of the 

Project and of its status in the school curriculum are taken into 

account in this study. 

Secondly, measures are needed for the pupils' perceptions of 

the teacher implementation strategy, for their understanding of the 

Project's objectives, their perceptions of the teacher's self-image, 

their attitudes to the subject. Here, too, the investigation will 

be designed to focus on stratified classes and sub-groups of pupils. 

Third, measures are needed to find out what actually happens 

to the programme in the classroom. 
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are expected from the teacher if the new strategy is being implemented. 

Therefore the characteristic of the Social Studies Project in the 

classroom which will be measured is the changing role of the teacher. 

Fourth, the output of implementation for the pupils needs to 

be examined in order to assess the extent to which the objectives of 

the programme are achieved. 

Finally, measures are needed to gather information on the 

nature or the process of implementation, on the context or the school 

situations into which the Project was introduced and on the patterns 

of influences affecting implementation over time. 

Within this overall research design, it is necessary to select 

or devise particular instruments to provide the data required for 

each of the sets of measures mentioned above. 'lbe same instruments 

can be used to secure information for the two dependent variables -

the degree of implementation and the process of implementation. 

It is recognised, however, that the measurements of the transformed 

nature of the innovation over time, of the further development and 

adaptation of the Project require a mo~e open-ended approach. 

Therefore, this study will attempt to measure the process of imple

mentation by unstructured cum participant observation as well as 

by direct observation, by interviews and open-ended items in question

naires; and the degree of implementation by direct observation, 

questionnaires, interviews and a standardized test. 

'lbe degree of implementation will be measured by specific 

dimensions separately, not globally. 'lbe following tables summarise 

these dimensions and their specific measuring instruments: 
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TabZ,e 1: Instrwnents used in the coUection of the Degree of 

ImpZ,ementation Data 

Instrwnents 

1 • Teachers' Questionnaire 

2. Pupils' Questionnaire 

3. Direct observation 

4. Standardized test 

5. Interviews (structured) 

Focus 

Teacher knowledge and understanding 

of Projectsmaterials and strategy, 

perceptions of Projectsobjectives 

and of their feasibility of achieve

ment, valuing of Project's status 

and of its outcomes, perceptions of 

facilitating and inhibiting factors. 

Pupils' perceptions of teacher 

implementation strategy, of the rela

tive importance of the Projectsobjec

tives, and their attitudes to Project. 

Teacher changing role behaviour. 

Pupils' understanding of the objec

tives and of the content of the new 

curriculum. 

Teacher understanding of Project's 

rationale and strategies. 
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TabZe 2: Instruments used in the aoZZeation of the impZementation 

proaess and aontext data 

1. 

2 •• 

3. 

4. 

5. 

= 
Instruments 

Direct observation -

Systematic method. 

(Flanders Interaction 

Analysis System + Evans/ 

Behrman modified 

schedule). 

Direct observation with 

unstructured cum parti

cipant observation. 

Descriptive account. 

Documents. 

Interviews (structured) 

Foaus 

Teacher-pupil interaction; Teacher 

implementation of Projec~main fea

tures (for example, type of ques

tions, handling of value issues). 

Adaptation of the Project to 

classroom situations. 

Description of the impressions of 

the observer as regards the teacher 

and pupils, classroom lay-out and 

climate. 

Adaptation of the Project to the 

socio-political context. 

Class timetable, resources, support 

given to schools, socio-political 

pressures on innovation. 

54 



At the start of this investigation, consideration was paid to 

instruments which have been devised by previous investigators in this 

field to see whether they could be appropriately adapted for use in 

the present study. Satisfactory measures for the purpose of class-

room observation were available, but for the other data to be collec

ted, it was decided to devise research tools more appropriate to this 

study. 

In an investigation of the survey kind, the selection of the 

teachers and students forming the samples is particularly important. 

Actually, in this study it was decided to use both a complete and a 

partial coverage of the target population. 

by the following criteria: 

The decision was governed 

1. In view of the small size of the island, it was decided to 

cover the population of Form III teachers fully by means of a 

Teacher Questionnaire. Data were thus acquired from a complete 

census of Form III teachers (N· 210 in 1980) involved in the 

teaching of the new Social Studies Programme. The enumeration 

of these teachers depended upon a complete count of all the 

teachers who were thus concerned. The problem of acquiring 

information was not too complex to rule out the practical 

possibility of a census. 

2. Problems of timing, cost an4 organization militated against the 

complete coverage in the collection of data by means of a 

Pupils' Questionnaire, classroom observations and a Pupils' 

standardized test. Samples were t,hus used and were made to 
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suit these instruments. In all cases, stratified random sam-

pling was used because the schools as well as their population 

were not homogeneous, but consisted of several sub-groups. 

Stratified sampling ensured that no type of school was omitted 

from the sample, and it also avoided overloading in certain 

types of school. 

In drawing up the sampling frame, therefore, certain cri ted,,a 

which are usually associated with significant differences in 

the implementation of new curricula, were taken into consider-

ation. Typical stratifiers were type of school, size of 

school, urban/ruralness of the school, and sex of pupils. 

3. The allotments of schools from each stratum for the sample were 

made on the basis of proportional allocation. In other words, 

each stratum was made to contribute to the sample a number that 

was more or less proportional to its size in the population. 

Proportionate allocation requir.ed information about the relative 

size of the strata in the population. Good estimates of these 

numbers were provided by the Private Secondary Schools Authority 

and the Evaluation Unit of the Mauritius Institute of Education, 

which normally issue a yearly list of secondary schools and 

students population. 

4. A "multi-stage" sampling (Moser & Kalton, 1975) 1 was adopted in 

an attempt to select appropriate samples for the measuring 

instruments other than the Teacher Questionnaire. Thus the 

random sample for classroom observations was selected from the 

stratified sampling frame covering the entire population of 

Form III teachers. The sample fer the : pupils' questionnaire 
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was taken of that first sample, and the sample for the standar

dized test was taken from that second sample. The advantages 

of that "muZti-stage" sampling are that it helps concentration 

of field work and saves time and labour. 

correlation studies. 

Moreover it helps 

5. To permit sub-classifications of a fairly refined order, it was 

decided that the desired samples should contain the following: 

(a) for classroom observations 

(b) for pupil's questionnaire 

(c) for interview with staff 

(d) for pupils' standardized 

test 

80 teachers from 69 schools. 

around 1900 pupils belonging 

to 53 classes and 50 schools. 

around 20 teachers. 

around 1600 pupils from 40 

classes/schools. 

6. It was decided to obtain implementation data from the pupils at 

the third year secondary level. This meant that if the pupils· 

were to have been thoroughly exposed to the implementation of 

the new curriculum, it would have had to have been in operation 

for at least three years. In all cases, the pupils had had 

experience of the new curriculum for three years. 

In a study designed to examine the determinants of implementa

tion and their effects on the degree and process of implementation, 

the problem that faces the researcher is how to reduce the probability 

of extraneous factors from influencing the dependent variables, ·or how 

to minimize the number of plausible rival explanations. It is 
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recognised that while it is impossible to eliminate all potential 

sources of unwanted and unexpected variables or of bias in the research 

plan, adequate concern for the design might eliminate the major 

distortions. 

with regard to distortion due to the influence of extraneous 

variables, the view could be advanced here that since this study is 

mainly concerned with illustrating changes, the likelihood that these 

changes are substantially caused by other extraneous factors could be 

reasonably discounted. In this case it is valid to assume the random 

incidence of factors other than the new curriculum. Moreover it 

might be WDrth mentioning, here, that analysis of covariance is a way 

of handling a problem of this kind, but it is not appropriate in this 

case due to the contextual variables or the various school situations 

in which the Project was introduced. 

0ti-the (I-uller hand, the very operation of the investigation may 

have unintentionally created biases that could not be separated from 

the independent variables. As far as was practicable, great precau-

tions have been taken to minimize the effects of bias resulting from 

the researcher's expectations and the subjects' awareness of their 

role in the study. The design of the ques tionnaire, interviews and 

observational studies was such that the respondents never knew the 

purpose of the study. Even the observers who helped in carrying out 

systematic classroom observation were kept in the dark as to the 

expected outcome of the investigation. The letters addressed to the 

schools in this respect testify to this tactic. It could thus be 

said that these "doubZe-bZind" investigations (Katzer, Cook, Crouch, 

1978)2 have minimized this source of bias. 
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Moreover, to reduce rival explanations due tmmeasurement, such 

controls as extensive observer training, avoiding interviewer bias, 

standardizing instruments have been considered. Similarly in the 

operation of the standardized test, conditions of testing were directly 

under the control of the researcher who furthermore acted in her capa

city as a Chief Examiner. 

With the degree of control that has thus been maintained there 

is no likely factor which could be said to affect seriously the gene

rality of the findings of this study or its external validity. The 

use of a random selection of samples leads to appropriate generaliza

tion to the target population. Likewise, the use of the method of 

triangulation in measurement procedures, using a measure with conver

gent validity, tends to reduce the threats to the external validity 

of the design. 

However, it is recognised that time was a factor particularly 

difficult to control, especially in a study which is partly concerned 

with measuring patterns of influences affecting implementation at two 

different points in time. The problems of experimental mortality, 

for instance, (the replacement of subjects in the previous study by 

new ones) and of maturation (particularly instrumentation change) 

could be said to be acute, rendering the comparability of data diffi-

cult, if not invalid. However, in all fairness, it could be said 

that the problem of instrumentation change would become a serious one 

only if this study was entirely concerned with a classical experimen

tal design. Moreover, it may also be stressed, here, that the collec

tion of base-line data and current data more or less in the same way 

for purposes of comparability, 'do~~ not .n~cessari1y mean administrating 
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the same measuring _~ instruments repeatedly. In the present study, 

parallel forms of the previously-used instrument devices were thought 

to be more desirable. This, at least, ensured that the researcher 

could take into account more elaborate methods of collecting 

iriforma tion. 

In an attempt to minimize the threats of instrumentation change 

to the internal validity of the design, it was decided to concentrate 

substantially on interviewing in depth. It is significant to point 

out that the interview schedule is the only instrument which has 

retained a format more or less similar to the one used in the previous 

study of implementation by the researcher. 

The RUeaJLc.h Envhwnme.nt 

Some dimensions of the setting in which this study was conduc-

ted, will be briefly considered in this section. The description 

refers specifically to the "e:r:isting" environment. Following the 

summary of research efforts to describe environments by MOos (1973)3, 

the description will concentrate briefly on the ecological dimensions, 

organizational structure, the behavioural characteristics of the 

inhabitants of the environment, and the psychosocial climate reflec

ting the perceptions of the environment by individuals. 

The EooZogioa't Dimensions 

Situated some 500 miles east of Madagascar and some 1250 off 

the nearest point of the African coast, Mauritius is a small volcanic 

island, about 720 square miles in size. It was formerly a French, 

then an English colony, but it became independent in 1968. It has 
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very complex socio-economic and cultural characteristics which present 

several problems to those responsible for education. 

It has a multi-racial society with a variety of languages, which 

has come to be an important problem in the national, professional and 

social life of Mauritius. These languages range from English to 

French, 'patois-creoZe", and seven oriental languages. With a popula-

tion standing at just short of one million and an average density of 

about 1300 per square mile, the island is exposed to overpopulation 

and unemployment. The population is very young with nearly 35 per 

cent below 15 years of age. This means the number of those looking 

for jobs keeps increasing. The economic structure of the island is 

dominated by the sugar industry, but is diversifying itself in other 

sectors. While the sugar industry remains important as the main 

earner of foreign exchange, manufacturing is central in the strategy 

for job creation. The island is also becoming well-known inter-

nationally as a tourist holiday resort. 

There are marked differences in the cultural environment of the 

children and the financial circumstances of the families, resulting 

particularly in an imbalance between town and country. 

Aspects of OrganisationaZ Structure 

Public education in Mauritius is the responsibility of the 

Ministry of Education and Cultural Affairs. Education consumes a 

large part of Government spending - 16 per cent of recurrent expendi

ture in 1981-82. There are some 800 schools offering pre-schooling, 

over 250 primary schools and about 142 secondary schools serving the 

island. The primary schools take children from four and a half to 
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eleven years, and the secondary schools from eleven onwards. Free 

primary education is available to all and although it is not compul

sory, over 90 per cent of this age group attend schools. Free 

secondary education is available to all those who pass the Certificate 

of Primary Ect-aca:..r,O)n. Post-Primary schools or Conununity schools 

have been established three years ago to acconunodate those who have 

twice failed the Certificate of Primary Education. 

The whole of the education system from the age of four and a 

half years to eighteen years is conditioned by examinations, selec

tion, success and failure in almost equal parts. The education 

system, a legacy of the former colonial pe~iod, is exclusively 

academic in nature. Technical education is neglected by parents 

and schools alike. The World Bank funded the building of six 

Junior Technical Schools and six Central laboratories. The buil

dings have now been replanned and redesignated Junior Secondary 

Schools. In other words, they form part of the normal Secondary 

Schools system and are offering education up to Form V. 

There is a fierce competition for secondary school entrance. 

Secondary education is offered to a l~mited proportion of students 

in 8 State Schools, 15 Junior Secondary Schools and a large number 

of private schools (119). The Government is now assuming responsi

bility for the running of all private schools. Expressed in terms 

of pupil numbers, the severity of the selection process can be 

illustrated thus: 
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TabZe 3: Nu,rri)er of Passes in 19'1'1 and CUl'rentZy 

19'17 CURRENTLY 
EXAMINATIONS 

No. of Pass N.o. of Pass 
Entmnts % E.'ntrants % 

1. Primary Certificate 33 964 44 35 000 45 

2. Cambridge School 
Certificate 11 664 43 12 500 45 

3. Cambridge Higher 
School Certificate 1 795 35 2 000 34 

4. London General 
Certificate of (included in 
Education 1 645 42 no. 2) 

It is thus obvious that the system is producing large numbers of 

educational drop-outs at various levels; less than 2 per cent of those 

who enter the system of Primary level, finally reach the desired goal 

of Higher School Certificate. 

Officially the pupil/teacher ratio is about 32, but this figure 

varies considerably from school to school. The efficiency of teaching 

most subjects, particularly language and other skills, relates closely 

to the teacher/pupil ratio. The State Schools have relatively small 

numbers of students in the classroom, while many of the unaided pri-

vate schools have over-crowded classrooms, sub-standard buildings, 

inadequate equipment and resources, and a large proportion of un-

qualified teachers. The situation in those schools is gradually 

improving now that the Government is controlling their running. The 

majority of the schools are traditionally organised, that is, they 

are tightly controlled schools with self-contained classrooms. 
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The EXISTING 6-5-2 opganizationaZ struatupe of Eduaation 

in Mauntius 

MAURITIUS 
INSTITUTE OF 
EDUCATION. 

EXISTING 
EXAM. 3 

EXISTING 15 + 
EXAM. 2 

- - -13 + 
*PROPOSE{ 

FORM III EXAM 

UNIVERSITY 

17 + 

(G.C.E. (A» 

[EMPLOYMENT I 
MARKET 

VOCATIONAL 
CENTRES 

I--.,..,f-t-~'-----_ CAMBRIDGE SCHOOL CERT. * ~ FORMS (G.C.E. (0» 
8...:1 
~~ I-V 

@$~ ~ 
EXISTING 10 + 
EXAM. 1 

~~ ~ t=yl r-~ ____ ~~~=-S_EC_O_N_D_~_Y __ ~~~====~CERTIFlCATE 
F PRIMARY 
EDUCATION 

* 

STANDARDS I - VI 

5 + PRIMARY 

The new Form III examination will lead to a Certificate of Junior 

Secondary Educatio~is expected to replace eventually the existing 

11 + examination. 
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BEHAVIOURAL CHARACTERISTICS OF THE INHABITAN:OS OF THE ENVIRONMENT 

1Tle role performance of teachers in the majority of Secondary 

Schools is fundamentally traditional in nature. The school~day is 

timetabled into clear-cut periods within which teachers try to trans

mit a specific body of knowledge and a number of skills to classes 

comprising students of the same age range. All students go through 

the same sequence of standard subjects. The teaching style can be 

described as tIthe tT'an81'11'ission-reaeption" style, without much student 

interaction. Indeed, the teacher takes the initiative in teacher-

pupil interaction and their communication is primarily in the form of 

questions and answers. Books or curriculum materials are assigned 

to be read, and work has to be completed within a specified time in 

order to achieve the curriculum objectives of the school. As far as 

could be judged by observations and from the previous survey, the 

teachers vary in terms of age, experience and quality of their teaching. 

Many teachers in the Private Schools have no more than a School 

Certificate or Higher School Certificate as qualification, and a large 

proportion of these teachers are still untrained. These untrained 

teachers lack confidence in adopting the new teaching style advocated 

by the Project. A certain amount of variation depends on the charac

teristics of the School, the class, the sex of the pupils, the aspira-

tions of pupils and their parents among other things. 

group differences are meaningful and worthy of study. 

These sub-

As already outlined, high qualifications are the aspirations of 

most children and parents. The latter want their children to be provi-

ded with an education that provides security of employment and a train-

ing more academic than technical or agricultural. There is, therefore, 
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a widespread concern for examination success sufficient to support 

a massive private tuition system right from Primary Classes, and for 

Mauritius to spend some 8 million rupees (£500 000) eath.·year on 

fees for external examinations. The high aspirations to education 

are reflected in the curriculum emphasis on formal education and 

literacy. Pupils are used to traditional learning activities and 

some resent new techniques adopted by the teachers. 

The essence of any educational reforms in the field of academic 

schooling would seem, therefore, to run counter to the society's 
t 

expectations of education. In other words, such a society can exert 

powerful pressures on the organizations that may constrain a desired 

innovation. The ordinary Mauritian is not interested in this type 

or that type of curriculum; "useful" or relevant education tends to 

be regarded as an inferior product devised to perpetuate his inferior 

status. The social attitudes regarding the stigma of manual work 

still remain strong; unemployment is now changing such attitudes to 

a slight extent. 

It is not easy for an educational system to cope effectively 

with such attitudes in the interest of national development. Efforts 

to secure the agreement of society are thus a necessary part of the 

process of planned change. 

Psyahosoaial Climate 

This is mainly concerned with the innovative climate as perceived 

by the individuals of the environment. The UNESCO/UNDP proposal of 

Educational reform (1974) to the Ministry of Education was well 

received by the educational community at large. Major proposals were 
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concerned with (i) a new core curriculum with electives, new 

syllabuses, new materials and improved 

teaching skills at Forms I to III levels 

(A Visual representation of this curri-

culum framework is given in FigureIII T 

on the next page). 

(ii) an appropriate method of assessing achieve-

ment through 'a revised series of assessment 

tools and examinations. 

(iii) Teacher training in the use of the new 

curricula. 

The educational reform was to be based on and administe~ed by ". 
the Institute of Education created in 1974. Foreign staff was ini-

tially involved in the undertaking. The innovative climate has thus 

been established. To quote two UNESCO evaluators here: 

''Whereas in another oountxry such an a:rri:JitioUB 
UJ'I,d,ertaking UJou7,d have appeared :rash ••• 
in a smaU is7,and UJith easy oomrnunioation~ 
the three pronged appro,aoh ( o'U.:Wiou7,um 
deve7,opment~ teaoner t~ning and 
examination) UJaB entire Zy defensib Ze and 
ostensib Zy affordab Ze" 

(Pozai and Higginson~ 1980)4 

On the whole, the new materials have been well received by pupils, 

teachers, parents and the public at large who collectively seem to find 

them more appropriate and interesting than the previously imported 

textbooks. The Social Studies materials have taken a definite step 

in the Mauritianization of content by promoting an awareness of the 

students' immediate environment, traditions and culture. By having 

History and Geography the traditional disciplines, predominant in the 
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CURRICULUM AND ORGANISATIONAL MODEL 

(Paradigm 8u~ge8ted by the Mauritius Institute ~f 
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integrated curriculum, the materials contain a relative proportion 

that is perceived by the teachers as being familiar. Although the 

Project has tried to break new ground, it has presented change in a 

radically modified framework. This explains why teachers have shown 

a desire to implement the innovation. On the other hand, from obser-

vations and the previous study carried out, it is obvious that the 

Project is making tremendous demands upon teachers both in terms of 

increased areas of knowledge and of changing role performance in the 

classroom. How far the change has become evident in the classroom 

will be the concern of this investigation. 

The Setting of the Innovative P~ject 

The inclusion of Social Studies in the Forms I to III core curri

culum of Mauritian schools is based o~ certain recognisable values. 

There is first the feeling that in a country which has become indepen~ 

dent since 1968, there is the need to promote national sentiment and 

civics. There is also the need for the consolidation of its plural 

society through the respect, tolerance and acceptance of other cu1-

tures. A course relevant to the pupils' present experience and social 

needs is considered equally important. 

The obvious source's of knowledge for the new curriculum are the 

traditional subjects of Geography and History and the Social Sciences 

including Sociology, Economics, and Political Science. An inter-

disciplinary approach has been considered necessary to encourage a 

unified approach to Social Studies. Beyond Form Ill, specialist 

teachers teach separate subjects up to Forms V and VI. 

The materials which are presented in book form after two years of 

tria11ing, have a structured nature. They include both pupils 
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materials and Teachers' Guides which provide ideas to the teacher, 

while leaving him or her free to supplement these ideas. Introduced 

in 1976 at Form I level in 40 per cent of the schools, the materials 

went through successful trial ling years until they reached 100 per 

cent of the students at Form III level in 1980. 

The Social Studies Project proposes changes in the teacher's 

role and classroom interaction. The traditional role of subject 

specialist or teacher of separate subjects is being replaced by an 

integrated teacher without recourse to team teaching. Similarly, the 

predominant instruction-based teaciing, characterized by memorization 

of facts and students dependence on the teacher's authority is expec

ted to give way to a modified enquiry approach which encourages class 

participation, discussion and a range of thinking practices. 

Some special teacher preparation is considered a requisite to 

successful implementation. Orientation of teachers for the new curri-

culum has taken the form of long-term in-service courses at the 

Institute of Education, and of regular workshop sessions. 

It is also considered important that the new curriculum should 

be associated with a special examination. Changes are thus initially 

directed at the introduction of a national examination at Form III 

level. It is expected that this new examination will eventually lead 

to a Mauritius Certificate of Secondary Education. The first Form III 

examination scheduled to ·take place in 1981 may now be conducted in 

1983. 
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Each instrument or technique used in research is known to have 

some strengths and weaknesses. There is a need, therefore, for 

"muZtipZe operationisms" {Smith 1975)5 or "trianguZation" as a correc

tive for weaknesses of any measurement procedure. 

In an attempt to avoid the distortion of each technique, combi

nations of techniques have been used in ,this study within limits of 

practicability, financial budget and time. The combination of tech-

niques would also help the investigator to cross-check data collected 

by each technique. The different measures should yield similar 

results; and a high correlation between two measures could point to 

convergent validity. 

This study employs survey methods such as questionnaires, inter-

views and observational studies. Data was also collected through a 

standardized test and was supplemented by existing records. 

The mail questionnaire sent to the teachers in 1980 started the 

main phase of data collection. Since it was decided to cover the 

census population of Furm III teachers, the mail questionnaire was 

considered to be the only feasible approach; it permitted wide cover

age at minimum expense in money and effort. Questionnaires were sent 

by mail and returned by mail without the us'e of personal contact or 

delivery. 

Questionnaires were also found easy to administer and to pro~ 

vide a variety of comprehensive information. It was recognised that 
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while information obtained through questionnaires might be less 

objective than that obtained through observational methods, it had 

the~vantage of providing the views of the involved participants, 

namely teachers and pupils. Questionnaires were thus amenable to 

the technique of triangulation, and this technique has been used in 

this &tudy to obtain au~ corroborat~. the viewpoints of both teachers 

and pupils on certain aspects of implementation. 

Constpuction of the Teaoher Questionnai~ 

The questionnaire was in two parts: 

1. the first section covered teacher's background data 

2. the secon4 part dealt with· the teacher's understanding 

of the objectives, rationale and philosophy underlying 

the Social Studies Project and their understanding of 

the facilitating and'li1lliting factors related to the 

use to the Project. 

The second section also included asp~cts of the respondents' thinking 

of the Project materials, strategies and future. Since each ques

tion in the questionnaire was related to the problem under investiga

tion, the content validity of this instrument .was thereby ensured. 

In constructing. the questionnaire~ the investigator h~ first to 

decide whether the items were to be open questions or closed questions. 

The choice depended largely on the basis of the cx-iterion of usability, 

and eventually a combination of the two was thought to be better that 

the exclusive use of one. Each has its merits and limitatioQB, and it 

is a matter of using the proper f01;'Dlat to stimulate appropx-iate 

response. 
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Closed questions were used not only because they were easy to 

code and analyse and enabled the comparability of answers from one 

respondent to another, but also because they could define in a rather 

distinct way the intent of most questions. 

The closed questionnaire was us'ed for Section I and part of 

Section 11 where it was used to classify respondents' views on some 

clearly understood dimensions (for example, the facilitating and 

inhibiting factors of implementation). The closed questions selected 

for Section 11, included the ranking technique and the intensity 

scale or the familiar Likert continuum of "strongl,y agree" to 

"straongl,y disagree". The open-ended formats were found more appro

priate to tap the level of respondents' information, to allow them to 

answer freely and clarify their position with regard to some of the 

items • 

In constructing the questionnaire, thought was also given to its 

length; it was realized that there was a limit to the demands which 

could be made on the respondents, and that a balance must be struck 

between getting as much information as possible from the target popula

tion on the problem of implementation, and getting complete and reason

able answers to the problem. 

The questionnaire underwent critical appraisal before it was sent 

to potential respondents. It was first presented to the researcher's 

supervisors for a check of inc1usiveness of the items chosen and to 

refine the wording. This was thought to be another way of checking 

content validity. Then a pretest was carried out to check whether 

the questionnaire would yield satisfactory results with the respondents. 

The teachers on whom the questionnaire ~as tried out, were as similar 
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as possible to those in the main inquiry. Those teachers were satis-

fied that the questions were stated precisely and did not assume too 

much knowledge on the part of respondents. It was felt that the 

respondents who have been more or less exposed to the curriculum tech-

nical terms during the previous year of the Project, should be in a 

position to tackle the questions adequately. The only work which 

could cause some difficulty of interpretation was "outcomes" in 

Ques tion 13, and it was agreed that the word "resuZts" should be placed 

alongside it in brackets. 

The identifiability of the respondents was obtainable without 

infringing on their anonymity by numbering. the questionnaire before it 

was sent out. The numbers were made to coincide, as far as is practi-

cable, with the numbers put on the list of school.names; the identifi-

ability rested, therefore, with this list. 

Distribution of Questionnaire 

It was decided to approach the census population of the Form III 

teachers in the island (N = 210 in 1980). The choice for a national 

survey completely covering the Form III teaching population was made on 

the basis of the geographically and socially accessible situations of 

the schools, and also on the basis of the sponsorship of the question-

naire; the cover letter accompanying the questionnaire was signed by 

the Director of the Mauritius Institute of Education. 

Response 

In an attempt to increase response rate, certain factors were.~aken 

into account, namely the sponsorship of the questionnaire, the inclusion 
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of a stamped addressed envelope inside the questionnaire, and the use 

of two follow-ups. 

84 per cent. 

All three helped to raise the response rate to 

The questionnaire was sent to the target population towards the 

end of January 1980. Two reminders were sent to non-respondents 

around mid-February and in the middle of March respectively. The date 

limit for return was fixed around mid-March which gave the respondents 

one and a half months approximately to complete and return the question

naire. This period of data collection was rather long in view of the 

occurrence of bad weather during that period which forced the schools 

to close down for. a few days on at least three occasions. 

It was felt that a longer period might have encouraged bias in 

the responses of late or reluctant respondents. Some nonresponse was 

not only inevitable but was also anticipated. The response rate 

(84 per cent) was ~ite good given the fact that the questionnaire was 

not sent directly to individual teachers but addressed to school 

principals for re-distribution to their staff-members. 

It was noted that prior to the dispatch of the first reminder the 

survey had yielded a response rate of about 70 per cent; the two 

reminders brought in a further 14 per cent of replies. This high rate 

of return of mail questionnaire made for great validity in the results 

of the questionnaire. 

The percentage of non-response (16 per cent) did not result in a 

data gap that markedly distorted the real situation. Furthermore, the 

non-respondents could be identified; they belonged to the sub-group~ 

represented in the census that was taken. Since they were similar in 

all characteristics, the respondents could De regarded as wholly 

representative of the population. 
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This study was concerned with collecting information on the 

pupils' experiences of implementation. No research had been carried 

out previously on the attitudes of pupils to the Social Studies 

Project, and yet pupils' attitudes are known to influence the degree 

of implementation as well as the process of implementation of a new 

curriculum. 

The most 'appropriate method which would allow a pupil to express 

his or her views freely was sought. A ~uestionnaire was considered 

to be the most fruitful method and the one most economical of time too. 

A combined closed-and open-question format was used which would take 

into account the pupils' problems of language and conceptual level of 

difficulty, as well as their motivation to respond. 

The researcher was anxious to sain responses from a reasonable 

sample of pupils so that the information would nOt be biased by 

selecting the perceptions of only certain groups of the pupils. 

Thus, it was decided to submit the questionnaire to a stratified ran

dom sampling of middle-ability third year classes (the 13 + age group). 

The selection of Form III classes had, of course, to be related to the 

sample of class-teachers who had been systematically observed and who 

were iavolved in the Teacher Questionnaire. The Pupil Questionnaire 

was administered during the Second Term of the school year (1980) to 

two classes of Form III in large schools and to one class in small 

schools. The number of classes thus involved was 53, and the number 

of pupils was 1 907. 

The questionnaire was designed first to provide information 

about the pupils' perceptions of their teacher classroom strategy. 
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Various merits could be claimed for student perceptnal measures of 

their learning environment, especially of their teacher implementation 

strategy. First, they are economical, easy to gather and analyse. 

Second, pupils particularly the well-informed ones, are usually eager 

to submit their views on a new curriculum. Evidence for this enthu-

siasm was ohtained in this study from many of the pupils themselves 

and their teacher sho~tly after the filling-in of the questionnaire 

was completed. The pupils were pleased to have been asked for their 

views and many expressed the wish to discuss further points with the 

investigator. Third, pupils' perceptual measures are potentially 

more reliable than neutral observers' views because they are based on 

pupils' experiences over a long period of time, or an extended period 

of participant observation. Moreover, they involve the pooled judge

ments of all pupils in a class, and these can be averaged to provide 

an estimate of the class consensus; they may also reveal variations 

within classes. Fourth, if teacher implementation strategy as per-

ceived by pupils, influences pupil outcomes or correlates with neutral 

observers' views, then pupils perceptions can be said to be poten

tially valid for research on implementation strategy. 

A descriptive, two-point answer scale.was designed to draw upon 

pupils' perceptions of their teacher implementation strategy in order 

to discover whether teachers were employing methods appropriate to 

the Social Studies approach. Pupils responded to each item in the 

scale by indicating how "tPU8" or "false" the statement was for them. 

Half of the scale consists of items which, if endorsed, signify agree

ment with the Social Studies approach, while the other half signifies 

disagreement with it. . The existence of these pairs of positivel 

negative items was not communicated in any way to the respondents. 
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The idea behind the use of such a scale is that by establishing and 

elucidating the relationship between positive and negative items, 

pupils would show their understanding of their teachers' implementa

tion strategy. 

The second item in the Pupil Questionnaire was designed to 

parallel one item in the Teacher Questionnaire, namely the one rela

ting to the ranking of the Project~objectives in order of priority. 

The same list of nine objecti~es given to the teachers for ranking, 

was also given to the pupils who had been taught Social Studies for 

the third year running. The pupils were ask~d to rank these objec

tives in order of importance to them, and also to rank them as they 

thought their teacher might have ranked them. The purpose of this 

item was to see the interaction of the pupils' appreciation of these 

objectives with the teachers' attitudes to these objectiv~s and to 

compare the pupils' estimate of the teachers' response with the 

actual teacher response. 

Finally, the third item in the Pupil Questionnaire was designed 

partly to test pupils' understanding of some of the objectives they 

have previously ranked in the second item and partly to test their 

reaction to the discontinuity of Social Studies beyond Form Ill. 

The ranking of objectives in terms of their priority reflects more 

the pupils' perception of these objectives, but does not indicate how 

they understand these objectives. In order to gain some under

standing of the way these objectives were understood, a projective 

technique was used. 

The stimulus used was a story which depicted a variety of situa

tions faced in the classroom by a Form III pupil of the same age as 
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the pupils being tested. After reading each situation, the pupils 

were asked to complete the sentence below each situation so as to say 

how the character in the story was thinking and feeling. From the 

way the respondent perceived and interpreted the situations his answer 

would reflect his own thinking and feeling. In view of the multi

racial student population of Mauritius, the selection of a name for 

the cha~acter in the story had to be carefully made so as to avoid any 

possible bias in pupils' response; a pet name which is used among all 

the ethnic groups in the island, was eventually selected. 

The pilot version of the questionnaire revealed that reading 

difficulties would be a major problem to overcome; the less able chil

dren, particularly those in rural areas, were handicapped by their 

lack of verbal skills. To overcome this problem, the researcher 

decided to administer the printed questionnaire herself in all the 

classes sampled. This~Mould ensure that the same instructions were 

given, while at the same time standardising the extra help that was 

given to those in need. Although it was thus considered important 

that the questionnaire should be administered by someone unconnected 

with the school, the class teachers in all cases were invited to stay 

in their classroom while the whole class tackled the questionnaire at 

the same time. 

In administering the questionnaire, the researcher read out the 

items slowly first to the whole class, placing emphases on the key 

words in each item and explaining the procedures to be taken in English, 

Fxench or the vernacular. Pupils were also shown on the blackboard 

how they should enter their replies on the questionnaire. This extra 

help was given to facilitate the pupils' performance ontthe items, and 
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such help was given to classes in both rural and urban schools. 

After consultation with class-teachers, pupils were requested in some 

cases to write their response to the open-ended item in either French 

or the vernacular. At the very start, the pupils were assured that 

their questionnaire would remain confidential and that in any case 

their views had nothing to do withtheir schoo1.progress or with their 

selection for higher classes. 

The main objective of the classroom observation exercise in this 

study was tOlmeasure, over an extended period, the degree of implemen-

tation of the main features of_the Sacial Studies innovation programme. 

The classroom is undoubtedly the key area where the intentions of a 

curriculum innovation project are transformed into actions. It was 

felt, therefore, that an assessment of implementation should be based 

not only on the ideas and attitudes of the teachers and the skill and 

knowledge they possessed as was repotted in questionnaire. and inter-

views, but also on the kinds of relationships they established with 

their class. Most researchers in the field of implementation (e.g. 

Fullan and Pomfret, 1975) have recognised that classroom observation 

is the best measurement of implementation. In order to overcome the 

extraneous forces that shape the behaviour of teachers and pupils as 

they respond to questionnaires, the subjects must be studied 

''natumZistiaa7:ly'' • In deciding about the choice of an appropriate 

technique for collecting classroom data, it was recognised that the 

repertoires of adequate procedures are rather limited. 

Mc Intyre and Morrison (1977)6 here: 

To quote 

"TheN is a dearth. of adequate proaedUNs for 
aoZZeating information on teaahers' and pu:piZs' 
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reaation to the ongoing minute-by-minute 
events of the aZassPOom~ whether in ter,ms 
of their aomprehension of what is being 
said~ their interpretation of eaah other's 
intentions~ or the seZeative foci of their 
thinking and attention". 

At the very start of the exercise, therefore, it was recognised 

that there is no ideal single technique for classroom observation and 

that any technique is bound to be limited in what it can do. Equally 

important was the recognition that there is a multiplicity of purposes 

for which classroom study is undertaken and that each purpose requires 

a technique of its own. The decision which had to be taken finally 

was how to observe and record implementation data, and how best this 

could be achieved given the circumstances operating in the schools and 

classes of Mauritius. 

Structured observational systems were eventually selected partly 

because it was felt that the collection of implementation data might 

be facilitated by the use of some existing, well-known instruments 

which have proved their worth already. One of these is the Flanders 

system which has been used in more correlational and experimental 

studies than any other classroom observational instrument found to date. 

The use of s.tructured systems or category systems to focus upon the 

activities considered important for high implementation of innovation 

programmes has been advocated by Rosenshine and Furst (1973)7. 

8 Mc Intyre (1978) puts the point very strongly: 

"It wouZd be perverse not to use systematia 
observation if one were attempting to dis';' 
aover to 7lJhat e:x:tent oef'tain speoified 
innovations in teaching methods bad been 
irnpZemented" • 
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On the other hand, this study acknowledges the fact that c1ass-

room interaction analysis following the tradition of Flanders has been 

criticised as suffering from a number of limitations. For example, a 

common criticism of Flanders' system and one made quite explicit by 

De1amont and Hamilton (1976)9 is that the categories are predetermined 

and information which does not fit in the categories, is not recorded: 

"the potentiaZ of intemation anaZysis to 
go beyond the aategories is 'limited". 

10 A similar point was raised by Edwards and Furlong (1978) 

'The aategories ~p~sent ppeaonaeived 
idBas about what is ~aZZy imponant 
in aZass!lOom inte:t'CUJtion". 

This specific selectivity is thought to be a weakness in the sense 

that it reflects only certain aspects of classroom life. However, 

Ga1ton et a1 (1980)11 have justifiably pointed out that this weakness 

affects all observational techniques 

'~ike any data-gathering teahnique, 
systematia obsertVation abstmats from 
the tota'lity of the soaiaZ woroZd those 
aspeats thought to be roeZevant foro 
parotiauZaroinvestigating piaposes". 

Another serious criticism is that information about the 

"tempoXlaZ and spatiaZ aontext" (De1amont and Hamilton, 1976) is 

ignored by the interaction analysis. 

force this point by q~ting Bernstein: 

Edwards and Furlong (1978) rein-

"So mutJh of what is said in any aontext 
cannot be undIJrostood apan fl'om the 
aontext, and the aonte:x:t aannot be pead 
by those who dt:J not shaN the histo:rry of 
the roe Zationship ". 

Walker and Adelman (1976)12 add to this criticism in their consideration 

of distinctive shared meanings among teacher and pupil: 
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"The ouZturoe of the oZass beoomes so strong~ 
the meanings it assigns to partiouZar items 
of taZk so r>ioh~ that the taZk itseZf beoomes 
aZmost inaooessibZe to an outsider". 

Mc Intyre (1978) who has examined the criticisms against a sys-

tematic observation and who has argued that Flanders' work has recei-

ved more than its fair share of criticism, concludes that the two 

above-mentioned criticisms are the ones which cannot be denied. 

Bennett (1976)13 has pointed out the difficult problem of random 

sampling within observational studies. Investigators are made to 

observe "a narrow range of behaviour of a sma"!'"!' and unrepresentative 

samp"!'e of teaohers d.rc:aJM from a popu"!'ation of un'knobm parameters". 

However, Galton, Simon and Croll's view (1980) to this criticism is 

that careful matching of teachers on such characteristics as age and 

sex, coupled with an element of rand~atio~ ,. should provide samples 

which are representative of the genera1.popu1ation. 

There are other criticisms of systematic observation which are 

however less sustainable. One of these relates to the overconcern of 

systematic observation research with the provision of quantitative 

data to support generalizations. Another such criticism is that the 

category system reflects a mainly teacher-centered model ef the class-

room. It could be argued here that Flanders' reasons for concentra-

ting on teacher behaviour is a conceptual one rather than a circums-

tantia1 one, that is, that the teacher is the prime source of influence 

in the classroom and his behaviour will determine the pupils' expecta-

tions in terms of control. Moreover, it CQu1d also be argued, as 

MC Iutyre does, that it is imperative to recognize the need for diff~-

rent observation systems for different kinds of classrooms setting. 
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In this particular connection, it is interesting to observe that 

to the extent that the Flanders system assumes the "ChaZk and taZk" 

paradigm and focuses mainly on the teacher, it is quite relevant for 

use in the Mauritian school context as it is at the moment. Despite 

the change of emphasis in the new Social Studies curriculum from 

teacher-centered role to more importance being given to students-

centered teaching activities, a significant amount of teacher's talk 

and teacher directed activity is considered desirable in view of the 

prevailing examination consciousness. 

The Flanders observation system was selected for use in this 

study for other equally good reasons. First, it is a useful and 

o'bjective way of observing classroom behaviour and places few ''infer--

entiaZ derrands" on the observer. Second, it provides the precision 

of categorization needed for testing hypotheses about implementation 

at classroom level. It also generates numerical data suitable for 

statistical analysis; the quantifications are precise and generaliza-

tions are on a statistical basis. Finally, since the Flanders system 

is intended as a method for measuring the teaching style and technique 

adopted by the teacher, it was _tound quite appropriate for providing 

interesting comparative information of a general sort on teachers' 

style of teaching. 

J4 Flanders (1970) conceptualizes the indirect behaviour patterns 

as the total body of the teacher's verbal acts which encourage students' 

participation in the alassroom and thereby increase their freedom of 

action. In Flanders' view, if teachers are interested in turning out 

young adults capable of taking an active participant role in societ¥, 

they must not perceive their own role as that of solely distributors 

of knowledge. 
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This basic tenet of Flanders correlates with the rationale of 

the Social Studies Project. Innother words, the Flanders' method of 

interaction analysis is well suited to the measurement of the changing 

role relationship in the Social Studies classroom. The teacher's 

changing role is positively related to 

(a) his acceptance of student feelings 

(b) praise and encouragement of the students 

(c) acceptance and use of student's ideas 

(categories 1, 2, 3). 

A teacher who makes extended use of categories 1, 2, 3 and who asks 

both narrow and broad questions (4) is one who is attempting to shift 

to learner-centred activities. The changing role relationship is also 

related to the amount and kind of pupils' talk (categories 8, 9). The 

Social Studies teacher is not only expected to encourage pupils' 

replies to his questions (category 8) but also to carry out some form 

of discussion and thereby to encourage the pupils to initiate their own 

ideas (category 9). 

The use of Flanders'observation system in this study was thus 

solely concerned with measuring the extent to which teachers have 

changed their role in the classroom in accordance with the intentions 

of the innovation programme. The Flanders'system was supplemented by 

the Evans/Behrman Schedule of classroom observations as well as by 

unstructured observation. This two-pronged technique is recommended 
11 

by Stubbs and Delamont (1976) as striking the' best balance between the 

available assessment methods. 

The Evans and Behrman Schedule (1977) 16 involved a more adequate 

way of collecting implementation data than was allowed by confining 
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I oneself to the Flanders system alone. This schedule is baSed on the 

use of checklist items reflecting all the essential features of the 

new curriculum. Judgements about the implementation of each feature 

are made by the observer/s on the basis of an all-or-none measure: 

each item is scored ,0 if not observed, and 1 if observed. Although 

such a measure applies particularly to the description of the imp1emen-

tat ion of the physical elements of a programme (for example the arrange-

men,ts of materials), it has been used in this study to judge the 

implementation of all the main elements of the innovation. A fairly 

strict criterion for assigning a score is suggested by the designers 

of this schedule, who also point out, however, that variations in crite-

ria might be appropriate for different items. Higher reliability is 

obtained when the individual items are unambiguous and when observers 

agree on the criteria being used. 

The checklist which was constructed for this study (see Appendix 

Ill) was made up of twelve statements which express reasonable expecta-

tions of behaviour which should be evident in practice. In other 

words, all twelve behaviours should be displayed if the new programme 

was being well implemented. Ideas about these hehaviours have been 

made known to teachers and schools in Teachers' Guides, in the course 

of regular workshop sessions and in-service training. It can there-

fore be claimed that the items accurately represented the distinguish-

ing features of the new curriculum, and therefore the schedule which 

was thus constructed, can be assured of content validity. 

As mentioned earlier, in addition to these highly structured 

observations, unstructured observational recordings were also made at 

various points during the study. On each occasion that the school was 

visited, background information about the. school environment buildings, 
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classroom organisation, resources, the current events in the classroom 

and so on were also recorded. This wide range of observations led to 

the collection of data about various aspects of school life which 

created the context for the i~lementation process, about the way the 

materials were adhered to, modified or changed, and about what actua

lly happened inside c1assroom5using the innovative programme materials. 

Sample of a~asses obsepved 

Classroom observation was conducted in 69 schools which 

were sampled on a random stratified basis from the 134 secondary schools 

of Mauritius offering Social Studies at Form III level in 1979/80. 

The selected sample represented 52 per cent of the island's schools. 

It was felt that the ehoice of 69 schools and 80 teachers who repre

sented 38 per cent of the island's Form III teacher population, might 

give the desired statistical precision. At the same time, however, 

the choice reflects the number of schools that could possibly be 

visited by the observer. The classrooms were sampled from the 

Form III classes in which Social Studies was being taught in its final 

phase and in which all the teachers had responded to the questionnaire. 

These classrooms provided an adequate representation of the various 

types of schools in the island, and of the various teacher sub-groups. 

Data ao~leation for a~assroom obsepved 

The Flanders' observation system data was compiled during an 

intensive period, that is, the whole of the second term in 1980 (from 

June to August). Three periods of 35 to 40 minutes of class lesson 

were recorded for each teacher; two sets of observation were carried 

out by one observer and one set by the researcher. 
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The Evans/Behrman schedule was used to collect implementation 

data over almost a year (August 1979/1980). This checklist was used 

throughout the year by the researcher who undertook two class visits 

for each teacher. The third visit using this schedule with the same 

teacher was undertaken by one of the ohservers who were collecting 

Flanders'interaction analysis data simultaneously. 

Sixteen observers were selected::to carry out the classroom obser-

vation alongside the researcher. They were all Post Graduate 

Certificate in Education students who were graduates in Economics or 

History or Geography and who were following a part-time course in the 

methodology of Social Studies and Social Science teaching at the 

Mauritius Institute of Education. They were all teachers of experience 

(with over seven y~ars of experience); twelve of them were full-time 

teachers with some acting as Heads of Department, four were Principals 

of Colleges and one was a_ lecturer at the College of Education. Their 

training course made them familiar with the philosophy, objectives and 

teaching methods of the Social Studies Project, which give them the 

great advantage of being able to detect the degree of implementation in 

the classroom. 

It was decided that each observer should be attached to five 

teachers, so that these teachers would be aDle to get to know the 

observer well. This was essential if the teachers were to trust the 

observers sufficiently to allow them to observe their classrooms. It 

was also necessary to limit the visits of these Post Graduate-Certificate 

in Education students to schools in their own locality. It was not an 

easy exercise to arrange the classroom visits, because in addition to 

the heavy pressure on the observers'. already -crowde~ timetables, tbere 

t • bl" were other problems to cope with - for instance, the school s t1m8ta lng 

89 



arrangements did not always correlate with the observer's selected 

visiting days. However, as a result of co-operation on both 'sides, 

all sixteen observers could complete their visits to five teachers 

on two different occasions. 

The attachment of each observer ta"five teachers during the 

period of data collection meant that it was important that checks should 

be made to ensure that the observation schedules were used in a standar

dized way. This question of establishing the reliability of inter

observation data will be taken up later. 

Great care was taken to minimise the effects of observers on the 

usual pattern of classroom life as far as possible. The period of 

observation which extended over 3 months could give teachers and 

students the opportunity to become used to the observers' presence. 

The observers did not interact with teachers or children during the 

lessons, unless it was absolutely essential. At any rate, the entry 

into the classroom was made on an official basis, and therefore, this 

made sure that the Qbservers were not identified with any group in 

the classroom or school setting. The observers were instructed not 

to provide any feedback at all to the teachers throughout the period 

of data collection and after its completion as well. Officially, 

the school Prinaipals were asked to allow Post Graduate Certificate 

in Education students to visit one or two Form III classes to test an 

observational schedule as part of their training at the Institute. 

In all cases, the teachers had been informed by their Principal or by 

the observers themselves about the visits. No Principal refused 

access to their school and no teacaer refused to be observed. 

However, the observers did have to spend some time establishing rapport 
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with the selected teachers and persuading them to be observed. 'This 

explained the importance of attaching each observer to 5 teachers, as 

mentioned earlier. In a few cases, the teachers observed were ner

vous about a colleague assessing their teaching style, or using a code 

unknown to them, and required guarantees of confidence of results. 

Inter-rater agreement 

As mentioned earlier, the attachment of each observer to five 

schools, meant that checks sheuld be made to ensure that the schedules 

were used in a standardized way. 'The observers were checked for 

their coding 'TeZiabiZity" on three occasions - prior to data collec

tion, during the course of data collection and after data collection. 

Prior to data collection, the training sessions which exposed all 

observers to common situations, helped to establish some reliability 

of data collection. 'The Post Graduate Certificate in Education 

students were trained in the use of F.I.A.C. categories on eight 

different video-taped teaching situations. All the tapes observed 

by the students were coded. Where disagreements in coding occurred, 

the tape was replayed and the differences in coding were thus resolved 

after discussion. 

To prevent significant variation from observer to observer, the 

researcher was ueaed as a kind of "oaUbm'tor" during the course of 

data collection. This also ensured that the schedules were used by 

pairs of observers. The researcher observeiSO of the 80 teachers 

seen by the P.G.C.E. students once during the period of data collection 

so as to cross-check the coding of the 16 observers. The remaining 

30 teachers had already been seen at work by the researcher when data-
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gathering for the Evans/Behrman schedule started in August 1979. 

Since the P.G.C.E. students were coDecting their observation data 

while attending their training course at the Institute, it meant that 

regular meetings could be arranged to discuss their progress and pro-

b1ems in the handling of the schedules. 

possible differences in the actual coding practices of the 16 

observers when they were in the field were also examined after the 

field work was over. The observe~. use of each of the F.I.A.C. 

codes in the analysis of classroom interaction. was considered prior 

to their plotting the categories of behaviour in a 10 x 10 matrix. 

The subjectivity of the observers was thus minimised as a result 

of these checks. Furthermore, the view can be advanced that the 

structured nature or coding system of F.I.A.C. itself ensures a cer-

tain reliability of the data. The few categories of F.I.A.C., their 

precise definition and the fact that not much inference is required 

in classifying the observed data - all these allow for reliability of 

the data. One, perhaps, can go as far as pointing out that the time-

interval observation specified in Flanders's system also contributes 

to observer reliability, ''because obsewePB Nadi 7,y adopt a rhythm and 

habituaZZy watoh for the presoribed intervaZ of time with sU'Pp1'isingZy 
,17 

(Weick, 1968) • 

Finally, to establish a last check on inter-observation agreement, 

a reliability coefficient was calculated for each of the categories of 

F.l.A.C. The product-moment coefficient was used as a measure of 

reliability, and the coefficient thus yielded was quite high as will 

be discussed later. 
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One phase of data collection which has lasted over an extensive 

period (January 1980 - December 1981) was concerned with a series of 

highly-structured interviews with staff (N • 20). This struc-

tured framework for questioning was based upon the model of Gross et 

al (1971). After the teacher questionnaire survey, it became an 

effective tool helping the investigation to identify the dimensions 

of certain factors of implementation correctly. 

This interview covered a wide range of aspects ranging from such 

basic data as teachers' length of experience with the Project to the 

clarity of the Project~objectives, the facilities and support available 

for the staff over the years, the problems faced over the years in the 

implementation of the Project materials. The interviews concluded 

with teachers' views on the future of the Project. 

One of the reasons in using the interviews was that it would 

perhaps yield more valid ~nformation on some of the more sensitive 

issues mentioned earlier. At any rate, the interview was more flexible 

than the Questionnaire and permitted the investigator to pursue leads 

that appeared fruitful. The interviews were.mainly used ,however , to 

provide the bulk of the data dealing with patterns influencing the 

implementation process over time. Moreover, the fact that the same 

format of structured interviews was used during the first implementa

tion study of the Project and the current investigation, is a weighty 

factor when comparability between sets of data at two different points 

in time is important. 

This study made every possible effort to keep reeponee error. 

under control. The interviews were standardized,meaning that a 
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schedule of questions were asked in more or less the same wording and 

question order. The reason for this structured interview was based 

on the desire to have all respondents responding to the same research 

instrument. However, it was also recognised that the population to 

which the interview schedule was administered was not relatively homo-

geneous. Therefore, slight changes in question wording or the use of 

probing were also considered during the interviews to increase respon-

dent motivation to communication. Indeed one great advantage of this 

structured interview is that strict comparability in design could be 

combined with interactive flexibility in administration. 

Furthermore, in an attempt to attain standardization in the recor

ding of answers and efficiency in the use of interview, the researcher 

conducted all the interviews herself. Every effort was made to avoid 

the interviewer bias as far as was practicable. 'Thus no move was made 

to influence the answers that were given or to communicate the biasing 

influence of the interviewer's opinions to the respondents. Similarly, 

the interviewer didherbes,t to avoid bias resulting from her expecta

tions of the respondents' views and behaviour. Answers from the 

respondents which appeared doubtful or marginal, were recorded as they 

were given; no attempt was made to re-interpret them later in the light 

of the answers expected from types of respondents. In cases where the 

respondents were not always articulate, theiuterviewer repeated what 

she was recording. 

On the other hand, the investigator cannot guarantee that there 

were no errors or biases arising from respondents. In spite of the 

steps taken to conduct the interview in a free, relaxing atmosphere 

so that the respondents were not put off by the investigator's persona-

lity or presence,l,there was the ever-present risk that errors 
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have arisen as a result of a respondent's overstating his opinions or 

giving a false picture of his attitudes to the problem. It was also 

evident during the in~erview that some of tl1e respondents had a slight 

problem of "memor,y decay" with the time elapsed since the introduction 

of the Project. 

Quite apart from the distortion that is inherent in the method 

itself, it was also recognised that the interview as a research tech

nique was costly in time and effort. The interview was designed to 

last for about one hour a period equivalent to almost two lessons. 

The interviews were all conducted at the Institute of Education so as 

to ensure that the respondents were in a position._to devote a consider

able amount of uninterrupted time to the interview. 

The teachers involved in the interviews were all drawn up from 

the group who had responded to the questionnaire and who were observed 

in the classroom. As mentioned earlier, the interviews were recorded 

on the schedule as they were given; no attempt was made to gather the 

interview material on audio-cassettes, since it was realized that the 

transcription of interviews from cassettes to print was a very lengthy 

and painstaking process. 

In addition to the main series of interviews, a number of other 

interviews were held with other staff members, head teachers, students, 

and inspectors at various points in the study. Some of these were 

complementary to the main series, while others related to specific 

problems such as the problem of handling and assessing value and atti

tude issues at school, the problem of adequately preparing students 

for the Form V examinations in separate subjects and so on. 
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Eo The Stcuu:lMcU.zed TeAt 

The standardized teat was used to measure the important outcomes 

of the new programme, and to give an approximate picture 'of student 

achievement. It aimed at testing the specified objectives and the 

content of the new curriculum, and therefore should be quite sensitive 

to changes in pupils' knowledge of that content. 

The standardized test has much to offer in the measurement of 

curriculum implementation, The design of the study is sufficiently 

strong to establish the link between the standardized test and the 

other measures of implementation used in this investigation, in parti

cular the Teachers' and Pupils' Questionnaires: 

(i) the samples of classes and teachers are identical 

(ii) the same areas of interest (the importance of the 

Project objectives) have been covered in these 

measurements. 

The selection of schools taking part in that test was made to 

correspond with the sample of schools and classes selected for the 

Pupils' Questionnaire; 40 such sChools were selected. The number of 

pupils thus involved was around 5 aaa but only those pupils (N • 1670) 

who have responded to the Questionnaire, will be considered here. 

The choice of a standardized test as a measure of implementation in 

this study was governed largely by the fact that the researcher could 

use her experience as Chief Examiner in Social Studies in the Form III 

National examination. The evaluation of student achievement in all 

the curriculum innovation projects .at the end of Form III is a prime 

concern of the Institute of Education. This Institute will shortly 

conduct the national examination at this level in c108e collaboration 
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with the Ministry of Education and Cultural Affairs. Staff of this 

Institute have been appointed Chief Examiners in particular subject 

areas. The Chief Examiner has, among other responsibilities, the 

sole responsibility for the setting of fina1question papers in accor

dance with the syllabus and examination requirements. She is also 

the chairman of the Social Studies Advisory Committee which makes 

suggestions for the review Qf the syllabus and type of examination 

paper. The task of spelling out the Form III curriculum framework 

into a detailed examination syllabus has been the responsibility of 

the Chief Examiner. Finally, the latter is also a member of the 

Junior Secondary Education Examination Committee which is the profes

sional authority for the conduct of the particular examination. 

The standardized test which had been developed and i~roved since 

1978 was, in fact, the third trial version of the national examination 

carried out by the Institute in selected schools. The basis for item 

construction of the test was the new Social Studies curriculum which 

is being implemented in all the schools of the island. 

dity for all test items is thus ensured. 

Content va1i-

Since the test complied with the stated objectives and rationale 

of the new programme, construct validity can also be clai~d. 

The objectives which were measured in the test were also submit

ted to the teachers and pupils for ranking in order of priorities. 

It would be very tempting to correlate the output of the pupils with 

the implementation strategy chosen and executed by the teacher. The 

hypothesis could be advanced that pupils taught by high implementers 

are more successful than others in achieving high scores across the 

main areas of the Project's objectives, 
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Moreover, the issue of the relationships between teacher beha-

vi our and gains in student achievement is one which has in no way, yet, 

been resolved. Indeed, the prediction of pupils' progress from teach-

ing behaviour has been a very controversial aspect of educational 

research so far. It has been one of "the most frustrating e:x;pePi~nae" 

(Jungwirth and Tamir, 1973}18 of research activity for many years, one 

of its most "unl'ewar>ding [ieZds" (Flanders, 1969). 

Some of the studies on teacher effectiveness, especially those 

based on direct observation of teachers, have assumed that characte

ristics of teachers and teaching acts are related to educational out-

comes of classroom teaching. This is the stance taken, for instance, 

by Rosenshine and Berliner (1978)19. It is true that in his review 

of classroom interaction studies, Rosenshine (1971) was hesitant to 

conclude that characteristics such as teacher praise, teacher accep" 

tance and use of student. ideas, and teacher questioning -. generally 

have a positive relationship to student gains, This hesitation was 

due partly to the fact that only half of the reviewed studies showed 

statistically significantly positive differences, and partly to the 

fact that he was drawing inferences from a s,et of findings from 

different studies. 

In 1978, however, Rosenshine and Berliner state that a continued 

assessment of the research from 1971 to 1978, shows that of all the 

variables studied, the only ones which emerge as significant in terms 

of pupil achievement are 

(a) the amount of content covered 

(b) the amount of time attention is engaged. 

Together these two are called "academic engaged time". However, 
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Rosenshine does not state' the length of time and the conditions in 

which the teachers of his exp,eriment have been working. 

Other researchers have disputed this assumption about a relation~ 

ship between pupils' progress and teaching behaviour. 

(1976)20 has argued that the 

Thus Bennett 

"supenop pepfomwLce of pupiZs taUflht by fomaZ 
teaaheps w~ due to the fact that pupil,a in 
these aZasses en6a6ed in wopk reZated aatiV'tty 
mope ftaequentZy~ ruhi1-e pupiZa in informal, aZasaes 
en6aged ~n the l,owest amounts of sucih aativity." 

One of the most recent reviews of the subject (Gal ton and Simon, 

1980) has tried to bring evidence to support the theory that teaching 

behaviour does directly influence pupil achievement, On the basis of 

their classroom observation data (ORACLE) these authors claim that 

teachers who more often involved their pupil.s in more activities of 

the discovery type, were more successful than teachers using traditio-

nal method. Galton and Simon describe their study as the "gl,ass bore" 

model of research into teacher effectiveness, which contrasts with the 

''bZaak bore" model used in the studies of Barker Lunn (1970) or Bennett 

(1976) who used self-reporting questionnairea. 

Thus, with this issue still unsolved and with research constantly 

assessing the effectiveness of one teaching model over another, it is 

recognized that the assessment of outcomes in relation to the actual 

behaviour of the observed in the classroom may not be a fair test. 

However, as explained earlier the present study will attempt to arrive 

at some correlate of pupil achievement. It will use classroom obser-

vation as' a basis for establishing categories of implementers, who 
,. 

may vary widely in their implementation of the Project's objectives. 

Differences between pupils' scores across the main areas of the 
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Project's objectives could thus be examined to see whether pupils of 

the high implementers' group score higher than those taught by the 

other categories of implementers. 

F. Ew:t.b1,g Rec.oJtd6 a.nd Voc.wrreY1t,6 

Much data on the Social Studies Project are routinely accumula

ted by the Social Studies Department of the Mauritius Institute of 

Education. There are records of written feedback from teachers, of 

workshops which are regularly held for the teachers, of occasional 

seminars with Principals and Inspectors; some of these seminars have 

been partly tape-recorded. Records of Social Studies teachers and 

students on practice who have been observed, are regularly maintained; 

some of these are video-recorded. There are also evaluation reports 

of the standardized tests carried out in schools at various levels by 

the Department. 

It is recognised, however, that such records are unreliable. 

In each case, the researcher did not control the process of data 

collection. It is not always easy to determine what population the 

sources of data represent; for instance, the Principals present at 

a seminar are not necessarily typical of the population in general. 

On the other hand, these data can be used to interpret the 

results of statistical analyses. Used in conjunction with the ques

tionnaire, interview and observation data, they can provide valuable 

information on the level of programme implementation. 
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A more complete description of the methods of data analysis 

used in this study is given in Chapters III to VII to help with the 

interpretation of the results, and in the Statistical Appendix. 

Here, a very brief outline only is given. 

The first stage of the analysis in this study was concerned with 

descriptive statistics, that is, describing the features of the aggre

gate of each survey carried out. This univariate analysis included 

frequency distribution (for example of demographic variables, of cate

gories of interaction analysis) and measures of central tendency. 

In reporting on the nature of the distribution of each variable, both 

tables and numerical summaries or sometimes histograms have been used. 

The analysis also entailed the examination of the relationships 

between variables. These relationships have been examined by certain 

types of correlation and association indices. These indices were, 

of course, subject to the level of measurement of each variable. 

The data available in this study included: 

(a) nominal data consisting of the frequency, or the 

percentage of individuals or of classroom behaviour 

in two or more categories. 

(b) ordinal data consisting of data arranged in ranks. 

(c) data in the forms of scores of pupils in a standar

dized test. 

These types of data gave rise to particular methods of statisti-

ca1 analysis. Thus for data at nominal level, crosstabulation 
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statistics (for example, chi-square tests) were used; for ordinal 

data, the Spearman rank correlation coefficient (rho) was considered 

the most appropriate method for assessing correlation. Because the 

bulk of the data collected in this study belong to the nominal and 

ordinal level of measurement, non-parametric tests were used mostly. 

Moreover, it was also found that the other assumptions underlying the 

use of parametric tests for example the population distribution, were 

not always met in the data under analysis. It is true that~ 

"assumptions about distribution oza 'teve't of 
measuzaement of the variab'tes aN so often 
vio'tated (often tJJith justifiaab'te zaeaaona) 
duzaing the pzaoaess of data ana'tysis that 
theiza uti U ty is questionab 'te" 

2] 
(Nie et aI, ]975) 

However, non-parametric tests were considered to be as useful as 

parametric tests in this study. They were found to be capable of 

matching the sophistication of parametric tests in the process of 

categorization and labelling. Following Siegel's22 concept of power 

efficiency it can be also stated that non-parametric tests can Tetain 

the same power as parametric tests to reject null hypotheses. 

''We oan avoid having to meet some of the assump
tion of the most p01Pezafu't tests tJJithout 'tosing 
pO'lUeza by sirrrp'ty ahoosing a diffezaent test and 
~ng a 'tazageza BampZ,e siae". 

The enlargement of the sample size, according to Siegel,enables a test 

to reject la when it is false, and at the same time avoids having to 

make assumptions about normality and equality of variances. This 

study which has selected the census population as well as large samples 

of teachers and pupils can, therefore, claims the power-efficiency of 

its tests of statistical significance. 
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In testing for statistical difference, the choice of method of 

data analysis was constrained not only by the type of data available, 

but also by the types of hypothesis used in this study. The types 

of hypothesis examined in this causal study were those relating to 

the association and correlation between variables. 

Indices of association between nominal variables were based on 

the chi-square test results. Since the null hypothesis in the chi-

square test was cautiously kept non-directional and was tested by a 

two tailed significance test, a large chi-square value was needed to 

reject the null hypothesis at a particular level. Correlation co-

efficients were also calculated to express the strength of the rela-

tionship between two variables. In situations where the data were 

in the form of ranks (for example, the ranking of objectives) the 

appropriateness of the 9pearman rank order correlation was easy to 

decide. The Kendal coefficient of concordance (w) was employed to 

measure the extent of association among several sets of rankings 

within a particular group. It was found useful in determining the 

agreement among the same group. 

The concept of product - moment correlation was applied to data 

(for example, inter-observer agreement) which were acceptably normal 

in dis tribution. Another parametric statistical test was used in 

that study, namely the analysis of variance. The latter was used for 

instance to compare the performance achieved by pupils of three diffe-

rent categories of implementers in a standardized test. This tech-

nique was used particularly to test whether there was any difference 

in the achievement of four clusters of objectives among pupils taught 

by the three levels of implementers. Since the problem examined the 

effect of the level of imple~ntation on the achievement of objectives 
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and nothing else, one-way analysis of variance was used. 

The test of linearity (linear trend test) was used as part of 

the one-way analysis of variance procedure to test whether the rela

tionship between a dependent variable (for example, pupils' percep

tion) and an independent variable (for example, level of implementers) 

was solely a linear relationship. 

Factor analysis was used to summarize the great mass of class~ 

room observation data in terms of a smaller number of factors in an 

attempt to classify teachers into categories of implementers. The 

varimax technique of factor analysis was used, and the "rotated 

8oZution" was adopted. A more detailed description of this method 

of analysis is given in Chapter IV. 

Finally, the use of cluster analysis must also be noted; the 

main purpose of clustering was to corroborate the results of data

grouping by other techniques, and to serve particul~rly as a display 

function for these data by prQviding a tree diagram and a summary of 

the clusters formed. The technique used was the hier~rchical tech-

nique, in particular, the single linkage method. Groups were fused 

according to the distance between their nearest members, the groups 

with the smallest distance being fused. 

To conclude, the complexities of some of the collected data 

(for example, observation data, perceptions of teachers' implementa

tion strategy by pupils taught by three levels of implementers, stan

dardized test scores in the ~in areas of objectives) make any simple 

and straightforward statistical analysis almost impossible. The 

fact coupled with the availahility of data on three levels of me •• ure

ment, makes it possible for different types of analysis t:cfbe~.rlo_d. 
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These make different statistical assumptions so that the mutual sup-

port which they give each other, may give much reality to the final 

conclusions. 

The bulk of the data of this study was analysed by sub-programmes 
23 24 

of SPSS and BMDP computer packages. No computer facilities were 

available at the Mauritius Institute of Education.at the time that this 

study was undertaken. An attempt was made at first to use the compu-

ter facilities of the Mauritius Sugar Industry Research Institute. 

However, the problem of programme development for the analysis of the 

data of this study proved to be a very lengthy task. Finally, exis-

ting programmes at the University of London Computer Centre and the 

Manchester School of Education were used for the data analysis of 

this study. 

1 • 

2. 

3. 

4. 

5. 
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CHAPTER 111 

RESULTS 1: TEACHER KNOWLEDGE AND PERCEPTIONS OF THE 

INNOVATION 

In this chapter, consideration will be paid to the first four 

questions stated in Chapter I and which are as follows: 

1. Do cuprent st'I'UCJtumZ cha:nges (for e:x:ampZe~ timetabZing ar:mnge

ments~ articuZation of cupncuZa ••• ) favoup effective use of 

the Project? 

2. To what erotent are teachers aware of the ~ject's objectives? 

What are their preferences and e:x:pectations regarding these 

objectives. 

3. To what , ' erotent ao teacher8 oomprehend the phi'L080phy and 

rationaZe of the ~ject and its outcomes? 

4. Bow ao the teachers peroeive their interest in and attitude 

towardS the PToject? 

The main questions may be formulated in the form of hypotheses, 

and the answer to the latter may be predicted on both theoretical and 

empirical grounds. The findings obtained from empirical evidence may 

be checked against the "theoreticaZ" prediction. From a theoretical 

point of view, the answers to the broad questions that are put forward, 

would appear. to be fairly plain. With regard to the first question, 

the implementation of the innovatio~ should be optimal when current 

structural changes are favourable to the use of the Project. Clearly, 

changes such as the appropriate number of periods allotted to the new 

curriculum, the articulation of the new programme with the upper 
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secondary Forms curricula dominated by the requirement of external 

examinations, the establishment of a new examination based on the 

innovation programme, and so on, would lead to a more effective use 

of the Project. When such changes are insufficient or lacking, one 

might expect a poor implementation of the new programme. 

Regarding the question about the extent to which teachers are 

aware of the Project's objectives, it would seem likely that teaChers 

trained in the use of the innovation's ideas and materials, would be 

more familiar with the types of objectives whiCh are more desirable to 

implement. It should be po~sible to obtain some kind of empirical 

evidence to this prediction by comparing. the ranking of objectives by 

the three groups of teachers classified on the basis of their qualifi

cations. However, it is recognised that other factors like sex and 

teaching experience might bring alterations in this general pattern of 

prediction. 

Regarding the teachers' ranking of their priorities and expecta

tions, it is expected that teachers on the whole should be fully aware 

of their classroom problems and the difficulty of aChieving certain 

objectives which they consider most important in their list of priori-

ties. In other words, it is not expected that teaChers' priorities 

should be the same as their expectations. 

The third question which deals with the extent to which teaChers 

comprehend the philosophy and rationale of the Project, should bring 

forth the superiority of the trained and qualified teachers over the 

other groups. With regard to the teaChers' perceptions of the Project~ 

outcomes, a similar prediction can be made. 
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Finally, insofar as teachers' attitudes towards the Project are 

concerned, it is expected that varied factors would influence teachers' 

reactions to the innovation. For instance, the familiarity of teach

ers with the new curriculum, their systematic training in the use of 

the programme or the congruence of the innovation with the existing 

system of examinations should produce positive reactions in teachers. 

On the other hand, the difficulty of translating the Project's ideas 

in the reality of the classroom, its dissonance with the existing sys

tem of examinations and so on, should lead. to decidedly negative 

reactions. As far as the nature of this investigation would permit, 

some of these factors will be considered in this section. 

Bearing in mind, then, the limitations of the teacher Question

naire data and the complexity of the phenomenon of implementation, in 

general it could be predicted that: 

1. The 'Pr'ojeot fJJou'l.d be imp'l.tnnented moN effeotive'ty fJJhen appzro

pnate stl'UOtufta'l.· Oht:mgSB have OCauztHd. 

2. Qua'ti'!ied and trai.ned teaohe'JJs b1Ou'l.d bs B:X:peoted to be TfION 

~ of the ~jeot's objeotives than.the.unquaZi.'!ied ~up. 

3. TheN fPOUt.d be a diBpa'l'ity bS~Bn tsachefts.' pnon.ties and 

e:cpeotations in thei.:r ztanki.ng of objsotives. 

4. The phit.osophy and ~ti4naZs of 'Iihs. P:rtJ;/eot fJJOu'td be. TfIO.'N easi.'ty 

unde:rstood by qua'tifud teaohe:rs thtm8Y ·th •. U1'14U4Zl,fi.tld g:roup, 

i.f thsy fPBN "e't't tmined and if th.tJ _ no cCms~t8 in 

thfJi.:r i.nnovative sf/ons. 

lJO 

''''':- . 



The Mdhod 06 Anai.IJ.6,u 

The object of the analysis is to chart the extent and nature of 

the causal dependence of the variables listed above. The main methods 

of analysis used in this section are chi-square tests and Spearman 

rank order correlation. Kendall's coefficient of concordance (W) was 

computed in one particular instance; a full description of this test 

is given in the Statistical Appendix. The Binomial Test was used to 

test the validity of categories used for classifying open-ended res-

ponses. Finally Cluster analysis was used as a descriptive technique 

to search for groupings in the teacher data; the procedure that was 

utilized for grouping was the minimum distance (single linkage). 

The computer analysis of the teacher data was undertaken partly 

at the Mauritius Sugar Industry Research Institute and partly at the 

University of London Computer Centre. In the latter case, the SPSS 

programme was used. 

The results of the survey as regards responses of the various 

sub-groups of teachers are summarised in table AI. 

Tab Z,e A1: Teacher' Que a tionnair'e : Diatr'ibution Rep Uea 

TotaZ No. of r'epZiea (N = 177) 

SEX 

Males 

Females 

III 

Per'oentage 

of repUea 

48.6 

51.4 



SohooZ Types 

State Schools 
Junior Secondary Schools 
Private Schools 

SohooZ Envi~onment 

Urban 
Rural 

Yea2"s 

o -
1 -
5 -

10 -
Over 

of Teaohing Expe~enoe 

1 
5 

10 
15 
15 

Yea~s of Se~ioe in Present School, 
0_1 
1 3 
4 6 
7 _ 12 

Over 12 

Qua7,ifiaations 
... 

School Certificate (0. Level) 
Higher School Certificate (A. Level) 
Higher School Certificate (A. Level) + 

Diploma in Education 
Degree 
Degree + P.G.C.E. 
Higher Degree 

Subjeots Studied 

Geography 
History 
Economics 
Sociology 
Others (e.g. English, French, Mathematics) 

Subjeats Taught 

Social Studies only 
Social Studies + Geography 
Social Studies·+ History 
Social Studies + Economics 
Social Studies + Sociology 
Social Studies + Others 

MaZes 

2.8 
26.6 
9.6 
6.2 
3.4 

5.6 
19.2 
14.7 

5.1 
4.0 

19.8 
13.0 

10.7 
5.1 
0.0 
0.0 

4.5 
23.2 
20.3 

2.8 
35.6 

13.6 
0.6 
4.0 
4.5 
0.6 

25.4 

FemaZes 

3.4 
24.3 
13.0 
6.2 
4.5 

5.1 
17.5 
15.8 
9.0 
4.0 

19.2 
19.8 
5.6 
2.3 

44.6 

15.3 
5.6 
1.7 
1.1 
0.0 

28.2 

Total, 

61.0 
39.0 

6.2 
50.8 
22.6 
12.4 
7.9 

lOt7 
36.7 
30.5 
14.1 
7.9 

*23.7 
42.9 
26.0 

5.1 
80.2 

*28.8 
5.6 
5.6 
5.6 
0.6 

53.7 

* . In certa1n items, the sum does not in general equal lOO per cent. 

The reason is that some teachers belong to more than one category. 
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First the relationships between sex and the other characteris-

tics were considered. The chi-square tests did not throw up statis-

tically significant pattern of sex differences, except in the case of 

school types. The values are tabulated below: 

Tab'le A2: Sex differences 

Characteristics 

Response to survey 

School type 

School Environment 

Teaching Experience 

Qualifications 

Subjects studied 

Subjects taught 

Years of service 

n.B. : not significant 

* : significant at the 5 per cent level 
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Chi-square 
va'lue 

d·f == 1 

2 
X _7.01 

d.f _ 2 

2 X _ .853 

d.f == 1 

2 
X """ 1.31 

d.f ... 4 

2 
X =- 6.40 

d.f ~ 5 

2 
X == 1.48 

d.f ... 1 

d.f ... 5 

2 X _ .807 

d.f _ 4 

Inference 

n.s. 

* 

n.s. 

n.s. 

n.s. 

n.s. 

n.B. 

n.s. 



Tea.c.heJL PeJLc.eption6 06 :the Impolttanc.e 06 Objec;Uve.6 

Regarding the teachers' attitudes to the Project's objectives, 

the question asked was; Were the Social Studies teachers aware of the 

objectives the Project strives to attain? A list of nine teaching 

objectives in Social Studies was given to the teachers for ranking in 

their relative importance. These statements were adapted from the 

Project's documents, teachers' guides and pupils' materials. The 

list of objectives was thus not completely foreign to the teachers, 

nor were the objectives stated in words which were too complex for 

them to understand. All the Project\materials were, in fact, pre-

faced with an imposing array of of objectives. Yet it was recog-

nised that, in the last analysis, it will be the teachers who will 

have to implement these objectives according to their predilections 

or partialities. 

The following list of nine teaching objectives was administered 

to the subjects: 

A. The ability to peaa't't basia faats about man and soaiety. 

B. The abiZity to deve'top ideas~ aonaepts and gene~lisationa. 

c. The ability to find inforrTrltionthrough 'lJa1'i.ous sozaaaes. 

D. The ability to interrppet map8~ piatu:Ns~ ahapts~ aaPtoona~ 
gPaPhs and othep visuals. 

E. The ability to wopk and paPtiaipate flJ'ithin small groug. 

F. The ability to develop empathy OP tole~e fop aultzaaes and 
soaieties diffepent~m one's own. 

G. The ability to be objeative and open-minded in disaussion and 
in evaluating inforrTrltion. 

H. The ability to think about and aZanfy one's pepsonal beUefs 
and vaZues. 

I. The ability to aaaept pesponsibility in a ahanging soaiety. 
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Table A3 below shows the results of chi-square tests applied to 

the ranking of individual objectives among the various sub-groups of 

sex, years of teaching experience, qualifications and subjects studied; 

more detailed results of this test and of the priorities given to each 

objective by each group are shown in Appendix II (Tables Ia to If). 

TabZe A3: Ranking of objeatives by teaahe~ sub-groups 

Objeatives 

A B c D E F G H I 

Sex: (Male/Female) 

Yea~s of Teaahing 
E:x:penenae < 5 & > 5 

nos * nos nos nos nos nos nos nos 

Q;uaUfiaations 
(i) S.C./H.S.C. 

without Dip in 
Ed./H.SoC o + 
Dip in Ed. 

(iiJ Non-Graduates/ 
Graduates 

(iiiJ Untrained/trained 

nos. nos nos nos nos nos nos nos nos 

*** n.s nos nos nos n.s n.s n.s n.s 

n.s n.s n.s n.s n.B n.s n.s n.s n.s 

(Holders of Dip in *** n.s n.s n.s n.s n.s nos n.s nos 
Edo and P.G.C.E o) 

Subjeat Studied 
Social Sciences/ 

Non.Social Science n.s nos nos nos nos n.s n.s n.s n.s 

n.s not significant 

* significant at 5 per cent level 

*** significant at .01 per cent level 

The results showed significant differences in the ranking of 

objective A (the ability to recall facts) by unqualified teachers 

(holders of S.C. or HoS.C.) and the qualified ones (H.S.C. plus a 

Diploma in Education holders). Striking differences also appeared 

between the untrained teachers and those holding a professional 

qualification and trained at the Mauritius Institute of Education, 

regarding the ranking of the same objective. 
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The most powerful teacher attribute in this analysis was undoub-

tedly teacher training. The qualified and Institute-trained teachers 

know actually how to implement objectives other than these relating to 

the ability to recall facts. They were more conscious of the de

emphasis on the recall of facts in Social Studies education. Judging 

by the high priority given to recall of facts by unqualified and 

untrained teachers, it would appear that the latter were not aware of 

the special emphasis of the Project on certain objectives. The fact 

that non-graduates (including the Institute-trained Diplomates) and 

graduates did not reveal any statistically significant difference, 

would seem to lend support. to the conclusion that teacher-training was 

essential for the development of the right attitudes towards the 

Project's objectives. 

The only statistically significant difference tbetween male and 

female teachers was in the ranking of objectives B (the development 

of ideas, concepts and generalizations). The implication of this 

difference is that male teachers seemed to be more willing than female 

teachers to teach Social Studies by concepts. 

With the exception of objective A, then, there were no striking 

differences of opinion in the ranking of the other objectives by the 

various sub-groups. All the sub-groups gave "top" ranking to objec

tives B, F, G, and I and ''bottom'' ranking to objectives e, D, E and H. 

The latter relate to the development of research skills, social skills 

and personal values respectively, and surprisingly they were given low 

priorities even by the Diploma holders, and this in spite of their 

just having a long-term training course in which these objectivel.were 

given special emphasis. Presumably, in so far as "the development of 
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personal values" objective is concerned, teachers' ideas of how to 

implement this objective had not yet crystallized, and the difficulty 

of doing so precluded an allotment of higher priorities. On the 

other hand, the same teachers gave relatively high priorities to "the 

development of tolerance", to "the ability to accept others' views" 

and "to accept responsibility in a changing society". This contra-

dictory opinion would bear out the general feeling among educators 

that teachers pay lip-service to the values and attitudes objective 

while there is a general playing down of such objectives in the class

room. However, it must be noted that these objectives were at least 

recognised as formally desirable. 

On the other hand, some objectives were overlooked by teachers 

namely "the ability to look for various sources of information", "the 

ability to interpret graphic data", "the ability to work with others 

and participate in groups"... Tlie -low priorities given to such objec

tives would seem to reveal the predominance given in the classroom to 

the coverage of content-matter. 

Since there was almost total unanimity of opinion among the 

various sub-groups on the ranking of objectives B to I (with the excep

tion of objective A), an attempt was made to measure the degree of 

agreement among members of the same group in the ranking of the nine 

objectives. Kendall's coefficient of concordance (W) was computed on 

the concordance of the ranking of objectives by. the Institute trained 

Diploma Holders. . The procedure for this test is explained in some 

details in Appendix I. The value of W which was obtained, was .273 

and the.significance of this value was tested by using the formula 

X2 _ K (N - 1) W. It was found that X2 .~ 72.07 with d., _ 8, has 
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probability of occurence under H of p < .001. 
o 

It can be concluded 

with assurance that the agreement among the Diploma holders was 

higher than it would be by chance. The Diploma holders were ranking 

the objectives in exactly the same order. The result ,,'r,{' = .273 may 

therefore be interpreted as meaning that members of this group were 

applying essentially the same standard in ranking the 9 objectives 

under study; their rankings were concordant, not by chance. 

Teachers' attitudes towards the philosophy and rationale of an 

innovation project have often been put forward as a crucial factor 

influencing the degree of implementation., For example, Gross (1971). 

If teachers have to develop attitudes in students according to the 

curriculum's,prescription, they themselves should have certain atti-

tudes which would enable them to implement the strategies as set out 

in the Project. So this study has included teachers' attitudes as 

a variable in the implementation process. 

A series of statements (Question 10 in the Questionnaire) was 

used to represent the main ideas of the Project's strategy. Five 

such ideas were identified, and for each idea two statements intended 

to be a positive and negative expression of the ideas were written. 

The positive statement reflected the Project's rationale and methodo-

logy. In responding to these 10 sub-items,' teachers were asked to 

indicate their degree of agreement or disagreement with each on a five-

point scale, ranging from "strongly agree" to "strongly disagree". 

The method of scoring the attitudinal items was based on a Likert 

scaling procedure. The ratings were "scored" by assigning El value of 
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5 for strong endorsement of a favourable statement, 4 for agreement 

and so on. For unfavourable statements, the scoring was recoded by 

inverting the order of the weights, with strong endorsement then recei-

ving one point. 

One of the most serious arguments against Likert scales is their 

lack of reproducibility, that is, the same total score may be obtained 

in several ways, (Oppenheim 1966)1 • Consequently two or more 

identical scores m~ have different meanings. It was, therefore, 

recognized that certain factors (for example, sex, years of teaching 

experience) which might influence a teacher's score on his position on 

the attitude scale, should also be considered. Another criticism of 

the Likert scale, namely, the lack of a zero point (Shaw and Wright, 

1967)2 should cause no concern here since the main interest of the 

analysis was in comparing the attitude scores of several sub-groups of 

teachers. 

The results of the application of chi~square tests to the over-

all frequency distribution of scores among the sub-groups are shown 

in Table A4. 

TabZe A4: OVe~aZZ tpequency distPibution of soo~s among teaohe~ 

sub-g~oups 

TeaoheroharaotePistios 

Sex 

Years of teaching experience 

< 5 years > 5 years 

Non-Diploma/Diploma holders 

Diploma/Degree holders 
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2 X _ 4.14 

~f_3 

2 X _ 20.547 

~~2 
2 X _ 6.35 

~L2 

Inferenoe 

n.s. 

n.s. 

••• 
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Chi-square tests were also computed to find whether signifi-

cant differences could be found in a number of items among the 

various sub-groups. The data were subjected to three successive 

analysis to find out key variables. Use was made first of mu1ti-

dimensional tables, then of 3 x 5 tables after subtraction of certain 

variables, and finally a further collapse of tables resulting in two 

marginal tab 1es. Examples of these tables are found in tables 

2(a), 2(b) in Appendix 11. The final analysis showed that teachers' 

qualifications are the key factor which best predicts attitudes to 

the Project. The values are tabulated below: 

Tabte AS: Frequency distribution of saOFeS per item among teaaher 
sub-groups 

Mates/ Teaahing Non-Dip Zorna/ DipZorna Hotders/ Sub-Items .FeTTXl'tes . Bu:pem.ence . . . DiptoTTXl Hotde1!s .. .. De{JNe .Ho tders 

n.s n.s * + 

2 n.s n.s * * * * * 
3 * n.B ,.. ,.. ,.. ,.. ,.. 

4 n.s n.s * * n.s 

5 * n.s n.s n.s 
6 n.s n.s n.s n.s 
7 n.s * * * * 
8 n.s n.s * * * n.s 
9 n.s n.B * n.s 

10 n.s n.s n.s + 

n.s not significant + significant at 2 per cent level 

* significant at 5 per cent level * * significant at per cent level 

* * * significant at .01 per cent level 

On the whole, sex and teaching experience appear to be dis,ppoint-

ing variables in predicting teacher attitudes. They were not found 
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to exert a highly significant influence on teacher attitudes. It 

is true there was significant association (at the .05 level) between 

sex and two attitude sub-items (3 and 5) and between teaching expe

rience and one attitude sub-item (7), but generally speaking, these 

two variables had no effects on attitudes towards the Project's 

philosophy and methodology. This fits in with the previous finding 

on attitudes towards the Project's objectives. 

On the other hand, the overall picture presented by the data 

in tables A4 and AS is that there were high statistically significant 

differences between the unqualified group of School Certificate and 

Higher School Certificate teachers and the group of Institute-trained 

Diploma in Education holders. The latter were statistically diffe-

rent from the former in that they agreed almost unanimously with most 

of the positive expressions of the ideas of the Project's philosophy 

and strategy. The responses of the non-Diploma holders revealed 

reservations about many of the Project's ideas. The more highly 

favourable reactions of the Diplomates seemed to point to the fact 

that teacher-training in the use of the new curriculum materials was 

very important. 

The statistical differences between the Diploma holders and the 

Degree holders as revealed in tables A4 and AS show that Degree

holders did not necessarily have the most positive attitudes. This 

seemed to lend support to the conclusion that teacher-training is 

most essential for the development of the right attitudes towards the 

Project's philosophy and methodology. Teacher qualifications thus 

constituted an important variable in the assessment of attitudes. 
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An inter-correlation of the sub-items conforming Question 10 

was applied to understand teachers' ratings of the positive and nega

tive statements. By establishing and elucidating the relationship 

between each pair of positive and negative items, teachers would show 

their understanding of the Project's st.rategy. The rating given for 

a positive item should bear a logical relationship to the rating given~ 

its negative counterpart. A "theoretical" perfect intercorrelation 

of items would be as follows: Items 1/8; 2/4; 3/7; 5/9; 6/10. 

The Spearman (rho) rank-order cor.relation technique was applied 

to understand the inter-correlations of items first by the three 

separate groups of teacher qualifications, and then by the three groups 

combined together. The results of this computer analysis (using the 

SPSS programme) are shown in tables A6 and A7 respectively on the next 

page. They indicate that the possibility of predicting the rating of 

a teacher on one item, given the rating on another, was minimal. 

This implies a lack of consistency in rating by. all three groups of 

teachers. The "theoretical" perfect inter-correlation was achieved 

only in the case of items 5/9 and 6/10. The Diploma in Education 

holders could identify the polarization in these two items, whereas 

both the unqualified group and the degree holders could establish rela-

tionship only in the case of items 6/10. The relatively better per-

formance of the Diploma holders in the rating of the attitude items, 

could be due to their training in the use of the Project's materials. 

This would, then, provide further confirmation of the impact of teacher 

training on teachers' perceptions of the innovation. 
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TabZe A6: IntercorreZation of Attitude Sub-items by 3 Separate 
QuaZification Groups (Using. 001/. 006 significance 
ZeveZ) 

1 2 3 4 

I 
CQQC) 

I * === 

I 

Unqual Hied I 

++ Diploma Holders 

CXICQ Degree Holders 

* "Theor 
Interc 

etical" Perfect 
orrelation 

5 

I 

6 ? 8 9 10 

OCIOQ * 
OCIOQ 

* 
=== ++ 

++ * =-= =-= ++ ++ 

* ++ OCIOQ 

I ...... ++ 

I ++ 

I ++ 

== 
I ++ 

I 
TabZe A7: OVeraZZ CorreZation Matriro of Attitude Sub-Items 

(Corribined Groups) (Using. 001 to 0006 signi fi()ance ZeveZ) 

1 2 3 4 56? 8 9 10 

xJ * 
I .001 * ,.004 0002 

I * 
I 0001 

1 
0001 .001 .001 

* I .001 

1 001 002 

I .001 

I 
,001 

I 
* "Theoretical" Perfect Intercorre1ation 
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Cluster analysis was used on a corroborative basis alongside the 

Spearman (rho) correlation to find out the measure of association among 

the sub-items or variables. The computer programme that was used was 

the BMDP, in particular the PIM method. A brief account of the mecha-

nics of this analysis is given in Appendix I. 

The tree diagram in figure V below illustrates the sequence of 

clusters formed. The measure of similarity was the correlation bet-

ween the variables o~ the absolute value of the correlation and the 

procedure for amalgamation was the minimum distance (single linkage). 

Figure V: CZuster Tree 

TREE PRINTED OVER CO~RELATION MATRIX (SCALED 0-100). 
CLUSTERING RY ~INIMU~ DISTANCE METHOO. 

VARIABLE 
'JAME NO. 

X(Z) 

x (3) 

x (4) 

X(S) 

X(6) 

X(S) 

x (7) 

x (11) 

X (10) 

X(9) 

------~~~~~-----------~~~~--I 
?) 51 53 56 55 59 55 50 S4 5~1 

1 

-------~-~-~-------------/ 
3) b4/5S 59 60 41 44 

1 
1 

4)/45 S4 55 45 5~ 52 

51 491 
1 

I 
561 

I 
-------------------/ 

5) 60 62 54 56 54 521 
1 

-----~-~---~~---I 
6) 6616(; 

1 
59 64/581 

1 1 
1 I 

53 56/631 
I 

8)/58 
I I 

-----"'-1 I 
1) 1u/S5/531 

I11 
1 1 1 

11)/65/'571 
I 1 

I I 
10)/591 

1 
1 

9)1 
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A brief explanation of the cluster tree on the previous page 

-as made available by the PLU version (June 1980) of the programme, 

is as follows: 

One cluster consists of variable X (7), the seventh variable lis-

ted in the tree. This cluster joins with the cluster below it consis-

ting of the variable X (11). The new cluster is indicated on the tree 

by the intersection of the dashes beginning above variable X (7) with 

the slashes starting next. to variable X (11). 

This cluster joins with the cluster below it consisting of the 

variable X (10). The new cluster is indicated on the tree by the 

intersection of the dashes beginning above variable X (7) with the 

slashes started next to variable X (10) and so on. The cluster tree 

printed above and which is based on the data of the total sample of 

teachers shows the following main clusters. 

1. Variables 7/11 which are equivalent to Items 6/10 

2. Variables 6/10 which are equivalent to Items 5/9 

3. Variables 7/10 which are equivalent to Items 6/9 

4. Variables 6/8 which are equivalent to Items 5/7 

5. Variables 3/4 which are equivalent to Items 2/3 

Only the first two reflect the "theoretical" perfect inter-

correlation of items, namely items 6/10 and 5/9. The other clusters 

reveal the failure of teachers to establish the relationship between 

positive and negative items in their rating. The results of these 

clusters description thus corrobate with findings of the Spearman 

rank-order correlation techniques. 
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Cluster analysis was thus used essentially as a descriptive tech-

nique to search for groupings in the data and to establish the validity 

of Spearman (rho) results. No attempt was made to reexamine the data 

matrix as a means of discriminant analysis. 

Figure VI illustrates the printing of correlation matrices in 

sorted and shaded form to display the clusters pictorially after re-

arranging the order of the variables according to the clustews. 

Figupe VI: Corre Zations in Sorted and Shaded Forms 

CORRELATIONS I~ SORT~D AND SHADED FO R 

2 X ( 2 ) a 
3 x (3 ) X8 
4 X ( 4 ) X®ft 
5 x ( 5 ) )Q~+ 

6 X ( 6 ) )Q~XO;Q8 

8 X (8 ) )4QH4®ft8 
7 X (7) )4++ X~()4! 

11 x ( I}) X - X~~)(8ft 
1 X (10 ) X.MXX8~)lJ8ft 

9 X (9 ) )Q+~X~®XMM9 

Question 11 in the questionnaire dealt with teachers' attitudes 

towards the facilitating and limiting factors of implementation. A 

five-point scale was used by the teacher to rate the influence of 

thirteen possible factors affecting the implementation of the Social 

Studies materials and ideas. Variables were scored 5 (highly facili-

tating) to 1 (most inhibiting). The thirteen factors teachers had to 

rate were as follows: 

1. In-service courses/Workshop. 

2. Classroom visits by Institute of Education Staff. 
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3. Commitment of teachera to the Project. 

4. The use of the Project materials. 

5. Provision of the Form III examinations related to the Project. 

6. The discontinuity of the Social Studies syllabus beyond Form Ill. 

7. Teacher's continuation of formal studies at the Institute of 

Education. 

8. The Project's objectives. 

9. Support from Principal and other colleagues at school. 

10. Establishment of regional centres for workshop$. 

11. Adequate periods for Social Studies on the time table. 

12. Stability of School Staff. 

13. Planning of the Project by the Institute of Educationo 

In general teachers' anwers to this question were very homoge

neous and the basic trend was towards the positive categorization of 

many of the factors as can be seen in the deviation to the left shown 

in . - \ figure VII on the next page. The figure makes it quite obvious 

that the trend towards the two positive categories (highly and mode

rately facilitating) was strongly marked while sub-item 6 was an 

"outlier" sub-item. 
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Figu:r.ae VII: PZotting of ovemZZ mean and vananae of responses to 

sub-itemsin Question 11 
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To find out whether factors could be identified which might be 

considered as facilitating or inhibiting of implementation, chi-square 

tests were applied to each sub-item against the reste A 70 per cent 

response cut-off point in categories 4 and 5 was used. On the ~asis 
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of the emerging pattern, the following sub-items were grouped together: 

1 • Sub-items 1, 3, 4, 7, 8,' 9 , 10, 11, 12, 13. 

20 Sub-items 2 and 5. 

30 Sub-item 6 (with 80 per cent of response in categories 1 and 2)0 

The emerging pattern tallies with the results of the overall 

frequency count. The results of the chi-square tests and of the over

all frequency count '~re illustrated in tables 3a and 3b - respectively 

in Appendix II. The first set of sub-items shows a strong rating 

trend towards categories 4 and 5. The third set is strongest in the 

lowest categories (1 and 2), while the second set of sub-items indi

cates a spread from high to low categories. 

The results of this analysis show that the most inhibiting imple

mentation factors were those relating to the discontinuity of the 

Project beyond Form Ill, followed by inadequate classroom visits by 

the staff of the Mauritius Institute. of Education and the provision of 

the Form III national examinations based on the Project materials. 

All three factors relate to management outside school. 

Spearman (rho) correlation was used on a corroborative basis 

alongside the chi-square tests. The overall correlation matrix in 

table A8 on page 131 shows strong relationships between the same set 

of sub-items as were revealed by the chi-square tests and the frequency 

count. The position of sub-item 6 as an "outlier" is quite obvious on 

both correlation matrices. 

Chi-square tests were also computed to find out whether signifi

cant differences could be found in a number of items among the various 

sub-groups. The data were subjected to three successive analyses to 
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find out key variables. The results are shown in tables A9 on page 

132. Details of the multi-dimensional tables are illustrated in 

tables 3c and 3d in Appendix 11. 

The results indicate a mutual interdependence of the variables 

in some of the sub-items, but professional qualifications in terms of 

the differences between the unqualified and Diploma Holders sub-groups, 

appeared to be the key variable in. a number of items. The qualified 

groups (Diploma Holders and Degree Holders) were certainly more consis· 

tent in their rating than the unqualified group. Sex and years of 

teaching experience appeared to be insignificant variables. In the 

case of sub":item 6, however, an interesting finding is that the teachers 

of more than 5 years' teaching experience were more conscious of the 

impact of the discontinuity of the Project beyond Form III than those 

with less than five years' experience. 

An inter-correlation of the sub-items constituting Question ]] 

was applied to understand the ratings of these statements by the 3 

separate groups of teacher qualifications. 

in Table A]O on page ]'311r. 

Th'values are tabulated 

With the exception of sub-item 6 which all three groups agreed 

had a negative correlation with the remaining sub-items, there was not 

a single case where all three groups together indicated mutual agreement 

in establishing relationships among items. 

The cluster descriptions in Figures VIII and IX respectively 

reveal that it was, in fact, difficult to classify the sub-items into 

groups. The distance or similarity when cluster formed Was the same 

among all sub-items. These figures are provided on page 133. 
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Table AB: OVerall Correlation Matrix 
(Using.OOl Significance level) 

1 2 3 4 5 6 7 8 

I 001 

I .001 001 

I 001 .001 
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TabZe A9: VariabZes affeating reaation to ImpZementation Faators 

1st Set of Anatysis 2nd Set of Anatysis 3rd Set of AnaZysis 

~ Quatifiaations by rating of Quatifiaations (UnquaZified~ TJnquaZifiedl DipZoma HoZders/ Teaahing \\) 
~ imp tementation faators ~ Dip toma and Degree teaahers) 'r aontrottingfor se~,sehooZ by rating of imptementation Diptoma Degree HoZders Se~ Experienae 

~ type~ 8ahoo t environment~ faators. Hotders 

. teaahing . e:r:pemenae. . . . . . .'. . 

1 n.s. n.s •. * nos. n.s. n.s. 

2 * M/Private/Rural/< 5 yrs n.s. ** n.s. n.s. n.s. -\,,0) 3 n.s. n.s. * n.s. n.s. n.s. t-.) 

4 * F/Private/Urban/> 5 yrs Just falls n.s. short of * n.s. n.s. n.s. 

5 * M/Private/Urban/< .5 yrs n.s. n.s. n.s. n.s. n.s. 

6 * F/Private/Urban/< 5 yrs n.s. n.s. n.s. nos. * 
7 n.s. n.s. n.s. n.s. n.s. n.s. 

S n.s. n.s. n.s .• n.s. n.s. n.s. 

9 * F/Private/Urban/< 5 yrs n.s. + n.s. n.s. n.s. 

10 n.s. n.s. n.s. n.s. n.s. n.s. 

11 * F/Private/Urban/> 5 yrs n.s. n.s. n.s. n.s. n.s. 

12 * M/Private/Urban/< 5 yrs n.s. .*- n.s. n.s. n.s. 
* F/Private/Urban/< 5 yrs 

.13 * M/Private/Urban/> 5 yrs. . n.s. . n.s. n.s •. n.s. n.s • 

n.s. Not significant * Significant at the 5 per cent level 

+ Significant at the .2 per cent level ** Significant at the 01 per cent level 



Figure XVIII 
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T ea.c.heM '. Expe.c..tati.c Yt6 06 Obj ec.:Uvu' Ac.fU.evement 

With the implementation of the Social Studies innovative pro-

gramme, it could be that teachers have their own views about the 

achievement of objectives. They may find themselves in a position 

where they are forced to work for the achievement of certain objec-

tives, the feasibility of which is doubtful to them, especially after 

confrontation with actual pupil achievement. The purpose of Question 

12 was to procure data of teachers' expectations with regard to the 

feasibility of achievement of the nine objectives listed in Question 9. 

The second important purpose was to establish the relationship between 

the teachers' top priority and top expectation. 

In the analysis of these data, therefore, only objectives appear-

ing in the uppermost rank were taken into account. The relationship 

between teachers' top priority and top expectation was analyzed by 

means of a rank-order correlation coefficient. 

The results are given in Table All below. 

TabZe All: Co~eZating Teache~ Top P~o~ty and Top Expectation of 
Objective 

Objectives Top Top 
Priority . .Expectation 

% % 

A 12 11 
B 29 19 
C 4 4 
D 2 4 
E 2 5 
F 20 25 
G 13 18 
H 9 4 
I 9 10 

Rho· 0.867 
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rno~ty 
Rank 

4 
1 
7 
8;.5 
8.5 
2. 
3 
5.5 
5.5 

Expectation 
Rank D 

4 0 
2 1 
8 1 
8 0.5 
6 2.5 
1 1 
3 0 
8 2.5 
5 0.5 

2 .D 

0 
1 
1 
0.25 
6.25 
1 
0 
6.25 
0.2'5 

16.00 



The correlation (rho = 0.87) is highly significant. Teachers' 

top priority seemed to be identical with their top expectation. 

Teachers were unanimous in their expectations that they would be able 

to transform the following objectives into reality. (The objectives 

are placed in the order of the percentage rate of expectation). 

F: The development of tolerance for different cultures (25%) 

B: The development of ideas, concepts and generalizations (19%) 

G: The ability to be objective and open-minded (18%) 

A: The ability to recall basic facts about society (11%) 

I: The ability to accept .responsibility in a Changing society (10%). 

The above objectives were ranked high in the list of teacher 

priorities and expectations. 

Divergent views become apparent in the following objectives: 

E: The development of social skills (5%) 

C: The ability to look for sources of information (4%) 

D: The ability to interpret graphic data (4%) 

H: The development of personal values (4%). 

The high ranking given to objectives F, B, G and I would seem to 

indicate a high degree of awareness of the principles of the Project, 

and of subscribing to these principles. The emphasis given to these 

objectives in the Project materials is no doubt responsible for this 

rating. Whether these objectives were in fact satisfactorily imple-

mented in the classroom situation, is another issue which will be 

tackled by observation. 

It is interesting to note that an objective which was not given 

special emphasis in the Project, namely the ability to recall basic 

facts, was also listed in the upper half of the ranking. A plausible 

explanation for this high ranking could be that the feasibility of 
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achieving such an objective seemed quite possible to the teachers. 

Under the impact of the current examination system, these teachers 

were inclined to pour a reasonable amount of effort into factual 

knowledge to the detriment of other objectives. The fact that this 

objective was not ranked first on the list was indeed surprising; it 

may be an indication of some "strategy" on the part of the teachers 

who would like to idealize their teaching objectives by exaggerating 

the affective objectives and showing a slight de-emphasis on the less 

desirable objective of factual recall. 

The development of skills (intellectual and social) and of per

sonal values came quite low in the list of expectations. The feasi

bility of achieving the development of personal values seemed doubtful 

to the teacher and in the context of the Mauritian classroom situation, 

this was understandable. 

What is not so clear, however, is the low rating ascribed to 

inquiry skills. It is not that teachers were not aware of the shift 

in emphasis from factual reca11.to inquiry skills in Social Studies 

education. An explanation that can be offered for the low percentage 

of teachers expecting the achievement of these objectives, is that the 

majority of teachers felt incompetent to handle the skills of the 

various disciplines upon which the programme draws, and not much was 

done to achieve those skills. It could be that the difficulties that 

cropped up in the classroom while. teachers tried to achieve those 

skills, had caused teachers to deviate from their identification with 

the Project principles in this respect. 
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Te.a.c.helUl' FeeLing.!! a.bout Outc.ome.6 06 the SocU.al S:tucUe.6 PMgltaMne 

Question 13 considers teachers' attitudes towards what they con

sidered to be the most important outcome of the teaching of Social 

Studies. It is assumed that teachers' attitudes concerning important 

outcomes in Social Studies must be considered if successful implemen-

tation of the materials is to be achieved. Four main possible out-

comes were provided to the teachers who had to select the one which, 

according to them, was the most important. The response rate to 

these four outcomes was as follows: 

2 

3 

4 

The development of skills of inquiry in the Students. 

A knowledge of basic facts about the Mauritian Society. 

Preparation for future studies in separate subjects. 

An ability to handle value issues in the classroom. 

56.5% 

28.3% 

10.7% 

4.5% 

The high rating given to the development of skills of inquiry as 

the most important outcome, was quite surprising since teachers had 

not allotted a high ranking to skills objectives in their list of prio-

rities and expectations. The following explanation is offered to 

account for this high ranking: the Project materials as well as the 

tests carried out so far in schools, have stressed the assessment of 

pupil achievement in various types of inquiry skills. 

The emphases of these tests as well as individual teachers' expe

riences in working with these materials may be therefore responsible 

for this rating. Even though teachers had no special preference for 

the development of skills of inquiry as a teaching objective, and even 

though they had strong doubts about the feasibility of achieving such 

an objective, yet they had come to recognize that this should be the 

most important outcome of the teaching of Social Studies. 
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The reasonably high percentage of teachers rating a knowledge of 

basic facts as an important outcome, cannot be regarded as surprising. 

The results seemed to confirm the previous finding in this respect: 

the teaching of facts was over-emphasized in daily teacher-pupil inter

action because of the impact of the current examination. Examination 

passes are of the utmost importance to the lives of the pupils and 

teachers think they are right to stress the recall of facts. More 

than a quarter of the population under study considered the ability to 

recall facts as the most important outcome of the teaching of Social 

Studies. 

The predominance of examination consciousness among members of 

the teaching profession may have strongly influenced.teachers in their 

rating of this outcome as well as in their rating of the third outcome, 

namely "Preparation for future studies in separate subjects". The 

external Cambridge examinations as they are offered right now, are based 

on separate subjects and not on integrated progra~like Social 

Studies. The separate subjects have come to.be normally accepted as 

career-oriented subjects. To some teachers, therefore, the integrated 

Social Studies curriculum should be geared towards external examination 

requirements and should impart knowledge that adequately prepares 

pupils for such examinations. 

It is obvious that with regard to teachers' attitudes towards the 

handling of value issues, the picture leaves much to be desired. 

Interestingly enough, these same teachers had given high priorities and 

expectations to values and attitudes. objectives. It co_ld seem that 

teachers' ideas of how to implement these objectives in the classroom 

were actually vague, and therefore, they were not in fact aiming at" the 

attainment of such objectives o They paid lip-service to these objec

tives, while they laid more stress on the teaching of facts. 
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Another plausible explanation could well be that examinations 

were directing teachers' behaviour away from these objectives. 

Indeed, the fear of inadequate syllabus-coverage seemed to be another 

factor responsible for the comparatively low rating given to the hand-

ling of value issues as an important outcome. 

Table A12 displays the results of chi-square tests applied to 

testing. the reactions of the main sub-groups to the important outcomes 

of Social Studies. The key variable, here, seemed to be years of 

teaching experience: the more experienced teachers have learned during 

the adaptation period that the skills of inquiry should be the most 

important outcome. The less experienced teachers showed vacillating 

views on that outcome. This would seem to confirm the view that 

teachers need time for adaptation to teaching a new curriculum. As 
Jas 

teachers gain more experience, they find itAdifficult to teach inquiry 

skills. 

Tab'te A12: Reactions of Sub~rroups to outcomes of the nett] C'U'lT'louZum 

. Sub-G'l'oU'ps 

Sex 

Non Diploma holders/ 
Diploma holders 

Diploma holders/Degree holders 

Teaching experience 

< 5 I > 5 . years . .. years 
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Chi-sq~e va'tue Infe'l'enoe 

2 X _ 4.86 n.s. d.,_ 3 

2 X _ 5.24 

d.f_ 3 
n.s. 

2 X _ 1.27 
n.s. 

d.f_ 1 

2 X _ 8.98 •• 
d.f_ 1 
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T ea.cheJL6' F eeUng.6 a.bout the So ci.al S:tucUu Ma.teJvi.a,.U, T ea.ching a.n.d 

S;ta;t:u6 

These feelings were measured by the sentence completion test 

(Question 14). Seven open-ended statements were given to the teachers 

for completion and they related to 

1 a comparison of Social Studies with the traditional syhjects. 

2 the Social Studies materials as developed by the Institute. 

3 the invo1vement·of teachers in the development of the Project. 

4 the things teachers like best about the teaching of Social Studies. 

5 the things teachers found most difficult in the teaching of 

Social Studies. 

6 teachers' feelings about the discontinuity of Social Studies 

beyond Form Ill. 

7 teachers' feelings about the possible fate of Social Studies. 

An analysis of the pattern of replies made by respondents was 

first carried out so that the bulk of replies could be categorized 

into smaller units. Each. sub-item was made up of a number of state-

ments given by respondents and category boundaries were drawn where 

a "natural break" seemed to occur. Some of the sub-i tems had a 

dichotomous response pattern, that is, were made up of two values. 

Others were multi-valued, that is they were characterized by three or 

six values. In the process of categorization, single words or 

adjectives used by the respondents in presenting their views, were also 

categorized. The categorization thus preserved a large amount of the 

richness of the original responses and in a relatively rigorous format. 

The next step was to try to "objectify the subjective" .. 
(Kerlinger), to do some inter-raterreliability study on the catego-

rized response types in each sub-item, since. projective devices haYe a 

large element of subjectivity of interpretation. The categorized data 
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were presented to six independent judges who were asked for their 

views on the categorization. To the extent that their views corre-

lated highly with the researcher's categorization, to this extent 

objectivity had been achieved. 

The six judges whose views were tested, were approached sepa-

rately within a fortnight. Thus the assumption could be made that 

they had not come together and so could not be expected to influence 

each other's opinions of the classification. In other words, the 

data obtained from each judge were independent of the data from other 

judges. 

To test the validity of the categories used for classifying 

these open-ended responses, a binomial test was used. A formula for 

this test specially devised by Dr Mc Lean of the Liverpool School of 

Education is reported in Appendix I. 

For a null hypothesis, it was supposed that statements were 

assigned to categories at randomo On this null hypothesis, 

r • number of statements on whose classification all judges agree 

N • number of statements which are being classified. 

r was compared with iN. If r is ~ iN, the null hypothesis could be 

safely rejected. 

The values of the 7 sub-items are tabulated as follows: 

Tabte A13: Vatues of the 7 sub-items of Question 14 

Sub~Items . .. . . . .N r 

A 166 137 

B 164 154 

C 154 132. 

D 177 142 

E 130 130 

F 158 132 

G 145 145 
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In the case of each sub-item, r was much greater than ~N. So 

in each case the null hypothesis could be rejected. The categories 

used for classifying open-ended responses were thus valid. 

The categories obtained for each sub-item were as follows: 

A14: Categor-ization of Items 

Sub-Item A: Corrtpa'1'ing SoaiaZ Studies with the traditionaZ 

subjeats 

Category 1: The interest and appeal of Social Studies as 

a study of· society and a preparation for 

citizenship. 

Category 2: The pupil-centered approach and inter-

Response 

Rate % 

84 

disciplinary nature of Social Studies. 10 

No response 6 

Thus, 94 per cent of the teachers found Social Studies 

a far more interesting subject than the traditional subjects. 

In an examination-conscious society, this is perhaps remark-

able in itself. 

Sub-Item B: ~e SociaZ Studies mater-iaZs as deveZoped by 
the. Institute 

Category 1: They are appropriate, relevant and attractive. 77 

'Category 2: They are inadequate and incomplete. 15 

No response 8 

Sub-Item C: Teaahert invoZvement in the Project deveZopment 

Category 1: Teachers to be co-deciders. 76 

Category 2: Teachers to be acceptors. 11 

No response 13 
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Sub-Item D: The things teaahe:ras Uke best about the 

teaahing of SoaiaZ Studies 

Category 1 : 

Category 2: 

Category 3: 

Category 4: 

Sub-Item E: 

Good class participation. 

The treatment of social issues. 

The variety of teaching techniques. 

The development of critical thinking. 

The things teaahe:ras found most diffiauZt 
in the teaahing of SoaiaZ Studies 

Category 1: The handling of value issues. 

Category 2: The language problem of students. 

Category 3: Discussion work/group work. 

Category 4: The handling of geographical data. 

Category 5.: The handling of topics (historical, economic, 

sociological) which do not come under 

teachers' specialisation. 

Category 6: The lack of visuals and other resources at 

Response 

Rate % 

23 

46 

20 

11 

10 

9 

11 

18 

20 

school. 7 

No response 25 

Sub-Item F: The disaontinuity of SoaiaZ Studies beyond 
Fom III 

Category 1: A disastrous move, a regrettable mistake, 

Social Studies to be an option at higher 

levels. 

Category 2: It helps students to choose separate 

subjects in line with their aptitudes. 

Category 3: It is inevitable because of the pressure of 

74 

7 

External Examinations. 2 

No response 17 
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Sub-Item G: 

Category 1 : 

Category 2: 

Category 3: 

The possibZe fate of SoaiaZ Studies 

Its survival subject to constant changes! 

modifications. 

A bright future. 

A bleak future if not extended beyond Form III 

No response 

Response 

Rate % 

6 

56 

20 

8 

In this chapter, Questions 1 to 4 have been considered. The 

results are summed up below and some general points are offered as 

conclusions. The relevant points have already been mentioned in 

some detail, and they only need summarizing here. 

The national survey by mailed questionnaire revealed that 

teacher background data (for example, sex, school types, years of 

teaching experience, qualifications, length of service at present 

school ••• ) could not be considered as significantly influencing 

curriculum implementation. Strategies of change differed in relation 

to differences in teachers' qualifications only. The mos t powerful 

teacher attribute in this analysis was, in fact, teacher training, 

The other teacher variables did not have any significant impact on 

the implementation process. 

Insofar as the ranking of the relative importance of the Project; 

objectives was concerned, the finding was that there was unanimity of 

opinion among the ,teachers and that teachers' attitudes to the Project~ 

objectives were on the whole positive. However unqualified or 

untrained teachers did not seem to be conscious of the de-emphasis on 
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the recall of facts in Social Studies education. Similarly, neither 

unqualified nor qualified teachers seemed to be aware of the great 

stress laid by the Project on skills objectives. Such objectives 

were given low priorities in ranking, while relatively high priori

ties were given to the objectives in the affective domain. The 

contradiction that appeared in the equally high and low ranking of 

attitudes/values objectives would seem to indicate that teachers were 

paying only lip-service to such objectives, and/or did not know what 

to do about them. 

With regard to teachers' attitudes towards the Projectiphilo

sophy.and rationale, an overall analysis showed positive attitudes. 

However, in the examination of the sub-items of the attitude scale, 

it became apparent that teachers were not clear about the principles 

underlying the new programme. The teachers trained by the Institute 

in the use of the Project~materia1s.showed more highly favourable 

reactions towards the Project~strategy, while the responses of both 

the unqualified teachers ,and Degree holders (without a professional 

qualification) revealed. reservations about many of the Project'ideas. 

By failing to establish appropriate relationship between the positive 

and negative sub-items of the attitude scale, teachers showed their 

misunderstanding of the Projectlstrategy; and therefore such teachers 

were likely to face problems in effectively translating the Project~ 

ideas in the reality of the classroom. 

Teachers showed unanimity in their reactions to the facilitatina 

and inhibiting factors of i1llplementation. The moat inhibiting imple

mentation factore were those relating to management strategies namely 

the decision to discontinue the Project beyond Form Ill, inadequate 

classroom visits by the Institute staff, and theproviaionof the 
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Form III national examinations in Social Studies. Thus the most 

significant issue of implementation according to the teachers, were 

those which were concerned with central policies, with macro-political 

factors. 

It was surprising to find that the teachers conceived the 

Form III national examination based on the innovative programme, as 

being the antithesis af the innovation. This may indicate that 

teachers felt cans trained by the examination in the sense that they 

might not implement the philosophy of the project but simply prepare 

students for the national examination o On the other hand, it is a 

fact that an innovative external examination such as the Form III 

examination can be an important asset to the implementation of the 

curricular innovation; the teachers who were preparing pupils for 

such an examinatian should have felt the need to implement the 

philosophy more keenly. 

The inadequate on-the-job support' and the discontinuity of the 

Project beyond Farm III were no doubt significant inhibitors of 

implementation. The prablem raised by the discontinuity of the 

Project beyond Form III will be considered later in this chapter. 

There was no substantial disparity between teachers'priorities 

and expectations in the ranking of objectives. These findings could 

be interpreted as reflecting a lack of realism on teachers' part. 

Knowing the constraints of the school background against which they 

were working and the pressure of external examinations they had to 

face right from lower secondary level, many teachers had reasoned 

that it ~Tould be possible for them to transform certain objectives., 

especially those in the affecti~~ domain into reality. This would 
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indicate that teachers tended to create a rather progressive image of 

their teaching which, in fact, was not consonant with the reality of 

the classroom situation. The same teachers did confirm in the open-

ended questionnaire that value-laden issues were difficult to handle. 

This finding could also be an indication of what teachers assumed to 

be the "dominant ideology". 

Teachi!.Y~' attitudes concerning important outcomes as a result of 

the teaching of Social Studies were found to be rather dissonant with 

their ranking of objectives and their expectations of the achievements 

of these objectives. The development of skills of inquiry was consi-

dered to be the most important outcome, while in the ranking of their 

priorities and expectations, teachers had not given much importance to 

the skills objectives. Teachers' contradictory opinions were also 

obvious in the low ratin~ given to the handling of value issues as an 

outcome of the teaching of Social Studies. On the other hand, 

teachers showed consistency in their comparatively high rating of the 

knowledge objectives, the recall of facts in particular. It would 

seem therefore, that while accepting the Project;objectives, teachers 

saw no way in which they could resist the demands of the examination 

system, the time-table and so on which forced upon them a particular 

approach to knowledge. There was also the fact that more than half 

of the Form III Social Studies teachers popUlation (about 65 per cent) 

were unqualified teachers who did not have any in-depth training in 

the subject matter and pedagogy appropriate for Social Studies and 

felt incompetent to handle such objectives. 

Teachers' feelings about the new Social Studies programme c~~ 

• • pared to the traditional subjects, and about the Projectlmaterlals 

were on the whole very favourable. Regarding teacher involvement in 
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development of the PJ:Qject, th-e Jllajo;r: implication was thftt the deve

loper could not account for the full range of teaching that existed 

in the classroom, and therefore the teachers' experience could help 

significantly in curriculum planning. Some teachers, however, 

opined that teachers had neither the required time nor the appropriate 

expertise to help in curriculum development. They also felt that 

leaving individual teachers to settle what should be done, could not 

really help the island's centralised educational system. 

Teachers liked a variety of things about the programme ranging 

from good class participation, the treatment of social issues, the 

variety of teaching techniques to the development of critical thinking. 

The things they found most difficult referred to the handling of 

values, the language problems of students, discussion and group work, 

the treatment of topics which did not come under their specialization 

and the lack of visuals and other resources at school. With regard 

to the treatment of aspects of the various disciplines upon which the 

integrated programme draws, the teachers' background data reveals 

that the average Social Studies teacher was likely to be unfamiliar 

with areas like Economics, Sociology, Geography or History. These 

were precisely the areas in which they felt insecure. 

Teachers'feeling towards the discontinuation of Social Studies 

beyond Form III were, on the whole, very bitter. They considered 

this to be "a disastrous move", "a regrettable mistake" and felt that 

Social Studies should have found its place in the system of options 

operating at Form V level. The majority felt that the Social Studies 

Project had a bright future, but many were also aware of its bleak 

future if the subject will not continue in higher forms. 
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It is obvious, therefore, that the structured system of the 

school in terms of movement from lower forms to higher forms imposed 

constraints on the innovation. The performance of the teacher was 

rated by how well prepared his or her students were for the Cambridge 

Form V examination. 

Thus the Cambridge external examination with their traditional 

format of examination papers, could be said to constitute a huge stumb-

ling block in the path of effective curriculum implementation at lower 

secondary level. Teachers would like to try implementing the type of 

abilities, skills and attitudes the innovative programme was trying to 

impart, but they felt they were distracted from such objectives by 

external examinations procedures, expectations and pressures at higher 

secondary leveL 

Ideally, teachers would have liked the Project to continue up 

to Form V, partly t6 circumvent the problem raised above and partly 

because the Project has made a significant. impact upon their thinking 

and that of their pupils. 

Summing up,then, evidence has been presented in this Chapter 

which bears directly on the four main questions outlined at the begin-

ning of the Chapter. The hypotheses may be briefly examined now: 

1. It was predicted that the Project would be implemented more 
..,A.. 

effectivelYAappropriate structural changes have taken place. 

Evidence thrown up in this chapter reveals that teachers feel 

constrained by the existing system of examination in their 

implementation of the Project. While the Teacher Questionnaire 

data do measure this hypothesis, they could be more complete 

by reference to the results of other measures. Therefore 
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judgements on this point may have to wait the results of other 

data analysis. A tentative conclusion would be that the 

existing structural changes are not conducive to effective 

implementation. 

2. Qualified and trained teachers would be expected to be superior 

to unqualified teachers in their knowledge of the ProjectSobjec-

tives. The teachers' data have been examined in detail on this 

point, and it is found to be quite true. The Institute-trained 

Diploma holders. do show a better knowledge of the Project objec

tives. The Degree holders who are not Institute-trained but 

who would be expected to perform equally well, do not in fact do 

so. This hypothesis, then, is fully confirmed. 

3. It was predicted that teachers would not have the same percep

tions in their ranking of their objectives' priorities and 

expectations. This is not confirmed. No disparity was found 

between priorities and expectations, revealing a lack of realism 

on teachers' part and a tendency to create a progressive image 

of their teaching. 

4. The fourth hypothesis predicting the superiority of the trained 

teachers over the other groups in their knowledge of the Project's 

philosophy and strategies, is wholly confirmed. The group of 

Diploma-holders manifested its clear superiority over the others. 

5. The fifth hypothesis predicting the more favourable attitudes of 

the trained teachers towards the Project, confirms the consistent 

superiority of the Diploma-holders group over the other gro~ps. 

However, other factors like the constraints of the examination 

system had also a great impact on teachers' attitudes. 
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The present findings, then, support the hypothesis about the 

impact of teacher-training in the implementation of the Project. 

Some of these findings will be used in the next Chapters to ascertain 

to what extent teachers behaved in accordance with the ranking of 

their objectives' priorities, and to what extent their expectations 

become true. 

1. Oppenheim, A. N.; 'Questionnaite'DesignandAttitudeMeasutement, 
Heinemann, Reprint 1970. 140. 

2. Shaw, M. E. and Wright, J. M., Scales'f6t'theMeasutement'in 
Attitudes, Mc Grsw Hill, New York, 1967. 565. 

3. Kerlinger, F. N.; Foundations 6f Behavioutal Research. 
Rinehart and Winston, 2nd edition, 1973. 

Holt, 

151 



CHAPTER IV 

RESULTS 11: IMPLEMENTATION IN THE CLASSROOM 

We now turn to the section of the results dealing with the 

actual use of the new curriculum in the classroom. This section covers 

Questions 5 and 8 in Chapter I,which run respectively as follows: 

]. To what extent are the intended role changes implemented in the 

classroom? 

2. What happens in the classroom context when the new curriculum 

is being implemented? 

These two questions may be put in the form of a few main hypo

theses to which, on theoretical and empirical grounds, the answer is 

predicted. Theoretically, the answers to questions 5 and 8 would seem 

to be fairly plain. The implementation of the Project's intentions 

should be fairly high among teachers who have been trained in the use 

of the Projece;materials, or who possess adequate skills and knowledge 

to understand the Project's philosophy and rationale. It could be pre-

dicted that unqualified and untrained teachers should find it difficult 

to cope with the Project's expectations for behavioural change on the 

part of both teacher and pupils in the classroom. 

The effective implementation of the new curriculum depends not 

only on the teacher personal factors, but upon a wide variety of fac

tors, some of which may be deciaiverather than incidental features of 

the implementation process. Such factors could well lead to adapta-

tions or adjustments being made by the teachers. Thus, it is expected 

that teachers would select features of the innovation which are congruent 
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with existing practices, while they would tend to ignore the new fea-

tures which make extra demands upon them. They would tend to revise 

the Project's objectives, and its expectations for teachers' and 

pupils' role changes in the c1a~sroom to suit their own needs. It 

could be further predicted that the unqualified teachers would adapt 

the Project in a less successful way than the qualified group. Adapt

ations of the Project could also occur as a result of unanticipated 

changes in the policy of the administrators. Evidence of such adjust

ments can only be obtained by documentary analysis. This will be 

reported in a later section. 

Information relating to the above points which could be obtained 

by direct classroom observation, has been collected so that the follow

ing broad hypotheses may be put forward: 

1. Trained and qualified teachers are predicted to be more effec

tive implementers of the new curriculum than untrained 

teachers; it is hypothesized that they perform higher on both 

F.I.A.C. categories of verbal behaviour and the Evans/Behrman 

observation schedule related to the implementation of the 

Project's main features. 

2. A great deal of adaptations of the Project's materials would 

take place in the classroom, and teachers would tend to pay more 

attention to the features of the curriculum which are consistent 

with existing features than to those which are new. 

3. The unqualified teachers would favour adaptations of the Project 

to their own needs without significantly modifying their own 

behaviour in accordance with the Project's intentions, much more 

than the qualified teachers. 
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Before presenting evidence bearing directly on these hypothe

ses consideration will be paid briefly to the method of analysis, the 

~Chool background characteristics and the reliability of the observa

tion instruments used. 

Using the data collected by the Flanders Interaction Analysis 

System and the Evans/Behrman Schedule, it was possible to consider 

classroom events in terms of the types of oral behaviour prevailing 

in the classroom. Other types of data related to classroom organiza

tion were also collected during the course of observers' visits to 

each classroom. Using the information thus gathered, an attempt will 

be made to search for patterns from among the classroom events in order 

to help explain why some teachers implement the new curriculum in one 

way, while others implement it in other ways. 

Regarding the analysis of structured classroom observation 

data, guidelines in the existing literature are few and rather vague. 

No good rationale exists as to why one mode of analysis should be pre-

ferred to another. Moreover, in view of the complexity of most obser-

vation systems, it is not easy to conduct all possible analyses. Only 

those which could provide the most appropriate description of the pheno

mena under study have been selected in this investigation. 

Thus, averaging the values on each of the variables such as the 

categories of F.I.A.C. provides a useful description of typical class

room practice in implementing the new curriculum. It was also consi

dered important to see how sub-groups of teachers depart from this 

average practice. For this purpose, chi-square tests were run on the 

154 



data of both observation systems to test for statistical differences 

among observations of teacher sub-groups. As a basis for the identi

fication of a category of "implementers" among the teachers, Pearson 

product-moment correlations were run between the behavioural indices; 

these were then subndtted for a factor analysis and varimax rotation 

by computer. 

The Flanders interaction system data and those of the Evans/ 

Behrman schedule will be analysed separately first, and then the results 

of both sets of observational data will be brought together in the 

search for relationships between sub-groups of teachers and the imple

mentation of the Project and in the establishment of a set of 

implementers. 

The eighty classes which were visited were drawn from sixty-nine 

schools, and some of the characteristics of those schools and classes 

are given in table Bl below. Histograms of these variables are illus

trated in tables 4(a) to 4(f) in Appendix 11. 

TabZe El: SahooZ C~tePi8tia8 

SahooZ Type: 

State 

Private 

Junior Secondary 

8ohooZ Envi'l'onment: 

Urban 

Rural 
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N 

10 

61 

9 

44 

36 

]2.5 

76.2 

]] .2 

55.0 

45.0 



CZass Sex Composition: 

Boys 

Girls 

Mixed 

Teaahe'l"s Sex: 

Male 

Female 

Teaahe'l"8 QuaZifiaations 

Unqualified 

Diploma Holders 

Degree Holders 

N 

15 

25 

40 

37 

43 

36 

28 

16 

% 

18.7 

31.3 

50.0 

46.3 

53.7 

45.0 

35.0 

20.0 

The State Schools and, in particular, the newly-built Junior 

Secondary SChools are housed in spacious and magnificent buildings. 

They are appropriately equipped both as regards classrooms, staff-rooms, 

offices, laboratories, workshops, libraries, hygienic quarters and as 

regards school grounds. 

Originally, the Junior Secondary Schools were to have a special 

technical characteristic which was meant to give a technical trend to 

secondary education, since it was reckoned that the latter is too acade-

mic and literary. Because they were originally designed to meet the 

needs of the less academic pupils, they were to have a strong technical 

orientation beyond Form Ill. However, these sChools have already been 

reorganized to form part of the normal secondary sChool system for chil-

dren up to Form V. This is due to the commonly-held belief that 

"academic" education is still the best form of education, as it is seen 

as a major determinant of life chances. 

In contrast to the State Schools and the Junior Secondary Schools, 

a significant number of the Private schools are run in rented building, 
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which were generally designed for residential purposes. There is a 

general lack of maintenance of the buildings, and the school furniture 

is of poor quality. The thin partitions between rooms do not lead to 

effective class management on either side. However, some of the 

Private schools especially the denominational schools, are manifestly 

of better quality. 

The structure of most classes in all three types of schools is 

such that it helps the teacher to dominate. A physical re-arrangement 

of pupils in groups occurs on rare occasions; the entire class is 

usually kept on a row to row desk arrangement. Under such circ~ 

stances, the traditional pattern of interaction whereby teacher talk 

predominates is very strong for both the teacher and the pupils. 

A: THE FLANDERS INTERACTION ANALYSIS SYSTEM 

I nteJr.-JULteJr. Re.UAbUUy 

Although the reliability of the F.I.A.e. had. been sufficiently 

demonstrated in earlier studies, the degree of agreement among obser

vers and observations in this study was calculated by comparing the 

coding of pairs of observers in the same classroom at particular 

points in time. The reliability figures were based on 160 joint 

observations of 80 teachers by sixteen observers and the researcher 

during three sets of observation; each teacher was observed for 40 

minutes in each of the three observation sessions. Reliabilities 

were calculated for each variable; thus, in the case of the Flanders 

system, each single variable is equivalent to each individual cate

gory (for example, Teacher Questions) or each combined set of cate-

gories (for example, Teacher talk). On the Evans/Behrman schedule, 

each statement forms a single variable. 
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reliability, Pearson product-moment correlations are reported for 

F.I.A.C. 

In general, agreement between all three sets of observation and 

the two raters was found to be satisfactorily high as is revealed by 

Table B2. It is of interest to point out here that the first and 

second set of observation was carried out by one rater, and the third 

observation by a second rater. 

TabZe B2: Pecwson COTTeZation Matmaes Showing Pattems of 

CorreZations among Observations 

(with p~babiZity ZeveZ) 

F.I.A. C. VariabZes lst/Srd 1st/2nd 2nd/Srd 
. . . Obsewation . . Observation. Obsewation 

Teacher Talk 57 *** 60 *** 67 *** 
Teacher Response 68 *** 79 *** 56 *** 
Teacher Question 73 *** 77 *** 66 *** 
Teacher Lecture 72 *** 80 *** 67 *** 
Pupil Talk 67 *** 81 *** 55 *** 
Pupil Initiation 23 * 2] * 90 *** 
Silence 67 *** 40 *** 49 *** 

(DecimaZ points omitted for the sake of convenience) 

The reliability levels for the F.I.A.C. variables are quite 

high. The high correlations are statistically significant at the 

.01 per cent level and beyond in most cases, with the exception of the 

~upil Initiation variable which had a more moderate significance 

for two sets of observation. The general conclusion is that there is 

a high degree of agreement among all sets of observation, and the 

agreement is not simply a chance occurrence. 
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The Qua..U;ty 06 Teac.heJl-Pupil. InteJt.aC.:tion 

A common procedure with F,I.A.C, data is to tally the absolute 

amount or frequency of each category across all observation sessions. 

The same procedure is usedhe~e, although it is also recognised that 

a totally different picture would arise if the duration of teacher 

behaviour in each category is analysed. Each category is considered 

in turn, and the data for all the teachers are added together. These 

category totals are expressed as a percentage of the total score of 

all recorded observations. This helps to give an aspect of the qua

lity of teacher-pupil interaction. 

In an attempt to provide the most appropriate description of 

teacher-pupil interaction, the raw data from the Flanders interaction 

coding was modified in some ways to allow for sensitive analysis of 

possible disparities among sub-groups of teachers and pupils. For 

instance, the treatment of categories 6 and 7 separately (namely 

Teacher gives direction and Teacher criticises) was dropped from the 

analysis. They were combined together under Teacher Control. 

Similarly, categories. 1, 2, 3 were combined together under Teacher 

acceptance and clarification of pupils' ideas and feelings o~ Teacher 

Response. Figure IX shows areas of F,I.A.C. matrix selected for 

analysis; it is provided on. the next page. 
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Figure IX: Areas of F.I.A.C. Matrix SeZeated For AnaZyais 
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Area A: Teacher talk - a hfgh percentage of this area tends to 

establish restraints to pupils behaviour in a Social 

Studies room. 

Area B: Teacher response .. the Social Studies teacher's changing 

role is positively related to this area. 

Area C: This tends to expand pupil's freedom of participation. 

Area D: Restricts pupil's par~icipation and the inquiry approach. 

Area E: Teacher control. 

Area F: Pupil's participation in response to questions. 
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Area G: Pupil's initiated talk in class discussion or group 

discussion. 

Area H: Wait-time silence and confusion. 

C.C.R.: Content cross' Ratio is devised from categories 4 and 5. 

TabZe B3: Teaone~ Pup~Z Interaotion in the cZass~oom 

(a) Teacher talk (1 to 7) 

(b) Teacher acceptance/clarification of Pupils' 
Ideas and feelings (1 to 3) 

(c) Teacher questions (4) 

(d) Teacher lectures (5) 

(e) Teacher control (6 to 7) 

(f) Pupil solicited talk (8) 

(g) Pupil initiation (9) 

(h) Silence/confusion (10) 

Peroenta(Jes of 
. Total, Observations 

72.93 

6.74 

21.5 

42.0 

2.69 

19.31 

0.5] 

7.3 

Several interesting points emerge from the table above which 

reflects data obtained from the whole sample. On the average, 73 

per cent of the classroom interaction was devoted to teacher talk 

which thus constituted the highest proportion of all interaction. 

Lecturing (42 per cent) was the most frequent kind of teaCher talk, 

followed by questioning (21.5 per cent). Praise or encouragement 

of the pupil, accepting or using pupils' ideas, accepting the feeling 

of pupils accounted for 6.74 per cent of verbal behaviour in the 

classroom. Giving instructions or criticisms were even more infre-

quent, both accounting for 2.69 per cent of all the talk in the 

classroom. 19.8] of the classroom interaction was devoted to p~pil 

talk; about 19.31 per cent of the talk is response to teacher ques-

tions and about .51 per cent of the talk was initiated by the pupil. 
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Silence, including wait-time and confusion accounted for 7.3 per cent 

of the classroom interaction. 

On the whole, the analysis of the data points to what Galton, 

Simon and Croll (l980) 1 would refer to as "the aeymmetr'!l of teache1-

pupil, interaction", namely the tendency for the teacher to spend most 

of the lesson time interacting with pupils, while the individual 

pupil interacts with the teacher for only a small proportion of the 

time. The teacher use of indirect verbal behaviour constituted 28 

per cent of teacher talk as compared with the use of direct verbal 

behaviour which accounted for 45 per cent of teacher talk. 

The Content Cross Ratio (CCR) which was 64 per cent revealed a 

heavy concentration on academic material. It is interesting to co~ 

pare this figure with a national average of 50 per cent to 55 per 

cent found by w~gg in Britain (1973) and by Flanders in U.S.A. 
;. 

(J97J)2. The high CCR also reflected the strength of the teacher's 

control over knowledge and the central place such control has in the 

definition of the teacher's role. 

In such an atmosphere of, teacher predominance in class, it is 

revealing that only 2.6 per cent of teaching acts fell into what is 

known as the "contXlol,Ung categorry". Little disruptive behaviour 

was observed, and this was supported equally by the observers' narra-

ti ve accoun ts • The teacher behaviour was in accordance with the 

role expectancies held for them by their pupils, and therefore, there 

was not much need of explicit disciplining or controlling moves. 

The evidence, then, from both observational data as well as 

from observers' descriptions of classes points to the prevailing 

atmosphere as being one capable of ensuring a high degree of attention 
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to the teacher's talk, Pupil initi.ation or unsolicited talk would 

amount to "disruptive" beha.viouX' in the average classroom. 

There was, of course, considerable variation in the verbal 

behaviour of individual teachers. Many of the teachers differed to 

some extent from the average behaviour illustrated in Table B4. 

Thus, the range is as follows: 

TabZe B4: Va.t"iation in ve:rbaZ be'haviou:r 

% 

(a) Teacher talk 98 - 44 

(b) Teacher acceptance and clarification of ideas 
and feelings 19 - 0 

(c) Teacher question 37 1.2 

(d) Teacher lecture 97 - 8 

(e) Pupil solicited talk 42.5 - .9 

(f) Pupil unsolicited talk 10 - 0 

(g) Silence/Confusion 24 - 5 

It seems clear, therefore, that many teachers differed in some 

respects from the typical behaviour provided by the expression of the 

category totals as a percentage of the total sum of all recorded 

observations. 

In spite of the overall differences in interaction among 

teachers, sub-groups of teachers may display similar behaviour charac-

teristics. The question which was asked, then, was whether there 

were certain characteristics which could affect teacher behaviour 

across the F.I.A.C. categories. This question was examined in re1a-

tion to the following sets of variables: 

1. teacher sex 

2. school environment 
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3. class sex composition. 

4. teacher qualifications. 

5. years of teaching experience. 

x~· 'tests were run to test for statistical differences among 

these relevant sub-groups. The results of these tests are illustra-

ted in Table B5 on the next page. An example of these cross

tabulations can be found in Table SA in Appendix 11. 

Of all the five selected variables, the one which was in fact 

strongly related to verbal behaviour across the F.I.A.C. categories 

was teacher qualifications; the relationship was not simply a chance 

occurrence. This confirmed the results reported in Chapter Ill. 

The Institute-trained Diploma holders and the Degree holders were 

more inclined to accept and clarify pupils' ideas and feelings 

(Teacher Response) than the unqualified group of teachers. Similarly, 

they were more inclined to encourage Pupil Initiation. The unqua

lified group was particularly more prone to lecturing than the pro

fessionally qualified groups of teachers. 

The results also show that class sex composition was strongly 

related to pupil initiation; girls' classes were more inclined to 

initiate ideas than boys or mixed classes. The other variables, 

namely teacher sex, the school environment. and years of teaching expe

rience were not at all related to verbal behaviour. 
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85: Differences in Verbal. Behaviour ~ Teaaher Sub-groups 

Sub-groups • Teaaher Pupil Talk Pupil Silence Teaaher Talk Teaaher Response Teaaher Question . .Initiation. . . . . . . . . . . ........... . . . . . . . . . . _ _ . . . . . . . . . . . . . Leatu:L!e . . . . . . . . 

1. Class Sex X2 
= 58.48 X

2 = 22.44 X
2 = 54.97 X2 = 94.1·9 X2 

;= 39.38 X2 ::22.58 X2 = 45.07 

Composition d·f = 54 d.f = 32 d.f = 58 d.f = 86 dof = 52 d.f dO d·f = 34 

n.s. n.s. n.s. n.s. n.s. ** n.s. 

2. Teacher Sex X2 = 36.64 X2 = 18.23 X2 = 26.36 X2 = 47.48 X2 = 14.95 X2 dO.53 X2 = 18.84 

d.f = 27 d.f = 16 d.f = 29 d.f = 43 d.f 0= 26 d.f = 5 d.f _ 17 

n.s. n.s. . n.s. n.s • n.s. n.s. n.s. -'" Rural/Urban X2 X2 X2 X2 X2 X2 X2 VI 3. = 25.04 = 15.52 = 29.60 =43.30 = 17.74 = 6.66 = 10.61 
Schools 

d·f = 27 d.! = 16 d.f = 29 d.f = 43 d.f;= 26 d.f = 5 d.f = 17 

n.s. n.s. n.s. n.s. n.s. n.s. n.s. 

4. Teacher X2 =42.2 X2 = 46.93 X2 = 63.05 X2 dI4.11 X2 = 58~8 X2 =:28.33 X2 = 44.60 
Qualification 

d.f = 54 d.! = 32 d.f = 58 d.f = 86 d.f = 52 d.f dO d.! = 34 

n.s. *.: . n.s. *.- . n.s. "* . n.s. 

S. Years of X2 = 26.58 X2 = 17.18 X2 = 34.27 X2 = 47.71 X2 = 25.29 X2 = 1.35 X2 = 19.89 
Teaching 

d·f = 27 d.! = 16 d.f = 29 d.f = 43 d·f = 26 d.! = 5 do! = 17 Experience 
n.s. n.s. n.s. n.s. n.s. n.s. n.s. 
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Both Ga1ton et a1 (1980) and Egg1eston et a1 (1975) made use of 

observational schedules with their precisely-defined categorie's of 

teacher-pupil interaction to develop their notion of teaching style or 

"a aonsistent set of teaahing taatias,,3. This set of teaching tac

tics evolves mainly as a result of careful observation of teacher-

pupil behaviour in the classroom. The same procedure of classroom 

observation will be used in this research in an attempt to categorise 

teachers in terms of implementers (high, medium and low). The theo-

retical basis for classifying teachers as high, medium and low imple

menters is briefly as follows: The new curriculum stipulates the 

teacher's changing role relationships. The teacher's changing role 

is positively related to Flanders' categories of Teacher Response, 

Teacher Question, solicited Pupil Talk and Pupil Initiation. It can 

thus be hypothesized that teachers who display these categories in 

the classroom will be high implementers. Those who encourage only 

Teacher Question and Pupil Talk are moderate implementers, while those 

who mainly stress Teachers Talk, particularly Teacher Lecture, are low 

implementers. 

In an attempt to establish a statistically-based rationale for 

classifying teachers into categories of implementers, an analysis of 

the average scores of each teacher over all observations was carried 

out. The pattern of intercorrelations among all three sets of obser

vations was first examined for its degree of agreement or consistency. 

Since agreement between all three observations was found to be satis

factorily high, the average scores could well be used to subdivide the 

teachers into categories of implementers. 

The statistical technique used was Pearson's correlation co-

efficient. The results are tabulated in Table B6. 



Teaohep Ta'Lk 

Teacher I 
Talk 

Teacher 
Response 

Teacher 
Question 

0'1 
-.J 

Teacher 
Lecture 

Pupil 
Talk 

Pupil 
Initiative 

Silence 

B6: Intepoo1.Telation of F.I.A.C. CategoPies 

(PeaPson co-oefficients urlth probabiLity LeveZ) 

Teachep Response Teachep question Teachep Lectu:l>e 
. . . . . . . 

- 21 - 55 82 
* *** *** 

I 24 - 51 
** *** 

I - 85 
*** 

I 

(DecimaL points omitted fop oonvenience sake) 

PupiL Pupil, SiLence .TaLk .. . Initiation. 

- 74 - 44 - 29 
*** *** ** 

22 27 - 16 
* ** n. s. 

75 05 - 31 
*** n.s. ** 

- 82 - 29 07 
*** ** n.so 

I 07 - 38 
n.s. *** 

I 30 
** 

I 



Teacher Talk and Teacher Lecture both show a negative correla-

tion with the other interaction variables. Teacher Question and 

Pupil Talk show a high correlation, whereas Teacher Response and 

Pupil Initiation are highly correlated. A tentative empirical basis 

for classifying teachers into categories of implementers might be 

thus established: 

1 • Low implementers Teachers who had a relatively high total 

of talk and lecture. 

2. Medium implementers Teachers who scored relatively high on 

question and pupil talk. 

3. High implementers Teachers who scored relatively high on 

question, pupil talk, as well as on 

teacher response and pupil initiation. 

The following case numbers would identify the three types of 

implementers: 

B7: CategoPies of ImpZementeFs based on InteFaoFFeZation of F.I.A.C. 
aategones 

Low imptementeFs Medium imptementeFs High imptementeFs 

Case Nos. (N = 25) Case Nos. (N = 30) Case Nos. (N = 25) 

34 5 35 56 2 47 
3 41 7 36 58 12 57 
4 42 9 37 63 17 62 
6 48 10 38 65 18 64 
8 49 14 43 67 19 66 

11 51 15 45 69 23 70 
13 53 16 46 7] 26 72 

20 54 29 50 ' 74 27 73 
21 59 30 52 76 28 75 
22 60 32 55 79 31 77 
24 6] 39 78 
25 68 40 80 
33 44 
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In an attempt to establish a more rational grouping of such data, 

factor analysis was run on both F.I.A.C. and Evans/Behrman schedule 

variables. This procedure will be considered later in this section. 

B: THE MODIFIED EVANS BEHRMAN OBSERVATIONAL SCHEDULE 

This schedule measured what actually happened in the classroom 

using the new curriculum programme. As explained in Chapter 11, it 

was based on a list which reflected all the main characteristics of 

the programme. Using such a checklist each observer made judgements 

about the implementation of each feature of the programme, and gave a 

score of ] if the characteristic was observed, at least sometimes, 

during a whole lesson and 0 if not observed. Table Ba represents 

the selected implementation data which were collected with such an 

observation schedule. 

BB: CheakZist Items 

Teacher ensures that lesson objectives are made clear to the 

class. 

2 Contribution of teacher and pupil talk is approximately 

equally balanced. 

3 Teacher supplements the textbook content. 

4 Teacher uses a reasonable number of visual devices, including 

textbook pictures. 

5 Pupils are encouraged to find information from a variety of 

sources. 

6 Teacher develops ideas, concepts and generalizations. 

7 Teacher strikes a balance between factual and thought-provoking 

questions. 

a Discussion between teacher and class, teacher and group, 

teacher and individual is encouraged. 
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9 In the treatment of value issue, pupils are allowed to clarify 

their attitudes and values. 

10 Pupils are encouraged to be objective in discussion and in 

evaluating information. 

11 Recording work is discussed with class, but pupils are free to 

write or draw. 

12 Teacher ensures that class knows and understands textbook 

content. 

In view of the binary nature of the data, chi-square tests were 

used to. assess inter-observation reliability. The results are as 

follows: 

B9: Inter-Observation ReZiabiZity on the Evans/Beh~ SaheduZe 

1st/2nd lst/3rd 2nd/3rd 
. Obse1'1)ation . .Obsep.vation . Observation 

Sub-Items 

x2 
= 1.06 x2 

.... 10.13 x2 .... 1.84 

n. s. *** n.s. 

2 x2 _23.11 x2 - 9.61 x2 
== 2.82 

* •• ••• n.s. 

3 x2 
5.14 x2 

= 14.29 x2 .... 71'96 

• * •• *. 
x2 .... 7.55 x2 _ 15.99 x2 .... 2.43 4 

•• *** n.s. 

5 x2 - 3.21 x2 == 23.77 x2 
-= 3.17 

n.s. ••• • 
6 x2 

== .78 x2 _ 24.10 x2 - .04 

nos. •• * n.s. 

7 X2 - 8.59 X2 == 15.92 X2 - 1.63 

.* *.* n.s. 

8 X2 == 23.04 X2 _ 15.16 X2 .... 10.13 

••• *.* ••• 
9 X2 == 2.15 X2 .... 32.70 X2 - 5.46 

n.s. •• * * • 
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Sub-Items 1st/2nd 1st/3rd 2nd/3rd 
Observation Obsewation Observation 

10 x2 
= .01 X

2 = 1.11 X2 = .000 

n.s. n.s. n.s. 

11 X2 = .026 X2 = 9.09 X2 = .06 

n.s. •• n.s. 

12 No computation given that there was only 1 row. 

(Note: The first and second set of observation was carried 

out by one observer, and the third observation by a second observe~ 

The results show clearly that the first and third set of 

observation illustrates a high degree of agreement across all items 

(apart from item 10) as expressed by highly significant chi-square 

values. Inter-rater consistency is not so obvious in the case of 

certain items in the other sets of observation. This can be 

explained by the fact that this observational schedule was in fact 

measuring far more complex behaviour than the F.I.A.C. system, for 

example, ensuring that lesson objectives are made clear to the class 

(Item 1), aiming at objectivity in class discussion (Item 10) or 

clarifying pupils' attitudes (Item 9). Such types of behaviour 

occurred too infrequently during the check lessons to allow for grea-

ter consistency among all three sets of observation. For instance, 

not all the lessons observed were introductory lessons which would 

enable the observers to rate the teacher's efficiency in explaining 

the lesson objectives. 
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Thus, in spite of the fact that one set of observation was out 

of line with the other two, the reliability of this measure can be 

fairly well-established. 

V-i.66eJLenc.e.6 among Tea.c.heJL Sub...GJr.oup6 

Chi-square tests were run to test for statistical differences 

among relevant teacher sub-groups across all twelve items of this 

schedule. The results are shown in Table Bl0 on pages 174 and 175. 

An example of these cross-tabulations is given in Table 5(b) in 

Appendix 11. 

The attribute which made a significant impact on the implemen

tation of the Project's main features, is no doubt teacher qualifi

cations. The results reveal a strong relationship between this 

attribute and eleven of the twelve items of the observational sche-

dule. They thus confirm the previous findings on F.I.A.C •• Qualified 

teachers, including the Diploma-holders and the Degree-holders, were 

more inclined to implement the Project's strategies than the unquali

fied groupo They were particularly keen on making lesson objectives 

clear, inviting class contribution, using visuals, developing ideas 

and concepts, maintaining a balance between factual and thought

provoking questions, and carrying out discussion work. They were 

less keen when it came to supplementing the prescribed textbook, 

encouraging pupils to locate information, handling and clarifying 

pupils' attitudes, aiming at objectivity in discussion and allowing 

pupils freedom in recording work. Irrespective of their qualifica

tions, teachers on the whole helped their pupils to understand and 

know their textbook content. 
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The number of years of teaching experience seems 'also to be 

influencing, to a minor extent, the implementation process. Teachers 

with more than five years of experience were more conversant with some 

of the Project's strategies. 

Class sex composition was not a significant controlling factor. 

It would seem, however, that girls' classes showed more eagerness in 

locating information, carrying out objective discussion and recording 

work by themselves. 

The school environment variable reveals a significant difference 

only in the case of Item 7 (The teacher maintaining a balance between 

factual and thought-provoking questions), rural teachers being more 

inclined than urban teachers to ask thought-provoking questions. 

The explanation of this finding is rather evident; most of the 

newly-built Junior Secondary Schools are in fact in rural areas, and 

such schools are staffed with qualified teachers {Diploma holders 

and Degree holders}. 

The general impression, then is that teachers/sex, school 

environment, and class sex composition and, to a lesser extent, years 

of teaching experience exert little effect on the implementation of 

the Project's main characteristics. 
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Tab1.e B10: Di!!erences among Teacher Sub-grou:ps in the Imp1.ementation of the Project's main !eatuPes 
_. .0 

1. Making lesson 
objective.s 
clear 

2. Equal 
contribution 
of teacher 
and class 

3. Supplementing 
pupils' 
textbook 

4. Using visuals 

5. Locating 
information 

6. Developing 
ideas and 
concepts 

Teacher 
. ,Se:¥: . 

x2 
= 7.29 

d.! = 3 

n.s. 

X2 - .58 

d., ;:::; 3 

n.s. 

x2 
= 1.86 

d.! = 3 

n.s. 

X2 = 6.39 

d.! = 3 

n.s. 

X2 = 2.57 

do! = 3 

n.s. 

X2 = 5.5 

d.! = 3 

n.s. 

Schoo1. 
Environment, . 

X
2 

= 2.52 

d.! = 3 

n.s. 

X2 ;:::; 2.21 

d.,;:::; 3 

n.s. 

x2 = 1.09 

d.! = 3 

n.s. 

X2 = 3.49 

d.!= 3 

n.s. 

X2 == .78 

d.! = 3 

n.s. 

X2 = .08 

d.! == 3 

n.s. 

Cl,a,ss Se:¥: Teacher Years o! 
,Composition ,. QuaUfications . , E:x:perience 

'X2 = 5.34 X2 = 28.59 X
2 = 13.34 

d., = 6 d.! ..., 6 d., = 3 

n.s. . *** ** 

X
2 

.,.. 3.41 X2 = 22.99 X2 - 7.936 

d.' ..., 6 d., = 6 d·f = 3 

n.s. ' .*** * 

X
2 

= 4.83 x2 = 19.56 X
2 

- 7.99 

d.! = 6 d.! = 6 d·f = 3 

n.s. ** * 

X2 = 9.11 X2 = 21.2 X2 = 10.75 

d.! = 6 d.! ' 6 d.! ' 3 

n.s. **'1' ** 

X2 ....12.33 X2 
;= 13.75 X2 = 13.11 

d.! = 6 d.! = 6 d.! = 3 

* * ** 

X2 = 4.71 X2 = 35.13 X2 = 5.45 

d.! = 6 d.! = 6 d.! = 3 

n.s. *** n.s. 



Featu:Pes 0' New Teachep Schoo~ Class Sex Teacl1.e:r Yeaps 0' 
CuzTiculum Sex. Environment. Corrrposition . . Qualifications .E:x:perience 

7. Keeping a balance X
2 

= 6.11f 'X2 = 11.01 'X2 
"'?" If.99 'X2 = 33.00 X2 

0= 6"lf2 
between factual d., -:- 3 d., := d., ;= d., ;=. d.! = 3 and thought- 3 6 6 

provoking question. n.s. *. n.s. *** n.s. 

8. Carrying out X2 = 7.91 X2 - 3.Iflf X
2 

;= 7.38 X2 
;= 39.Iflf X

2 = 2.23 
discussion work d., = 3 d., = d., = d., = d.! = 3 3 6 6 

* n.s. n.s. *** n.s. 

9. Clarifying pupils' X2 = If.88 X2 = 2.61f X2 = 9.59 X2 = 13.09 X2 = 2.30 
attitudes d.! = 3 d.! = d.! = d.! = d.! = 3 3 6 6 

n.s. n.s. n.s. * n.s. -....., 
VI 

X2 X2 X2 X2 X2 10. Aiming at = 6.21 = 3.lfO = 15.64 = 16.77 = If.68 
objectivity in d.! _ 2 d.! = 2 d.! = If d.! = If d.! = 2 discussion 

* n.s. ** ** n.s. 

11. Pupils' freedom X2 = 7.02 X2 = 3 .. 97 X2 = 17.08 X2 = 12.31f X2 = 5.29 
in recording d.! = 3 d.! = 3 d.! = 6 d.! := 6 d.! = 3 work 

n.s. n.s. ** * n.s. 

t2. Helping pupils X2 
= .018 X2 

= 1.01 X2 
== 3.12 X2 3.81 X2 = .707 

to understand -

textbook content d., = 1 d.! = 1 d.! = 2 d., = 2 d.! = 1 

n.s. n.s. n.s. n.s. n.s. 



An intercorrelation of all twelve items on the Evans/Behrman 

Schedule was carried out as a basis for establishing a classification of 

teachers into categories of implementers. Chi-square tests were run 

for this purpose and the results are tabulated in Table B11 below. 

An example of these cross-tabulations is provided in Table 5(c) in 

Appendix 11. 

Bll: Interao~e~tion of Items on the Evans/Behrman SaheduZe 

(ProbabiZity ZeVeZs) 

1 . 2. .3. .4. 5. ... 6 ... . 7 . .. 8 . ... 9 10 11 

I .000 .115 .000 .000 .000 .008 .092 .376 .187 .000 

2 I .032 .002 .000 .000 .000 .000 .042 .063 .000 

3 I .058 .110 .003 .000 .001 0040 .017 .018 

4 I .000 .001 .016 .030 .601 .302 .168 

5 I .001 .029 .026 .666 .431 .000 

6 I .000 .001 .383 .064 .052 

7 I .000 .006 .000 .100 

8 I .000 .000 .049 

9 I .000 .019 

10 I .022 

11 I 

12 
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12 

.003 

.002 

.305 

.009 

.000 

.003 

.218 

.397 

.920 

.677 

.017 
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The pattern of intercorrelations which emerges from that table 

reveals, in general, a large number of correlations showing no relation 

between behavioural categories, with a small contrasting group of mode

rate correlations. 

It would be very difficult to establish a classification of 

teachers into categories of implementers on such a basis. Therefore 

recourse was made to factor analysis. Factor analysis could help by 

taking the first step of summarizing the data in an appropriate way. 

Factor analysis was considered to be a rational and convenient 

procedure for establishing a basis on which teachers could be assigned 

to low, medium and high implementers. Factor analysis is a compli

cated mathematical procedure that virtually requires the use of a 

computer. The method used in this study was the principal components 

analysis with varimax rotation, and it was applied on the computer, 

using Nimbus Programme N X 72. 

This technique is used conservatively since the rotated compo

nents resulting from this-analysis cannot be regarded necessarily as 

the optimal one for these specific data. Scores from different 

raters were used to assess what were essentially single measures, and, 

in combination, could well weight certain parts of the underlying 

variance disproportionately. While stressing the need for caution in 

the use of this technique, it is also interesting to point out that the 

analysis does offer a statistically-founded procedure which obviates 

the danger of using intuition/logical scales for classifying teachers, 

which might not have much interrelationship. 
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The varimax analysis was carried out on the twenty-one variables 

of F.I.A.C. and the thirty-six variables of the Evans/Behrman Schedule. 

Only two variables were eventually excluded, the first and third 

ratings on the Evans/Behrman Schedule, Item 12, as these have zero 

variance; the total of variables considered was thus 57. The ana1y-

sis started with the computation of correlations between these 

variables and the turning of these correlations into factor loadings, 

which can be most easily understood as "the correZations between each 

va:riab Ze and each factor". (Furneaux et a1, 1973)~Factor analysis 

can be thought of as "a geometric representation of these correZatione" 

(Brown and Weisberg, 1980){ it tells us how many factors are necessary 

in order to account for the relationship in the correlation matrix. 

Table B12 illustrates six of the hypothetical factors which can 

be used to explain the correlations between the variables. Th.ere 

are, in fact, fifteen significant factors from the principal components 

analysis. After factor I (26 per cent of the variance), the factors 

fall off remarkably in size. Factor 11 includes 9 per cent, Factor 

III 6 per cent, Factor 5 per cent etc •••• Factor I is both the 

largest and the most global; it includes the variance of both FoI.A.C. 

and Evans/Behrman Schedule. A complete table of factors I to IX is 

given in table 6(a) in Appendix 11. 
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TabZe B12: V~ anaZysis of Main Faewrs derived from C(}X'X'elation Matrix aeross 55 VariabZes 

ObservationaZ Va:t>ia1JZe SeheduZes . Faetor I Faet(}r II Faetor III Faetor IV Faetor V Faetor VI 

Evans/Behrman (Item 1) 1 
3 Raters' scores 2 64 

3 - 39 

(Item 2) 4 - 54 30 
5 - 50 - 39 
6 - 32 27 

(Item 3) 7 - 34 57 

- 8 36 
\l:\ 9 62 

(Item 4) 10 - 35 
11 - 36 
12 

(Item 5) 13 - 46 
14 - 33 
15 - 55 

(Item 6) 16 - 35 37 
17 - 34 
18 41 

(Item 7) 19 - 39 58 
20 
21 78 



Obsewati.orta 7, VtJPlab7,e Factor I Faetor II Faetor III Faetor IV Faetor V Faetora VI Sehedu7,es .. 

Evans/Behrman (Item 8) 22 45 
3 Raters' scores 23 - 31 -35 31 

24 

(Item 9) 25 85 
26 
27 

(Item 10) 28 
29 - 68 
30 - 35 

(Item 11) 31 ..... 
co 32 0 

33 

Evans/Behrman (Item 12) 34 - 76 
1 Raters' scores 

Flanders' Interaction 35 65 
System 36 - 72 

1st Rater's scores 37 - 83 
38 88 
39 - 85 
40 
41 72 



Obser"'l)ationa~ 
Variab~e Facto'P I J?acto'P IT Facto'P III Facto'P IV Facto!' V Facto!' VI 

Schedu~es 

Flanders' Interaction 42 67 - 57 
System 43 - 69 
2nd Rater's 44 - 88 
Scores 45 87 

46 - 83 
47 - 78 
48 75 46 

3rd Rater's 49 73 
Scores 50 - 59 - 51 - 78 OD ..... ' 

52 81 
53 - 69 - 38 
54 - 85 
55 86 

Eigen-Values 14.29 4.71 3.29 3.05 2.50 2.20 

Proportion of 
Total Variance 26% 9% 6% 5% etc. 



The meaning of the factors can be interpreted in terms of high 

factor loadings regardless of the positive or negative sign. The 
'" latter simply illustrates the db'cetion of the relationship that each 

variable holds with the factor. Thus the first factor has high load-

ings on a large number of variables, especially on the F.I.A.C. 

F.I.A.C. variables 3, 4 and 5 load most heavily on this factor, with 

F.I.A.C. category 1 next in order of size. These loadings, however, 

vary in direction: F.I.A.C. categories 1 and 4 load positively, 3 and 

5 negatively. A number of the Evans/Behrman variables have smaller 

significant loadings on this factor. 

Movi,ng on to Factor 11, it can be seen that it complements the 

picture, 'in that its highest loadings come from F.I,A.C. category 2 

and 6. These 2 categories load in the same direction. Generally 

speaking, the contribution made by the Evaas/Behrman variables to 

this fa,ctor is not significant, although item 10 has ilignificant 

loadings. 

Factor lIt is specific for F.I.A.C. variable~ 7. Agatn, the 

Evans/Behrman variables do not make a contribution. Factor 4 is 

epecific,to certain of the Evane/Behrman vari~les (1, '2, '3, 6 ~d 7). 

The varimax method of factor analysis, a8 ueed here, provides a 

r~tated solution, that is to eay, the amounts of variance attributed 

to each factor, are spread equally &mons the factors. It is notable, 

however, that the firlt f"ctQ'I:' account. for a great propo'l-tion of th~ 

total variance 26 per ceat in ~0ap_ri8oft with 9 per ceat for the second 

'factor, 6 per cent for the thb:d·tactor and'S per, cent for the fourth 

factor. In other word~,' ~tte' t,he rot"tiQn,. 'tt~, "~l".,~ctri' . ' 

appears tci predOminate ill. the data" 8n4t1teft.,i.8·::.::_~1,".".eof 
the amount. of vari.ance fI'Ollt.1ftH:ort to<,th.t~.~·";;:;;\;· ":;;,f ",. 
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The task in relationship to setting up a criterion for dividing 

the teachers in categories of implementers, is to establish a basis 

which is both relatively straight-forward and draws on the two obser-

vation~ instruments - F.I.A.C. and Evans/Behrman Schedule. As 

Factor I is the largest and the most global (including the variance 

of both instruments) it seems the best basis for classifying teachers. 

It has loadings from both F.I.A.C. and Evans/Behrman Schedule as illus-

trated in Table B12. 

This factor therefore can be used like a scale, and the scores 

of individual teachers can be computed. These are the factor scores 

and it would seem reasonable to use these as a basis for classifica-

tion. It contains a disproportionate amount of whatever is being 

measured by the Flanders' system and the Evans/Behrman Schedule (26 

per cent) compared to the other components; and although predomi-

nantly a F.I.A.C. component, the Evans/Behrman Schedule items make a 

modest but pervasive contribution. 

A cut-off for identifying teachers into the three categories of 

high, medium and low implementers was determined empirically by 

inspection: the total range of factor scores was examined in the 

light of the need for relative discrimination among the implementation 

categories. + The value of - .6 was decided as a cut-off which yielded 

the "e:x:tr-eme" implementation groups with approximately equal numbers 

in each, and which left a larger group of medium implementers falling 

+ between - .6. Above .60 all factors scores were considered to be 

significant, and the factor scores were coded high; below .60, they 

were insignificant and were coded low. Due to the conventions of 

the positive/negative signs resulting from the analysis, a high factor 

score identifies a low implementer, a'low factor score a high 
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implementer. Consequently, using the cut-off point of ! .60, 21 low 

implementers, 37 middle implementers and 22 high implementers were 

identified. Table B13 below illustrated the use of this cut-off 

point in the classification of teachers. 

Table B13: Classification of Teache~s on the Basis of Sco~es of 

Facto~ I 

High facto~ sco~es + .60 

Low facto~ sco~es - .60 

Case Facto~ I Case Factor I C Factor I Case Factor I 
Scores Scores ase Scores Scores 

1 66 21 1.12 41 1.55 61 1 • 11 

2 - 80 22 78 42 93 62 - 83 

3 1.43 23 - 1.00 43 35 63 - 14 

4 86 24 81 44 - 65 64 - 79 

5 - 20 25 - 25 45 - 44 65 - 40 

6 88 26 - 01 46 51 66 - 1.26 

7 - 44 27 - 99 47 - 1.59 67 - 57 

8 20 28 - 70 48 2.6] 68 1.20 

9 - 4] 29 - 1.27 49 64 69 - ] ) 

]0 - 29 30 - 28 50 09 70 - ]3 

1 1 1.22 31 - 1.20 51 3.18 71 08 

12 - 1.27 32 09 52 - 21 72 - 1.28 

13 93 33 39 53 1.81 73 - 92 

14 - 15 34 39 54 1.47 74 - 11 

15 24 35 50 55 42 75 - 37 

16 - 49 36 42 56 - 43 76 - 69 

17 - 09 37 30 57 - 1.66 77 - 1.58 

18 - 32 38 42 58 39 78 - 2.56 

19 - 81 39 - 1.17 59 1.82 79 01 

20 80 40 - 1.50 60 63 80 - 71 

184 



The following case numbers identify the high, medium and low 

implementers. 

Table B14: The 3 Categories of Implementers based on Factor 

Analysis (80 Cases) 

Low Implementers Medium Implementers High Implementers 

Cases = 21 Cases = 37 Cases = 22 

1 5 38 2 

3 7 43 12 

4 8 45 19 

6 9 46 23 

11 10 50 27 

13 14 52 28 

20 15 55 29 

21 16 56 31 

22 17 58 39 

24 18 63 40 

41 25 65 44 

42 26 67 47 

48 30 69 57 

49 32 70 62 

51 33 71 64 

53 34 74 66 

54 35 75 72 

59 36 79 73 

60 37 76 

61 77 

68 78 

80 

It is interesting to compare the results of this factor analysis 

with Table B7 which illustrates the results of classification based on 

the correlation matrix of the F.I.Ate. variables. There is a hd.;gh 

degree of overlap between the case numbers, although as stresged ear-

lier, the factor analysis is the basis chosen as giving a clear cut-

picture of the categories of implementers. 
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The classification of teachers-into high, medium and low imple-

menters on the basis of observation data, serves to describe the 

variety of behaviours exhibited by individual participants in the new 

progrannne. Within these three categories, the teachers were using 

the innovation to suit the unique needs of their particular institu-

tional setting. To some extent, therefore, it can be claimed that 

this classification illustrates the "ZeveZs of use" of the new pro-

gramme. Ideally, an application of the LOU model advocated by Hall 

and Loucks (J977)6and refined by Leithwood and Montgomery (J980)1 

might have provided a clearer picture of the incomplete and non-

uniform implementation which was taking place. 

However, it was recognised that combining the dimensions of the 

innovation programme with the need to understand levels of use for 

each of these dimensions, was an unwarrantly complex task to undertake 

within the scope of this study. Moreover, the need to add to the 

levels-by-dimensions profile a third aspect, namely the variety of 

sources of information, also served to discourage the use of the 

refined LOU procedure. 

The factor analysis thus yielded three main groups of teachers 

implementing the new curriculum. These three groups of implementers 

are named respective 1y "high", "medium" and "ZOIJ)". The descriptions 

of each category of implementers that follow, are based particularly. 

on the variation on the use of the F.I.A.C. categories of teacher-

pupil interaction. As stressed earlier, component ] which has been 

set up as the criterion for classifying teachers, is predominantly a 

F.t.A.C. component and is defined by a combination of high total 
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teachers talk and teacher lecture together with low teacher question

ing and pupil talk. The Evans/Behrman Schedule items make a modest 

but pervasive contribution to this component. Low ratings on this 

schedule (significantly in the case of items 2, 4 and 5 and not 

significantly in the case of items 1, 3, 6, 7 and 8) are also charac

teristics of component 1. 

The main characteristics of each of the three groups of imple

menters are briefly as follows: 

1. High ImpZementers 

This group accounts for 27 per cent of the sample and is charac

terized by a low level of teacher talk and teacher lecture together 

with a high level of teacher questioning and pupil talk. This group 

devotes a significant proportion of time to encouraging pupils to 

initiate and express ideas and to answering questions. Questioning 

is used substantially during discussion, and the questions are both 

factual and open-ended. Such teachers make an attempt at prolonged 

interaction with their pupils. 

The pattern which emerges from the Evans/Behrman observation 

Schedule is of teachers who try to make their lesson objectives clear 

to the class, supplement the textbook content, encourage their pupils 

to find information from a variety of sources, use a reasonable number 

of visual devices, and encourage discussion at all levels in the class

room. However the handling of value issues or controversial issues 

is generally avoided even by this group of teachers although a few of 

these teachers do make some efforts to incorporate value discussions 

into their instructions. Observers' descriptive accounts indicate 

that such teachers move a lot round the class, or from group to group 

if the class is organised this way for group discussion. 
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2. Medium ImpZementers 

This group comprises 47 per cent of the sample, and they maxi-

mise the use of questions. The questions are mostly related to the 

textbook content and are mainly of the closed or convergent type. 

Unlike the high implementers, these teachers do not encourage the 

pupils to ask questions nor to initiate ideas. They always ask the 

questions themselves and solicit pupils' answers, sometimes by giving 

clues signalling what .the appropriate answer is likely to be. 

Since most of the lessons are devoted to the discussion of fac

tual information related to the topic, it is not surprising that value 

issues are very rarely explored by these teachers. 

Data from the Evans/Behrman Schedule confirm this finding and 

also indicate that these teachers make some efforts occasionally at 

clarifying their lesson objectives, at using extra information to 

supplement the textbook content and at using adequate visuals. 

Observers' descriptive accounts indicate that this group of 

teachers move sometimes around the class when metivating individual 

pupils to answer que.stions. 

3. Low ImpZementers 

This group consists of 26 per cent of the teachers, and has the 

highest level of teacher talk and lecture. Members of this group 

tend to lecture most of the time and to use very few questions, all 

factual, to check the class power of assimilation. The strategy of 

this group is formal class teaching, based on the use of the textbook 

as the main source of information and on the neglect of supple~ntary 

information. 
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The predominant use of exposition by these teachers helps to 

ensure that next to the textbook, they are the second main source of 

information in the classroom. Since they always insist on their 

answers of questions as being the correct ones, such teachers never 

venture into open questioning. They spend some time on giving dic-

tated notes, or explaining every question in the textbook. Such 

teachers always tend to have a frontal position in the classroom. 

It is worth stressing here that category boundaries within a 

continuous distribution are bound to be arbitrary, and therefore 

there is a high degree of overlap between these groups of implementers. 

Further Information on the ImpZementers of the new CurriauZum 

Some additional information about the teachers implementing the 

new programme in the observed classrooms is given in Table B15. 

TabZe B15: Distribution of Teaahers' QuaUfiaations~ Se:x: and Years 

of E~erienae in eaah Catego~ of ImpZementers 

1. QuaUfiaations 

(a) Unqualified 

(b) Diploma-Holders 

(c) Degree-Holders 

2. Se:x: 

(a) Male 

(b) Female 

3. Years 0 f E~erienae 

(a) 1 - 5 years 

(b) 5 - 10 years 

(c) 10 - 15 years 

High Medium 
ImpZementers .ImpZementers 

7 

11 

4 

7 

15 

11 

7 

4 

18~ 

15 

12 

10 

16 

21 

22 

9 

6 

Low 
. Imp Zementers 

14 

5 

2 

13 

8 

15 

1 
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Chi-square tests were run to test for significant differences 

between teachers' qualifications, sex and years of experience and the 

categories of implementers; the results are tabulated below: 

TabZe B16: Assoaiation be~een Teaohep ChaPaotePistios and 
Categopies of ImpZementeps 

ChaPaotepistios Chi-squape vaZue Infepenoe 

(a) Qualifications * 

Sex n.s. 

(c) Years of Experience n.s. 

The previous results have demonstrated that qualifications are 

the only attribute affecting classroom implementation of the new pro-

gramme. This is confirmed by the results in Table B170 The~al~ 

fied and trained teachers are better implementers of the new 

curriculum than the unqualified group. Evidence from the teacher 

Questionnaire data does support this finding. Differences in sex 

and in years of teaching experience make no apparent impact on the 

teacher implementation process. 
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Gene.tta1. SummCVty a.nd Co nc.i.t.L6.w n6 

The analyses reported in this chapter were concerned with the 

degree and the process of implementation within the classroom obser

ved. The data were derived from systematic and detailed observation 

of what actually went on in those classrooms. The results of this 

analysis were conclusive to some extent, and the following conclusions 

can be drawn: 

1. The general impression was that teacher sex, class sex composi

tion, school environment, and school types. have little rela

tionship with implementation. The only variable which was 

significantly related to implementation was teacher qualifica

tions •. This variable had a consistent bearing upon teacher 

performance in the classroom. High implementation was asso

ciated with qualified and trained teachers, and low implemen

tation with unqualified teachers. This finding is particularly 

interesting since it was found in the analysis of the teacher 

questionnaire data that Diploma holders and to a lesser extent 

Degree holders were more flat home" in the implementation of the 

new curriculum. This can be held to support the notion that 

teacher training is important in the implementation of a new 

curriculum. 

2. The teachers were classified into three groups of implementers, 

namely high, medium and low implementers. The criterion for 

dividing teachers in terms of implementation was based on a 

factor analysis which particularly implicated F.I.A.C. variables. 

Thus, high implementers were defined by a combination of low 

teacher talk and teacher lecture, together with high teacher 

questioning, teacher response and pupil talk (both solicited 
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and unsolicited). A high percentage of teacher talk and lec-

ture, with a low rate of teacher questioning and pupil talk, 

denote the low implementers' group. 

The contribution made by the variables of the Evans/Behrman 

Schedule to this classification, was relatively modest. As 

stressed earlier the classification of teachers into high, 

medium and low implementers is bound to be arbitrary; it must 

be admitted that the performance of the high implementers or 

of the medium implementers was not as good as might be expected. 

3. There was no important shift towards a modified inquiry learning 

as advocated by the Project. This guided discovery model 

stresses the active role pupils take in exploring knowledge, 

while the teacher's role is to interact with pupils to clarify 

their inquiries and to bring the class to the body of knowledge 

as determined in the curriculum materials. The results indi-

cate a strong focus on talk by the teachers, even among the 

group of high implementers. Furthermore, a high proportion of 

talk was devoted to lectures. Since these observations were 

based on an adequate sample of teachers (roughly 33 per cent of 

the island's population), it was considered an important task to 

identify factors which may account for the discrepancy between 

the Project's rationaltand classroom practice. 

4. The structure of the majority of classes was such that it helped 

the teacher to dominate. The entire class was usually kept as 

an intact group, on a row to row-desk arrangement. Such an 

organisation reinforced traditional interaction patterns:' it 

was easier for the pupils to talk to the teacher; pupils rarely 
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talked or listened to other pupils; frequently they could not 

hear what other pupils said. 

5. Much of the Social Studies teaching observed is expository in 

nature. The lecture was the predominant method used by the 

bulk of the teachers observed. There was thus an apparent 

discrepancy betweenfhat was advocated in the pupils' and 

teachers' materials and what was observed in the real situa

tions. It seems reasonable to explain the widespread use of 

the lecture by the inadequate skills of the teachers or their 

failure to have understood the Project's rationale. Another 

interesting explanation which cropped up in the course of 

interviews with some teachers, is that they found it difficult 

to accept the idea that they should not be the primary source 

of information in the classroom, especially in the examination

conscious atmosphere prevailing in the island. 

6. Next to lecturing, questioning was the second kind of teacher 

talk which frequently occurred. Teachers always asked ques

tions; pupils virtually never asked any questions. Most of 

the questions were of the convergent type. On the rare occa

sions that divergent questions were asked among the group of 

high implementers, it was observed that the teacher had either 

already decided upon an answer, or was not confident enough to 

involve pupils in thinking and reasoning. The majority of 

teachers did not appear keen to venture too far into asking 

open questions which gave rise to uncomfortable situations in 

the classrooms. 
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7. All three groups of implementers (high, medium and low) did not 

concentrate on the value objectives which they themselves consi

dered to be most important. Two possible reasons could contri

bute to this lack of focus on the teaching of value issues in 

the classroom. First, evidence from the Teacher's Questionnaire 

data revealed that teachers were not too clear about how to 

implement these objectives which are new to them. Secondly, 

informal talk and discussion showed that teacher realised that 

they would not get any recognition or credits for their efforts 

if they did focus on the attitude objectives in the classroom. 

Teachers' performance tended to be evaluated primarily in terms 

of the number of examination passes their pupils obtained, and 

a pupil's ~rit was almost entirely judged in this way. The 

teachers were always under pressure to provide in some way a 

body of knowledge for such examinations as the students had to 

take. 

Moreover, it was also recognised that the treatment of value 

issues required more time than the teaching of knowledge and 

skills. 

It is obvious that points 3, 4, 5, 6 and 7 are essentially 

negative aspects of the implementation process. There was a 

considerable "lack of fit" between Project's intentions and 

classroom practice. The above does not, of course, describe 

every lesson which had been observed. At times, the observers 

saw some good teaching which reflected enquiry techniques and 

the intentions of the new curriculum, but more frequently they 

saw much to the contrary. 
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This chapter has presented evidence bearing directly on the 

two hypotheses outlined in Chapter I. The relevant points that these 

data bring out, have already been mentioned in some details, and they 

need only summarizing briefly here. 

1. It was predicted that trained and qualified teachers would be 

better implementers of the Project's materials than the un

trained and unqualified teachers. 

This seemed to be clearly confirmed. In chi-square tests run 

across F.I.A.C. verbal behaviour categories, the Diploma holders 

and Degree holders performed significantly higher than the 

unqualified teachers. The qualification effects are significant 

in three categories of F,I,A,~, (teacher response at the g05 

level, teacher lecture at the ,01 level, and pupil initiation 

at the .001 level). 

Further support for this came from Chi-square tests across all 

twelve items of the Evans/Behrman Schedule which reflects the 

main characteristics or dimensions of the Project. The quali-

fied teachers were more inclined to implement the Project's 

features than the unqualified ones. The qualifications 

effects are significant in the case of eleven items (6 of them 

at the .001 level, 2 at the .01 level and 3 at the .05 level). 

A similar finding was obtained from factor analysis which was 

carried out to classify teachers into categories of implementers. 

More qualified teachers fit into the group of high implementers. 

2. The second hypothesis was that a great deal of adaptation of 

the Project's materials would take place in the classroom, and 

that teachers would pay more attention to the features of the 
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curriculum which are consistent with existing practices rather 

than to those features which are new. 

The results here were quite conclusive. The data from the 

Evans/Behrman Schedule indicate that teachers (qualified as well 

as unqualified) were, in fact, not implementing features of the 

Project which represent a great departure from standard class

room practice. For instance, the treatment of value issues, 

the handling of objective discussion and the development of 

ideas, concepts and generalisations were most of the time 

ignored by the teachers. 

3. Finally, it was predicted that the unqualified teachers would 

favour adaptations of the Project to their own needs without 

significantly modifying their own behaviour in accordance with 

the Project's intentions much more than the qualified teachers. 

This was borne out by the data from both observation schedules. 

The unqualified teachers were more inclined to use the exposi

tory style of teaching and thereby to modify the new curricular 

intentions to suit this style of teaching. 

Questions 5 and 8 have thus been answered conclusively by the 

data presented in this Chapter. Briefly they are as follows: 

Question 5: To what extent are the intended role changes implemented 

in the classroom? 

The evidence thrown up in this chapter points to the lack of 

concordance between the Project's intentions and classroom practice. 

The data suggest that trained and qualified teachers are better imple

menters of the intended role changes than the unqualified group. 
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However, it must be admitted that even these high implementers are 

not performing as might be expected. In other words, generally 

speaking, classroom practice is not positively related to fidelity 

of implementation. Since the new curriculum is not being implemen-

ted as originally planned, it can well be concluded that the degree 

of implementation is relatively low in some settings and moderate in 

others. 

Question 8: What happe05in the school context when the new curriculum 

is being implemented? 

The analyses indicate that through the extent to which teachers 

are using the key features of the new curriculum, they are adapting 

the innovation to their own classroom needs. The type of implemen

tation process which is taking place is one which approximates fairly 

well to mutual adaptation. Teachers are, in fact, selecting fea-

tures of the innovation which are consonant with existing practices; 

they are revising the Project's objectives and its expectations for 

role changes in the classroom. 

The next stage in this study is to examine pupils' perceptions 

of their teachers' implementation strategy and, if possible, the 

relationship between these perceptions and the teaChers' actual per

formance in the classroom. 
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CHAPTER V 

RESULTS Ill: PUPILS'PERSPECTIVES 

Integral to the concept of the process of implementation as 

well as that of illuminative evaluation is the conviction that pupils 

in their capacity as involved participants in an innovative curri

culum programme, are entitled to their own interpretations and views. 

With this idea in ndnd, it was decided to administer a Pupil Question

naire to some I 900 Form III pupils, representing 11.2 per cent of 

the schools' Form III population in 1980. 

This section of the results deals with pupils' perspectives and 

covers the following questions in Chapter I: 

Question 8: What is the r'eZationship between teacher's' pr'efer'ences 

r'ega!'ding the P!'oject's objectives~ the pupi1,s' accept

ance of these objectives and the teacher"s image in the 

eyes of the pupi1,s? 

Question 10: How dO the pupil,s per'ceive 

ra) their' teacher' cZassr'oom impl,ementation st!'ategy 

rb) their' orm attitude towar'ds Social, Studies as a 

sohoo'L subjeot? 

These broad questions may be put in the form of hypotheses, and 

the answer may be predicted on both theoretical and empirical grounds. 

Theoretically, the answer to question 6 would seem to be fairly 

straightforward. It has been shown in Chapter III that the way 

teachers ranked their objectives in order of priorities, depend~d 

somehow on their qualifications and training. However, it is not 

expected that teachers' qualificatiens will have an effect on the 



pupils' own ranking of objectives. In fact, it is predicted that 

teachers' priorities will not equate with pupils' priorities. 

Pupils' ranking will be made on the basis of their perception of 

what was actually happening in their classroom. The analysis of 

the classroom observation data in Chapter IV has revealed a discre

pancy between teachers' ranking of objectives and their actual 

implementation of these objectives. It may, thus, be hypothesized 

that (i) teachers' priorities of objectives are likely to differ 

from those of the pupils, but that pupils' priorities or 

their acceptance of these objectives would depend on 

their perceptions of their teachers' ranking of these 

objectives. Regarding pupils' perception of their 

teacher classroom implementation strategy, it is expected 

(ii) that pupils could reveal a well-balanced picture of their 

teacher classroom strategy through proper identification 

of the positive and negative pairs of statements which 

describe aspects of implementation strategies. 

(iii) It is also expected that pupils of qualified teachers will 

be able to perceive more clearly their teacher implemen

tation strategy than pupils of unqualified teachers and 

(iv) that pupils of high implementers will be superior to pupils 

of the other groups of implementers in such perceptions. 

(v) Finally, class sex composition is not expected to show 

differences in perception amont the pupils. With regard 

to the pupils' perception of Social Studies as a school 

subject, it is hypothesized that 

(vi) the majority of pupils will show a positive attitude to 

the subject and will strongly oppose its discontinuation 
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at Form III level. The teachers' expression of concern 

about such a discontinuation has emerged very clearly from 

Chapter IU. It would be expected, therefore, that they 

might have passed on a similar feeling to their pupils. 

The results of the survey as regards responses of the various 

sub-groups of pupils are summarised in Table Cl. 

TabZe Cl: Distribution RepZies 

TotaZ No. of repZies (N = 1 BO?) 

PupiZ Sea:: 

Male 

Female 

Sohoo Z Type: 

% 

45.4 

54.6 

State 10.7 

Junior Secondary Schools 20.1 

Private 69.2 

8ohooZ Environment: 

Rural 

Urban 

CZass Composition: 

Male 

Female 

Mixed 

Teaoher Sea:: (N = 63) 

Male 

Female 

Teaoher QuaZifioations: 

Unqualified 

Diploma Holders 

Degree Holders 

45.3 

54.7 

23.5 

35.8 

40.7 

51.2 

48.8 

35.9 

46 0 5 

17.6 

Tables of frequencies of these variables are provided in 

Appendix 11 (Tables 7(a) to 7(£). 
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Question 1 of the questionnaire deals with a series of fourteen 

statements which were used to represent the main features of the 

Project's implementation strategy. Seven such features were iden-

tified, and for each feature, two statements intended to represent 

the positive and negative aspects of these features were used. 

These fourteen statements are as follows: 

1. Our teacher always gives the information we need. 

2. In class we read the Social Studies textbook so as to know its 

context 0 

3. Our teacher asks questions that compel us to think a lot before 

we answer. 

4. We are given sufficient time in class to discuss certain pro

blems of society. 

5. We have to find information on our own sometimeso 

6. We bring pictures and other materials of our own in the 

classroom. 

7. We seldom discuss the problems of man in society in our class. 

8. On certain occasions, we carry out visits or surveys outside 

the schools. 

9. In class we sometimes use books, and reading materials other 

than our textbook. 

10. We spend much of our time in the Social Studies lessons listen-

'. ing attentively to our teachero 

11. The questions that we are asked in class are mainly to explain 

what our book has told us. 

202 



12. Our homework includes reading out of the textbook or writing 

answers to questions in our book. 

13. The teacher is responsible for preparing the classroom pictures 

and charts. 

14. As part of our homework, we look for other sources of informa

tion, or carry out our own investigation. 

Sub-items 3, 4, 5, 6, 8, 9 and 14 are judged to be in agreement 

with the Project's implementation strategy, while the remaining items 

represent unfavourable aspects of implementation. 

The overall frequency chart on the next page (C2) shows that 

over 60 per cent of the pupils give a high "TRUE" rating to 5 of the 

sub-items judged to be in agreement with the Project's strategy. 

On the other hand, sub-items 8 and 9 were given a rating of less than 

60 per cent, implying that teachers had reservations about carrying 

out visits and surveys and supplementing the textbook, but that 

otherwise they were implementing the Project more or less satisfac-

torily. However, the trend of high "TRUE" rating was also main-

tained in the case of sub-items which are judged to be negative 

aspects of implementation, as the chart illustrates. 
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C2: OvePaZZ Frequenoy Distribution of Responses to Question 1 

. .sub",,:,Items Troue . (%) . FaZse. (%) 

86.6 13.4 

68.2 31.8 

+ 67.6 32.4 

+ 67.9 32.1 

+ 88.7 11.3 

+ 75.9 24.1 

50.3 49.7 

+ 42.1 57.9 

+ 53.9 46.1 

69.0 31.0 

11 70.5 29.5 

~: 
61.0 39.0 

27.2 72.8 

14 + 85.8 14.2 

+ Sub-items judged to be in agreement with Project's 

implementation strate~y. 

Pairs of positive/negative items. 

The conclusions that may be drawn from Chart C2 are necessarily 

ambiguous. At best it would be easy to conclude that according to 

the pupils perspectives, the teachers' classroom strategy is partly 

in line with the Project's rationale and partly against it. However, 

the fact that each positive statement was counter-balanced by a nega-

tive statement points to confusing trends in the pupils' perceptions. 

It would be interesting, therefore, to analyse the extent to 

which pupils had established the relationships between each pair of 

positive/negative sub-items. Logically speaking, the rating given 

for a positive sub-item should be automatically related to the rating 

given for its negative counterpart. The perfect "theoreticaZ" 
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rating is as follows: sub~items 1 and 5; 2 and 9; 3 and 11; 4 and 

7; 6 and 13; 8 and 10; 12 and 14. 

A comparison of the overall frequency distributions of the res-

ponses was first made to understand the intercorre1ation of these 

seven pairs of sub-items by the entire sample of pupils. It is 

obvious from Chart C2 that the perfect intercorre1ation of positive/ 

negative items was achieved only in the case of sub-items 8/10 and 

6/13. 

Chi-square tests were then computed to find whether agreement 

could be found in a number of these pairs of items among the various 

sub-groups of the sample. Multi-way tables were used, controlling 

for teacher qualification and class sex composition. Examples of 

these tables are found in Tables 8(a) to 8(c) in Appendix 11. 

Results of agreement between pairs of positive and negative items are 

charted below. 

C3: Agreement between paire of poeitive and negative items among 

sub-groups 

Sub-Items 

1 by 5 

2 by 9 

3 by 11 

4 by 7 

6 by 13 

8 by 10 

12 by 14 

Teaaher 
QuaUfiootian .. 

Unqualified 
Unqualified 
Unqualified 

Diploma 
Diploma 
Degree 

Degree 

Diploma 
Degree 

Unqualified 
Degree 

Unqualified 
Diploma 

Degree 
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Class Sea: Inferenae Carrrpositian. 

Male * 
Female * 
Mixed ** 
Female ** 
Mixed * 
Mixed *** 
Mixed *** 
Female * 
Female * 
Male * 
Female ** 
Male * 
Male * 
Mixed * 

. . . . . . ........ 



The chart on the previous page shows that varying sub-groups of 

pupils did identify relationships in all seven pairs of itemso It 

might be a fair comment, however, to say that pupils of qualified 

teachers, especially those of Graduates or Degree-holders seemed to 

perform better in identifying the intercorrelation of positive and 

negative sub-items. No firm conclusions can be drawn about the rela-

tive effectiveness of class sex composition on pupils' perceptions. 

There are no grounds for assuming that mixed classes had better percep-

tions than the male or female classes. 

In a further attempt made to see whether teacher qualification 

was the key variable affecting pupils' ability to identify relation-

ships between positive and negative items~ Chi-square tests were 

computed among the three sub-groups of qualifications. The results 

are provided in Table C4. 

TabZe C4: A~eement Between Positive and Negative + Teaoher 

t,;{uaUfioatione 

.Sub~Items 

1 by 5 

2 by 9 

3 by 11 

4 by 7 

6 by 13 

Teaoher.QuaZifioations. 

Unqualified 
Diploma 
Degree 

Unqualified 
Diploma 
Degree 

Unqualified 
Diploma 
Degree 

Unqualified 
Diploma 
Degree 

Unqualified 
Diploma 
Degree 
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••• 
n.s. 
n. s. 

n.s. 
n.s • 
•• 

n.s. 
n.s. 

• 
n.s. 
n.s. 
n.s. 



· Sub-.Items Teaaher . QuaZifiaations . Inference 

Unqualified n.sQ 
8 by 10 Diploma n.s. 

Degree *** 
Unqualified n.s. 

12 by ]4 Diploma n.s. 
Degree n.s. 

The results seem to indicate that teacher qualification were 

in fact a significant factor in helping pupils to establish the 

relationships between pairs of positive and negative sub-items. 

These results thus confirm the trend observed in Table C3, namely 

that pupils of Degree holders did relatively better in the identifi-

cation of intercorrelations between pairs of sub-itemsQ A striking 

finding, however, is the intercorrelation of one pair of sub-items 

by pupils of unqualified teachers, and the failure of the Diploma 

holders pupils to identify any such relationship. 

A tentative conclusion would be that only a minority of pupils 

were making valid perceptions of their teacher classroom strategy, 

and that since the other groups of pupils did not appear to have 

performed well in the identification of relationships between sub-

items, they did not have a great depth of perception. 

The present findings, then, did not support substantially the 

expectation that pupils could, through proper identification of the 

relationships between pairs of items, reveal a well-balanced picture 

of their teacher classroom strategy. However, this lack of agree-

ment between expectation and the data could be due as much to pupils' 

inability to interpret the data appropriately as to imprecision~ in 

the test itself. In fact, the results of the test would lead one 

to suspect that the sub-items themselves were insufficiently discri-

minating in terms of the positive and negative aspects of 
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implementation, and therefore the responses were not as effective 

as expected. At the time this item was pre-tested, it was not fore

seen that the intercorrelation of pairs of items would create this 

problem of interpretation. 

The findings, then, are somewhat contrary to what was expected. 

Perhaps the least expected finding as noted earlier, was the poor 

performance of pupils of Diploma teachers. Such teachers were found 

to be relatively better implementers of the Project on the basis of 

the conclusions drawn from the analysis of the teacher and classroom 

observation data. The poor performance of their pupils can be 

explained in terms of the lack of c1earcut differences between pairs 

of positive and negative sub-items. Moreover there is also the fact~ 

this group contained a much higher proportion of pupils of low ability 

level than those of Degree holders. Along this line of reasoning, 

however, it is incongruous to find that the pupils of low general 

ability of unqualified teachers did manage to intercorrelate at least 

one pair of sub-items. This could lead one to conclude that this 

could just be a chance variation or that there was, in fact, little 

difference between the perceptions of the various groups of pupils. 

Bearing in mind, then, the problem that had cropped up in the 

interpretation of this test of perception by the pupils, resulting in 

patterns of perception which are not as distinct as was expected, an 

attempt will be made at interpreting these results which after all do 

reveal something about the prevailing classroom strategy. To ensure 

a more cautious interpretation, the results of the above test will be 

analysed in conjunction with the responses to each sub-item by the 

three groups of teacher qualification.·~ 
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Despite the inadequacies of the analysis, the following conclu

sions seem justified: 

1. All three groups of pupils perceived their teachers as being 

the main source of knowledge and information. While the pupils 

of unqualified teachers admitted they had to find information 

on their own at times, those of qualified teachers seemed quite 

satisfied with their teacher's expertise. Implicit in this 

finding is the fact that neither group of pupils seemed to have 

understood that having to find information on their own was not 

actually a reflection of the teacher's lack of adequate know

ledge. The process of finding their own answers to certain 

problems by looking for information, was an important skill 

which the Project was trying to develop. It was clear from 

pupils' replies that the transmission of information was a major 

focus of instruction. (Items 1 and 5). 

2. Pupils of both unqualified and Diploma teachers admitted that 

they used their textbook in such a way as to understand its con

tent, presumably for the purpose of repeating it during an 

examination. Pupils of Degree holders seemed to do more than 

reading their textbook; they were also using supplementary 

materials. 

This finding corroborates the first one, namely that the typical 

task of the teacher was to transmit his or her. knowledge and 

information to the class; he or she was generally assisted in 

this task by the prescribed textbook. Very few teachers have 

understood that the task of the teacher was not mainly that of 

assigning chapters of the textbook to the class (Items 2 and 9). 
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3. Pupils of unqualified teachers support the fact that their 

teachers were using mostly questions based on factual recall. 

Those of qualified teachers were asked questions relating to 

their knowledge of the textbook substance as well as thought

provoking questions (Items 3 and 11). 

4. All three groups of pupils confirmed that discussion work on 

certain social issues rarely took place in class. The time 

required to pass on facts was barely adequate to encourage the 

exchange of views in the classroom. (Items 4 and 7). 

5. Pupils belonging to all three groups of teachers agreed that 

the teacher was not solely responsible for preparing the class 

visuals. They brought in class pictures and other visuals of 

their own (Items 6 and 13). 

6. All three groups of pupils pointed to the rare occurence of 

surveys or visits outside schools. The textbook was used to 

tell the pupils what they should know, and therefore robbed 

them of the excitement of discovering things for themselves 

(Items 8 and 10). 

7. All three groups confirmed that their homework was most typi

cally one of carrying out the exercises in the textbook. 

This approach took most of the pleasure of exploring other 

sources of information (Items 12 and 14). 

It is seen that points 1, 2, 3, 4, 6 and 7 above are essentially 

negative aspects of the implementation strategy used by the teachers. 
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The analysis to be reported here was designed specifically to 

test hypothesis 4 and the results do help to throw light on the 

results obtained so far in this chapter. 

Using the factor analysis results of the classification of 

teachers into levels of implementers, chi-square tests were run to 

find the association between the pupils' responses to Question 1 in 

the questionnaire and the categories of implementers they belonged to. 

The results of the cross-tabulations are as follows: 

Tab"le C5: Pupi"ls' Responses to question 1 by Categories of 

Irrrp"lementers 

Items Chi-square va"lue I ~ 
...... th d f nJ erence 

2 

3 

4 

5 

6 

7 

Teacher always gives the 

information we need. 

In class we read the Social 

Studies textbook so as to know 

its content. 

Teacher asks questions that com

pel us to think a lot before 

we answer. 

We are given sufficient time 

in class to discuss certain pro

blems of society. 

We have to find information on 

our own sometimes. 

We bring pictures and other 

materials of our own sometimes. 

We seldom discuss the problems of 

man in society in our class. 
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*** 

*** 

2 
X == 28.55 *** 

*** 

*** 

* 

2 X _ 8.96 ** 



Items 

a 

9 

10 

11 

12 

13 

]4 

Statements Chi-equare vatue 
with d.f == 2 

On certain occasions, we carry 

out visits outside the schools. 

In class we sometimes use books 

and reading materials other 

than our textbook. 

We spend much of our time in 

the Social Studies lessons 

listening to attentively to 

teacher. 

The questions we are asked are 

mainly to explain what our book 

has told us. 

Our homework includes reading 

out of the textbook or writing 

answers to questions in our book. 

Teacher is responsible for prepa- X2 

ring the classroom pictures and 

charts. 

27.47 

58.20 
-= 

As part of our homework, we look X2 55 10 == • 
for other sources of information, 

or carry out our investigation. 

Inference 

*** 

*** 

*** 

* 

n.s. 

••• 

.** 

The overall results point to a strong association between 

pupils' responses and the categories of implementers by whom they 

were taught. An attempt was made to identify which categories were 

responsible for a significant overall chi-square value. The table 

is illustrated in Appendix 11 (Table ad). All the cells are repre-

sented adequately and where differences are significant, the pupils 

of the medium implementers appear to be slightly superior to the 

high implementers groups in the perception of their teacher's 
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strategy through the proper identification of positive/negative pairs 

of items. 

findings: 

Closer inspection of the table reveals the following 

1. Item 1: There are stronger tendencies in the high implementers 

than in the medium and low implementers to refrain from giving 

all the information the pupils need. 

2. Item 2: There are stronger associations between the medium and 

low implementers and the reading of the textbook in class to 

know its content. 

3. Item 3: There are stronger associations between the medium 

implementers and the use of thought-provoking questions. 

4. Item 4: There are stronger tendencies in both the high and 

medium implementers in allowing their class sufficient time to 

discuss social problems, 

5. Item 5: The incidence of responses by the three groups of 

implementers is very alike; al~hree groups encourage their 

pupils to find their own information at times. 

6. Item 6: There are stronger tendencies in the medium implemen

ters in encouraging their pupils to bring pictures and other 

materials in the classroom. 

7. Item 7: The three groups strongly deny that they seldom discuss 

the problems of man in society. 

8, Item 8: There are stronger associations between medium and 

implementers and the frequent undertaking of visits and surveys 

by the class. 

9. Item 9: Both the high and medium implementers were encouraging 

the use of books and materials other than the textbook on a 

larger scale than the low implementers. 
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10. Item 10: There are stronger tendencies in the high implementa

tion in discouraging pupils to listen attentively to them. 

11. Item 11: All three groups tended to ask questions which are 

based on the textbook content. 

12. Item 12: The incidence of responses among all three groups is 

very alikeo 

13. Item 13: There is a slightly stronger association between high 

implementers and the fact that the teacher is not responsible 

for the preparation of pictures and charts. 

14. Item 14: There are stronger links between high and medium 

implementers and the encouragement given to pupils to carry out 

their own investigations as part of their homework. 

It may be worthwhile to recall here that sub-items 3, 4, 5, 6, 

8, 9 and 14 are judged to be in agreement with the Project's implemen

tation strategy, while the others represent negative aspects of the 

implementation. 

The general direction of the findings, then, is that pupils of 

both high and medium implementers were more capable of perceiving 

clearly their teacher implementation strategy than pupils of low 

implementers. This analysis, then, does provide further evidence for 

the hypothesis advanced (2 and 3), and in the light of this fresh evi

dence, a review of the earlier conclusions concerning these hypotheses 

could be made. Previously it was found that pupils of the various 

sub-groups of teachers (with the possible exception of the Degree 

holders group) failed to reveal a well-balanced picture of their 

teacher classroom strategy either because they could not identify the 

relationships between pairs of positive and negative iteltlS, or because 
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the items themselves were insufficiently discriminating. However, 

when pupils belonging to the three categories of implementers are 

considered, their perceptions produced more initiative results. 

Pupils of high and medium implementers were superior to the low imp le-

menters' groups in identifying the relationships between pairs of 

items, and thereby in presenting a coherent view of their teachers 

implementation strategy, which was found to be in line with the 

Project's philosophy and rationale. In fact, pupils of medium imple-

menters were found to be slightly superior to those of high implemen

ters in their perception of the teacher;implementation strategy. In 

three of the seven positive items, the former performed significantly 

higher than pupils of the high implementers and in six of the items 

they were relatively higher than pupils of low implementers. 

To substantiate these results of chi-square tests, a breakdown 

analysis was carried out to explore the relationship of levels of 

implementation to overall class perception of the teacher's implemen-

tation strategy. A breakdown -of the three categories of implemen-

ters by total pupils response in line with the positive/negative 

de~cation across the fourteen items was carried out. The results 

are tabulated below. 

Tab~e C6: Breakdorun of Le7)e~s of Imptementation )( Totat Pupi~ 

"Co~ect" Reepcnaes 

Sum of "Correct" Imptementation Le7)et .Responses .. 

1. Low (N • 462) 

2. Medium (N • 784) 

3. High. (N- 661) . 

3 250.0000 

5 790.0000 

... 4.766.0000. 

Mean 

7.0346 

7.3852 

7.2103 . 

Std. Sums of 
. Dev •. .. .Squaxaes 

1.5387 1 091.4459 

1.4559 659.6684 

. 1.5014 .. . 1 487.7700 

.. Total (N OIl. 1907) .. .13806.0000 ... 7.2396.1.4977 ... 4.275.4830 
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Table C6 indicates differences in the three means, with very 

small differences between the groups of medium and high implementers. 

A one-way analysis of variance was carried out on these data and the 

results are illustrated in table C7 below. 

Table 07.. ANOVA: Level of Implementation )t Total Pupil Responses 

SoUX'ae Sum of De(lrees of Mean F . .8qua:.r.es Fr.eedam Squa:.r.e 

Between groups 36.5987 2 18.2993 8.2196 

.. Within 4238.8843. .904 202263 sig = .0003 

.Total 4 .275.4830 1 .906 

The ANOVA results indicate group differences between pupil per-

ceptions at the levels of implementation. The probability that the 

three means differ merely by sampling error is very small. Therefore 

it is likely that the between~groups variance estimate was influenced 

by implementation effects. 

The ANOVA results thus confirm the superiority of the pupils of 

medium implementers in their perceptions of the teacher classroom 

strategy. As explained earlier in the analysis of the results of 

chi-square tests, the medium implementers performed better than pupils 

of high implementers in three of the seven positive items. It is 

significant, here, to refer again to the arbitra~ nature of category 

boundaries within a continuous distribution, and to the possibility 

{however slight it may beJ that the results are influenced by where 

the high [medium and mediumi low boundaries are drawn. It is also 

significant to note that the very'large within group variance tends 

to offset the really very small differences between group means. . 
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A test of linearity was also conducted to determine whether a 

relationship existed between teacher level of implementation and 

total perception of pupils, and if so whether the relationship was 

linear or curyi1inear. To help with the interpretation of the 

results, a brief outline of the method of analysis is given. The 

method used - that of multiple regression - is to examine the re1a-

tionship between the independent variable neve1 of implementation) 

and a given dependent or criterion variable, such as pupils' percep

tion of their teacher6implementation strategy. 

In mUltiple regression analysis, the basic procedure is to 

postulate a "modeZ" of the way in which the independent variable 

relates to the depended variable under consideration. In the present 

analysis, a simple model was postulated. It was one in which the 

independent variable was regarded as being related in a linear way 

to the dependent variable. The association between the criterion 

and the independent variable is reflected in the correlation coefficient 

R. One way of examining the strength of R is to square it (R2), 

giving the percentage of variance in the criterion variable that is 

accounted for by the independent variable. 

The test of linearity is based on the calculation of the between 

and within sums of squares, using one-way analysis of variance proce-

dures. The results of the test are tabulated below: 

TabZe CB: Le7)eZ of ImpZementation ~ TotaZ Pupi7-s' Perception 

.Sumaf Squa'l!fJe . . Deg.r.ees.af·Freeaam . . MeanSquar.e 

Regression 5.1457 5.1457 

Dev. from linearity 31.4530 31.4530 

F • 14.1279 Sig 101 .• 0002 R."!'.0347 2 .R. •• 0012 
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The correlation between level of implementation and the crite

rion of pupils' perception was .03 with R2 I':: .0012. The R2 value 

was significantly different from zero (F I':: 14.12, P < .0002). An 

R2 value of .00 indicates that 0 per cent of the variability in 

pupils' total perception was associated with level of implementation. 

The results can be interpreted to mean that there is no linear 

relationship between level of implementation and total pupil percep-

tion. There is a marked deviation from the regression line; the 

data are more approximately described by some cu~ilinear trend. 

Basically, the test results indicate that the variables are not well 

modelled by a linear model. 

However, it is not valid to conclude that there was "no 

~etation8hip" between total pupils' perception and level of implemen-

tation.. Besides, it may be significant to point out, here, that the 

use of total pupils' perception as a criterion variable carries cer-

tain weaknesses. Adding the total "oor:reot" responses may not be 

very sensible since some of the items have been shown to be less 

precise than others, and also since the positive/negative split is 

not really borne out by pupils' overall responses. 

Therefore, pupils' total perception as a selected criterion, 

incorporates an element of unre1iability and may be an inadequate 

criterion of level of implementation. This inadequacy in the cri-

terion measure necessarily precludes adequate prediction. Therefore 

the results of the test of linearity may have to be interpreted with 

cautiono 
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Question 2 of the questionnaire aims at measuring the pupils 

perceptions of the Project's objectives and of the relative impor-

tance attached by their teachers to these objectives. The same 

list of nine objectives of Social Studies teaching which was given to 

teachers for ranking, was also given to the pupils. The pupils were 

asked to (a) rank these objectives in order of their relative 

importance as seen by themselves 

(b) re-rank these objectives in order of their importance 

as they would expect their teachers to rank them. 

The following list of teaching objectives was administered: 

1. Learning facts about man and society. 

2. Developing ideas and concepts. 

3. Being able to look fer various sources of information. 

4. Being able to interpret maps, pictures, charts, graphs etc. 

5. Being able to work and participate with others. 

6. Developing tolerance for cultures and societies different 

from one's own. 

7. Being able to change one's own views in the light of further 

information. 

8. Thinking about one's own attitudes and values. 

9. Accepting responsibility in a changing society. 

The table on the next page shows the frequencies of pupils. . . 

ranking of their priorities, relating to each of the nine objectives: 
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Tab~e C9: Frequencie8 of Pupi ~8' Priori tie8 (%) 

OBJECTIVES 
RANKS 

1 2 3 4 .5 6. '1 8 9 

22.6 19.4 12.6 ]2.7 ] 1 .0 8.7 5.8 3.5 4.0 

2 20.6 16.7 15.9 13.5 11.0 8.8 6.7 4.2 2.7 

3 14.7 16.0 15.0 12.5 11.2 9.6 9.3 7.5 4.2 

4 400 8.6 9.0 8.9 11.6 10. 1 10.5 13.2 23.9 

5 17.9 ]4.6 13.8 13.2 10.4 9.3 9.0 6.9 5.1 

6 8.3 9.8 10.6 12.8 10.4 14.7 13.8 11.4 7.6 

7 5.2 6.6 8.3 10.0 12.3 14.2 14.5 16.4 12.7 

8 1.8 2.0 5.6 7.4 9.7 10.9 16.9 20.9 25. ] 

9 5.5 6.2 9.0 9.0 12.3 13.7 13.4 16.0 14.6 

The table illustrates some consensus of perception among the 

pupils, all of them having assigned high priority to some objectives 

and low priority to others. 

By finding the average rank of each objective, the following 

list of priorities was obtained: 

Tab~e Cl0: Pupi~s' Priorities 

Objectives 

.2 

3 

4 

5 

6 

7 

8 

9 

Average Rank 

3.6 

3.9 

4.4 

5.0 

5.0 

5.3 

5.7 

6.2 

6.1 

These results seem to. indicate that the pupils considered the 

learning and recall of facts aS~very important in Social Studies 
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teachingo They also appeared to accept the importance of developing 

ideas and concepts as well as the skills objectives. On the other 

hand, they did not see the development of the affective objectives 

in a favourable light. 

In an attempt to see whether the pupils assigned their high and 

low priorities in the light of what they conceived was actually 

happening in their classroom, a comparison of the pupils' ranking with 

their perceived teacher ranking, was made. 

The latter was obtained by means of the pupils' re-ranking of 

the objectives. Table Cll illustrates the relative importance allo-

tted to the nine objectives by the pupils and by their perceived 

teacher priorities. 

Tabte ell: PUpiZs and Peroeived Teaoher FTiorities 

.Objeotives PupiZ,s , Auerage .Rank Peroeiued.Teacher.Auerage.Rank 

306 3.5 

2 3.9 3.8 

3 4.4 4.4 

4 5.0 4.6 

5 5.0 4.9 

6 5.3 5.2 

7 5.7 5.4 

8 6.2 6.0 

9 6.1 7.4 

Pupils' ranking was identical with their perceived teacher 

ranking. The correlation (rho) between these two rankings is .98, 

showing a high degree of identification between them. 
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Again, taking the three groups of pupils divided according to 

their teacher qualification, rank-order correlations were computed 

between pupils' ranking and their perceived teacher ranking in order 

to see whether there is strong agreement between these two rankings 

among the three groups. 

Table e12 shows that the group rank-order correlations were 

indeed significant, most of them at the .01 per cent level. This 

indicates that the pupils equated,their ranking with those of their 

perceived teacher rankings. This confirms the trend seen in Table 

C11, that is, a strong agreement in ranking. 

Tab'te 012: CO'P'l'etat-ton between ~'tll' Ranking and PeNetved Teacher 

Ranki.ng across Teacher QuaU,fi.oati.on8 

Objectives 
Unqua1.ttted. J>tpZama. . . Gttaduate . 

1 30 39 32 
••• ••• • •• 

2 08 24 2J 
•• • •• • •• 

3 13 22 20 
••• ••• • •• 

4 14 14 JO 
••• • ••• • •• 

5 20 17 18 
••• • ••• ••••• 

6 15 22 14 
. : .•. ~ ... : ** 

1 17 20 l' •••• • •••• . •• * 
8 16 23 34 

•••• • •• • •• 
9 23 19 18 

••• • •• • ••• 
(Decimal points omitted) 
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Low priorities were given by the pupils' ranking and their per

ceived teacher ranking to objectives in the affective domain. It 

would thus appear that both pupils and teachers were stressing the 

need to learn facts for examination purposes. The emphasis of exter-

nal examinations of which both were aware, might have been responsible 

for the stress on factual recall. Moreover, previous findings from 

the teachers' data have made it clear that teachers realized that it 

was not an easy matter to implement the affective objectives. 

Table Cl3 compares the pupils', the perceived teacher and the 

teacher average ranking. The good "spread" of the pupils' and per-

ceived teacher's ranking as compared with that of the teachers' rank

ing is quite obvious. 

Tab~e C13: Re~ative Average Ranking A~~otted by 

Obj.ectives Pupi'~8 Pe'l'ceivedTeacher Teache'l' 

1 3.6 3.5 5.1 

2 3.9 3.8 5.6 

3 4.4 4.4 4.7 

4 5.0 4.6 5.5 

5 5.0 4.9 5.0 

6 5.3 5.2 5.1 

7 5.7 5.4 4.7 

8 6.2 6.0 4.6 

9 6.1 7.4 3.9 

Rank order correlations of .82 and .88 were found between per

ceived teacher ranking and teacher ranking, and between pupil and 

teacher ranking respectively. However, although the correlations 

were highly significant, the teachers' priorities were not identical 

with the pupils' nor with the perceived teacher priorities. 
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Differences of opinion occurred in objectives J, 2, 7, 8, 9; 

the extreme case of divergence of opinion related to objectives 1, 2, 

9. "The Zeaming and reaaZ l of faats" was denied by the teachers 

(objective 1) but it was given top priority in the pupils' and per

ceived teachers' ranking~ Similarly, tIthe development of ideas and 

aonaepts" (objective 2) was rated more highly by the pupils than by 

the teachers; it featured last in the teachers' list. Marked dis-

crepancies were also found between the pupils' and teachers' ranking 

of the objectives "aaaepting responsibiUty in a ahanging soaiety" 

(objective 9); it ranked last in the pupils' list but first in the 

teachers' list. It is interesting to note that all affective objec

tives which were given top priorities in the upper scale of the 

teachers' ranking, were ranked very low in the pupils' list. 

It was decided to analyse these data on a teacher qualification 

basis to see how many of the differences of opinion occurred in sub

groupso Table C14 showed the resu1ts'of rank-order correlations 

between (a) pupil and teacher ranking, 

(b) perceived teacher ranking and teacher ranking among 

the three sub-groups. 

Almost all the rank-order coefficients were far from perfect. 

They were predominantly non-significant at the 1 per cent level apart 

from a few instances. There were negative correlations between 

pupils' and teachers' ranking among all three groups of pupils. 

This indicates that irrespective of teacher qualifications, pupils' 

rankings are not equated with teachers' rankings. 
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Table C14: Rank-order Correlations Be"tu1een 

Objectives Pupil and Teacher Ranking Perceived Teacher and Teacher Ranking 

UnquaZified Diploma . . .Graduates . UnquaZiAed . . DipZoma Graduates 
. . 

1 09 04 -. 21 00 07 - 11 
** * *** n"a-" ** * 

2 10 ~O3 ~. 00 09 .,.. 00 00 
*** n"s. n.s, ** n.s. n.s. 

3 02 01 ~ 18 06 06 - 09 
n.s" n.s. n"s. n.s" * * 

N 4 - 05 - 00 .... Q1 .... 03 06 00 
N n.s. n.s" n.s. n.s. * n.s. \J1 

5 - 02 - 01 06 02 .... 00 08 
n.s. n.s. n.s. n.s. n.s. n.s. 

6 - 03 .... 05 ~ 02 .... 03 - 04 06 
n. s. n.s" n"s. n.s. n.s. n.s. 

7 09 07 04 .... 02 08 01 
** * n.s. n.s. ** n.s. 

8 - 07 -01 - 09 09 - 05 - 17 

* n.s. * ** n.s. ** 

9 00 01 18 13 - 04 - 03 
n.s. n.s q *** ** n.s. n.s. 

(Decimal points omitted). 



Thus, the similarity in the perceptions of all three groups of 

pupils based on teachers' qualifications is in keeping with the find-

ing on the first question. An attempt was also made to find whether 

there was an association between pupils' perceptions of objectives and 

the teachers' level of implementation_ 

Chi-square tests were thus run between pupils' and teachers' 

priority ranking of objectives, and the categories of implementers. 

These cross-tabulations are provided in Appendix 11 (Tables 8f to 8g) 

The chi-square values are tabulated on the next pa8e, and will be 

analysed mostly in the light of the previous findin8s, namely 

(i) that pupils' ranking will be made on the basis of their 

perception of what was actually taking place in the 

classroom and therefore their acceptance of objectives 

will be equivalent to their perceived teacher ranking 

(ii) that pupils' priorities will not equate with teachers' 

priorities. 

In the first place, however, it might be worthwhile to examine 

briefly the responses of the pupils of the three categories of imple

menters. Regarding pupils' priorities, an examination of the cross

tabulations' cells (Table 8e(i) to 8e(ii) in Appendix 11) reveals 

that the incidence of responses among all three groups is very alike 

insofar as objectives C, D and G are concerned. On the other hand, 

there are stronger tendencies in the high implementers' group than in 

the other groups to give a top ranking to objectives B, E and F and 

a low ranking to objective H. Similarly, there is a stronger asso

ciation between the medium implementers' group and objective A (in 

terms of top ranking) and objective I (in terms of bottom ranking). 
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Tab7,e C15: .Pupils '/Teaahers' Ra.rU<.ing of Objectives X LeveZs of IrrpZementers 

Items 

A 

B 

c 

Objectives 

Learning facts about man and society. 

Developing facts and concepts. 

Ability to look for various sources of 
informa tion. 

D Ability to interpret graphics. 

E Ability to work and participate with others. 

F Developing tolerance for different cultures 
and societies 

x2 

Pupils ' 
Priorities 

X
2 

= 50.04 

d·f = 16 

*** 

X2 = 43.66 

d·f = '16 
-
*** 

X2 = 22.48 

d·f = 16 

n.s. 

X2 = 19.66 

d·f = 18 

n.s. 

X2 = 29.,77 

d·f = 16 

* 

X2 = 29.47 

d·f·="t6 

* 

Val.ue and Infez>ence 

Peroei ved Teacher 
Ranking 

X2 = 30.23 

d·f = 16 

* 

X
2 

= 27.04 

d.! = 16 

* 

X2 = 23.36 

d·f =18 

n.s. 

X2 = 19.07 

d. f = 18 

n.s. 

X2 = 17.86 

d.f = 16 
'tt ... 

X2 = 17.13 

d·f = 16 

n.s. 

Teachers' 
Priorities 

X2 = 675.99 

d·f = 14 

*** 

X2 = 543.38 

d·f = 16 

*** 

X2 = 516.82 

d·f = 16 

. *** 

X2 = 667.59 

d·f = 16 

*** 

X2 = 401.78 

d.f = 16 

*** 

X2 = 381.625 

d.f = 16 

*** 



Items 

G 

H 

I 

Objectives 

Ability to accept others' views and to 
evaluate information. 

Ability to think about one's own 
attitudes/values. 

Accepting responsibility in a changing 
society. 

x.2 

Pupils' 
.PP.iarities 

x2 = 16.75 

d.! = 18 

n.s. 

x2 
= '+'+.19 

d.! = 18 

*** 

x2 
= 7'+.01 

d.! _ 16 

*** 

VaZue aniiIn!erenae 

Perceived Teaaher Teachers' 
... Ranking .rnarities 

x2 = 35.62 x2 = 660.77 

d.! = 18 d.! = 16 

** *** 

x2 = 19.26 x2 = 9'+6.'+5 

d.! = 18 d.! = 16 

n.s. *** 

x2 
= 53.06 x2 

=01132.27 

d.! = 18 d.! = 1'+ 

*** *** 



However, apart from these stronger tendencies in certain groups, the 

trend of ranking is almost the same among all three groups. This 

would seem to confirm previous findings on this point. 

The p.riorities of these three groups of pupils bear a strong 

relationship with their perceived teacher ranking; the same strong 

associations between these three groups of implementers and their 

ranking of certain objectives are found.' The same trend of ranking 

among all three groups is also found (Tables 8fl to 8f9' in Appendix 

I~. On the other hand, the teachers' priorities at the ·three levels 

of implementation (Tables 8flto 8f9 in Appendix 11) , do not tally 

with the pupils' priorities. and the perceived teacher ranking. 

Evidence favourable to this finding is also available from Table C12. 

This would then suppprt previous findings suggesting that pupils' 

priorities of objectives depend on their perceived teacher implemen

tation of these objectives in the classroom, but that pupils' prio

rities are not equivalent.to teachers' priorities. 

Furthermore, in Chapter Ill, it was found that there was a con

sensus of opinions among all sub-groups of teachers in relation to 

their priorities of objective except in the case of objective A (the 

recall of facts) which was stressed by the unqualified teachers. 

One reason for this, it was suggested, resides in the fact that such 

teachers were not aware of the de-emphasis on this objective. In 

the present chapter, the priorities of teachers at three levels of 

implementation have been i~vestigated, and the previous conclusions 

do seem to be confirmed. Low implementers who include a high propor

tion of unqualified teachers, attach much importance to the recall of 

facts, while the high implementers stress the development of concepts, 

skills and attitudes objectives. The previous conclusions, then, 
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regarding teachers' and pupils' priorities of objectives remain subs

tantially unaltered. 

Pupil..6' Unde)udaru:Ung 06 Objedivu and ThWL PeJr.Ce.p.tWn6 06 Soci.ai. 

Stu.diu a.6 a. Sc.heol Su.b j e.c;t 

These perceptions were measured by a projective technique, 

namely an open-ended story-telling technique. The story depicted 

four situations faced by a Form III pupil; after reading each situa

tion, the respondents had to complete the open-ended statements provi

ded in the questionnaire. 

The replies made by the total sample of the respondents (N • 

907) were first analysed with a view to categorizing all the state

ments related to each situation into appropriate units. Since projec

tive techniques have a reasonable element of subjectivity of inter

pretation, these categorized data were presented to six independent 

judges for their views on the categorization. The same judges used 

for validating the classification of the teachers' open.ended data 

were used here. 

The testing of the validity of the researcher's categories for 

classifying open_ended responses was carried out by a binomial test 

which was chosen beaause the data were in two discrete categories 

(agreement or disagreement with the number of statements classified). 

The same formula (devised by Dr Mc Lean of Liverpool School of 

Education) that was used for testing the validity of the categories 

drawn up for classifying teachers' open.ended responses, was also 

used here. The test is briefly as follows: 

Let r • number of statements on whose classification all judges agree 

N • number of statements being classified. 
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For a null hypothesis, it was supposed that statements were 

randomly assigned to categories. r was compared with ~N. If r is 

greater than or is equal to ~N, the null hypothesis can be rejected. 

The mathematical justification of this test is presented in Appendix I. 

Table C16 shows the data in the form appropriate for applying 

the test. 

Tab~e C16: C~assifi(]ation of Statements of Open-ended Question 3 

Sub-Items N l' 

A 838 466 

B 569 569 

C 788 673 

D 730 679 

Inspection of these data quickly reveals that in each case, r 

is much greater than ~N, and therefore in each case the null hypothe-

sis that statements were randomly assigned to categories, can be 

rejected. It can be concluded that the categories used for class i-

fying the open-ended responses are valid, and that objectivity has 

been achieved in the process of classification. 

The categories obtained for each sub-item were as follows: 

Tab~e Cl'?: Categorisation of Items 

Sub-item A = Intertpreting the meaning of active 

partiaipation in Soaia"L Studies 

"Le8sons 

Category 1: Participation can take various forms 

% Response Rate 

for example, discussion work, collec- 38 
ting extra 'information, answering 

questions. 
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% Response Rate 

Category 2: Participation implies certain beha

viour on the part of pupils for 

example, attention, seriousness. 

Category 3: Participation is important to avoid 

boring lessons. 

Category 4: Participation depends on the teacher's 

42 

15 

encouragement or role in the classroom. 2 

Neutral 3 

Sub-item 2 = HeZping the teaohep to aoZZeat 

suppZementar,y infoP.mation 

Category 1: Information can be derived from various 

sources;for example, libraries, news- 82 

papers, graphics, television and radio, 

interviews, visits. 

Category 2: Irrelevant replies for example, being 

attentive. 3 

Neutral 17 

Sub-i tern C = Thinking about ways of passing examina

tion in SoaiaZ Studies othep than by 

memorizing the textbook aontent 

Category 1: Regular or constant revision of facts 

previously learned. 40 

Category 2: Understanding and reasoning are more 

important elements in the learning pro- 25 

cess than memorization. 

Category 3: Self-discipline,for exampletPupil should 

condition himself to work seriously. 
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Category 4: Self-enrichment, for example,the need 

to derive ideas from other sources. 

Neutral 

Sub-item D: FeeZings about the discontinuation 

of Soaia7" Studies at the end of a 

3 years' CJOu:r>se 

Category 1: Expression of bitter disappointment, 

% Response Rate 

12 

6 

annoyance and anger by these who like 65 

the subject for various reasons. 

Category 2: There are those who are resigned to 

choosing subjects closely relate4 

to Social Studies. 

Category 3: Certificate-conscious pupils would 

13 

opt for subjects in which they can pass. 8 

Category 4: Job-conscious pupils would choose sub

jects which lead to a career or a job. 

Category 5: Discontinuation is a good thing to those 

who think Social Studies made too great 

demands on them in terms of thinking 

and learning. 

Category 6: Discontinuation appeals to those who 

find Social Studies a boring subject. 

Neutral 

1.6 

2.6 

.8 

9 

One of the purposes of using this projective technique was to 

gain some understanding of the way pupils perceived some of the 

objectives that they had ranked previously. The first sub-item 

relates to the ability to participate actively in the classroom. 
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From the pupils' responses, it is obvious that only one-third of them 

seemed to have understood the meaning of active participation. A 

minority of this group had even stated that the attainment of this 

objective depended on the establishment of good teacher-pupil relation-

ships. To the other respondents, classroom participation meant work-

ing seriously or showing attention to the teacher. It is clear, then, 

that many pupils did not understand how that objective was to be deve

loped, and it is not surprising that the latter was ranked half-way 

down the pupils' list of priorities. 

Responses to the second sub-item illustrate that the majority 

of the pupils had understood what it meant to look for information 

through various sources. The implication is that the behaviour adop-

ted by many teachers seemed favourable to the attainment of this 

objective. 

The third sub-item invited pupils to think about ways of passing 

examination. While a quarter of the respondents stressed the impor

tance of developing and understanding ideas, 40 per cent of the sample 

attached great importance to the content revision of facts or memori

zation, thereby confirming the top place allotted to the ability of 

learning facts in their list of priorities. 

The second purpose of this projective technique was to measure 

the pupils' perception of Social Studies as a school subject. Respon

ses to the fourth sub-item made it obvious that pupils showed much con

cern about the discontinuation of the Social Studies Project beyond 

Form Ill. In the previous chapter, it was found that the teachers too 

entertained a feeling of disappointment and frustration on this issue. 

65 per cent of the pupils had come to be deeply involved in this 
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subject which appealed to them for a variety of reasons for example, 

tIthe subjeat is ZiveZy and interesting", "the SoaiaZ Studies aZaBs is 

the onZy aZass where ideas and opinions aan be shared", "the subjeat 

deveZops thinking", "it provides generaZ knowZedge" eta. Interest-

ingly enough another major cause for concern about the discontinuation 

of Social Studies among the same category of pupils, relates to "the 

three years of hard work and interest put in this subjeat for nothing", 

"it seems aZear now that Zearning SoaiaZ Studies seems to have been a 

waste of time". Underlying such statement is the pupils' intense 

preoccupation with examinations. Indeed this preoccupation with 

examination has blinded these pupils to:...the fact that, ~owever inter

esting and appealing Social Studies lessons are, they are not examina

tion relevant. There is little point in learning about an interesting 

subject that is not required for the Form V examination. The latter 

were mostly concerned with the traditional subjects of Geography, 

History, Economics and Sociology. The fact that Social Studies pro-

vides adequate preparation for these subject~ at upper levels, does 

not seem to have made much impact on the pupils.. On these grouna, 

therefore, the subject should have been allowed to continue in upper 

forms. The other categories of responses on this fourth sub-item 

did not express concern about the discontinuity of Social Studies 

beyond Form Ill. What mattered most to them was the existence of 

other subjects related or not related to Social Studies which could 

help them to obtain a certificate or a job. It is clear, therefore, 

that pupils like their teachers, showed much concern about the impor

tance to get certificates. The idea that the certificate alone is 

important, had had a great impact on pupils' thinking. 
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SummaJLY and Co nci.U6,w ~ 

In this chapter, Questions 6 and 11 (outlined in Chapter I) 

have been tackled, and hypotheses 1 to 4 have been tested. Briefly 

the results may be summed up as follows: 

Hypothesis 1: that teaahers' priorities of objeatives wouZd differ 

from those of the pupils and that pupils' priorities would be equi

valent to peraeived teaaher ranking. 

This was clearly confirmed. A comparison of pupils perceptions 

of the importance of teaching objectives with perceived teacher rank

ing and actual teacher ranking (Question 2) brought certain conclu

sions which are in keeping with some of the previous findings. There 

was unanimity between the pupils' ranking and their perceptions of 

the teachers' ranking, but discrepancies occurred between these two 

rankings and the teachers' list of objectives' priorities. 

The ranking of objectives by pupils belonging to the three 

categories of implementers also re-affirms the complete identifica

tion between pupils' priorities and their perceived teacher ranking, 

as well as the striking differences of opinions between these two 

rankings and teacher priorities. 

This seems to indicate that the teachers' views on the impor

tance of objectives and their awareness of the Project's ideas on 

teaching objectives did not necessarily condition their classroom 

implementation of the new materials. There appeared to be a gap 

between the teachers' expressed views on objectives and their imple-

mentation of these objectives in the classroom. The result was 

that pupils' acceptance of the importance of certain teaching 
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objectives reflected to a certain extent their perceptions of the 

teachers' actual behaviour in the classroom. Teachers did not seem 

to be aware of the impact that their classroom behaviour was having 

on their pupils' perceptions. Pupils were identifying themselves 

with their perceived teacher ranking, and this explains the strong 

agreement between their ranking and their perception of the teachers' 

ranking. Contrary to teachers' priorities, the knowledge of facts 

which was stressed in the ~classroom was given top prio~ity in the 

lists of pupils' rankin; and perceived teacher ranking. On the 

other hand, the objectives relating to values and attitudes were 

placed well down in those lists. Obviously, pupils attached little 

importance to the affective objectives. 

It would seem that teachers were: not explaining effectively 

enough to their pupils what they were doing, or else they were not 

inventing more effective methods oi achieving these objectives. If 

teachers were to put more effort into achieving the affective objec

tive, they would, probably first have to convince both themselves and 

their pupils that these objectives were important. 

However it is perfectly clear that teachers could hardly con

vince themselves that these objectives were of the utmost importance 

if they themselves doubted their feasibility of achievement. This 

finding is particularly interesting since it was found in the conclu

sions drawn from teachers' data that teachers did show concern about 

these objectives, but in view of the prevailing climate of pre

occupation with examinations, they were also concerned with the idea 

that pupils must get their certificates. The teachers' doubt about 

the possibility of achieving these objectives, had certainly an 

impact on pupils' thinking. Another possible explanation of the 
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discrepancy between pupils' and teachers' ranking of these objectives 

is that teachers did not really understand how these objectives were 

to be developed in the classroom. There is also the possibility 

that the teachers were stating the objectives they thought they ought 

to state, but in fact, were giving different emphasis in their actual 

teaching •• 

Hypothesis 2: That pupi 1,s aou1,d T'evea1, a we 7,7,-ba1,anaed piatUT'e of 

their teaaher aZassroom strategy through proper identij¥aation of the 

positive and negative pairs of statements whiah desaribe various 

aspeats of a1,assroom impZ,ementation strategies. 

This was not entirely confirmed. The results of pupils' percep-

tions of their teachers' classroom implea~ntation strategy (Question 1) 

appear somewhat "suspeat". The "theoretiaaZ" expectation of item 

intercorrelations did not work out as easily or as unambiguously as 

was expected. There could have been certain practical weaknesses in 

the data that stood in the way of clear-cut findings; either the 

positive and negative pairs of sub-items were not sufficiently clear 

for adequate discrimination or the pupils' ability and level of under

standing did not allow them to interpret these data unequivocally. 

On the other hand, it is worthwhile pointing out, here, that 

the evidence is in favour of the acceptance of this hypothesis with 

regard to the perceptions of pupils of high implementers. The 

results of these pupils' perceptions were quite striking. However, 

in view of the problems mentioned earlier, one cannot say that this 

hypothesis was confirmed entirely or unambiguously. 
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Hypothesis 3: That pupiZs of quaUfied teaahers UYin be abZe to per-

aeive more aZearZy their teaahers' impZementation strategy than pupiZs 

of unquaZified teaahers. 

This was partially confirmed. The pattern of responses among 

the different groups of pupils categorized in a three-way classification 

based on teacher qualifications (unqualified, Diploma holders, Degree 

holders) was similar. 

This could be due to the possibility that there was, in fact 

little difference between the perceptions of the three groups. It 

could also be due to the ambiguous interpretation of the data as seen 

previously. In terms of more effective responses, however, it was 

noted that pupils belonging to the group of Degree holders performed 

relatively better on Question 1. 

Hypothesis 4: that pupiZs of high impZementers wiZZ be superior to 

pupi Zs of the other groups of imp Zementers in their peraeption of the 

teaaher impZementation strategy. 

This was partially confirmed. There was a significant tendency 

for pupils of medium implementers to be slightly superior to those of 

high implementers in their perception of the teacher classroom stra-

tegy. Both medium and high implementers' groups of pupils performed 

better in their demarcation of the positive and negative items of 

Question 1 than pupils belonging to the low implementers. . 

Summing up, then, the pupils' perceptions of the classroom 

implementation strategy revealed that with the possible exception of 

the medium and high implementers, the teachers were not involved in 
1 

a style of teaching different from their traditional role. Even 
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teachers who were trained to handle the new curriculum were not dis

playing many of the positive aspects of the Project's implementation 

strategy. The only positive aspect which was shared by all three 

groups of teacher qualifications, was pupils' involvement in the 

preparation of classroom visuals. 

The conclusion is that either teachers did not sufficiently 

know how they were supposed to operate, or other factors were inhibi

ting the proper implementation of the Project; for instance, the 

predominance of examination consciousness, and the general expecta

tion of an authoritative collection of knowledge for examinations. 

Thus teachers relied mostly on the textbook as the source of knowledge 

and the dominant instructional tool. It is the only "pock" they have 

to cling to, as Beeby (1962)1 would say. The textbook orientation 

was reinforced through homework assignments based on the answering of 

end-of-chapter questions. This view of the textbook was one factor 

that stood in the way of teachers involving pupils in thought

provoking questions, in surveys or visits outside the schools, in 

discussion of issues relating to man and society and in finding out 

supplementary information. 

The undue stress on the transmission of factual information 

persisted in spite of the fact that the evaluation tests carried out 

in schools by the Project team stressed skill objectives rather than 

knowledge. Indeed, a few pupils were quick to point out in their 

replies to open-ended items that they considered the ability to find 

supplementary sources of information important because the test papers 

they had faced so far never used only the textbook knowledge. 
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Hypothesi8 5: that aZ-a88 8ex aomp08ition wouZd not 8how any impaat 

on the pupiZ8' peraeption8 of their teaaher impZementation 8trategy. 

Pupils' perceptions of their teachers' implementation strategy 

did not vary with such personal or school characteristics as class 

sex composition. The conclusions drawn from the previous analysis 

of the teacher data and classroom observation have confirmed that, 

with the exception of teacher qualifications, the most striking thing 

about the data dealing with school or personal characteristics is 

their general lack of significance. In a sense this is a good thing 

since no subsequent analyses for different variables have to be done 

separately. 

Hypothe8i8 6: that pupiZ8 wiZZ 8how a p08itive attitude to the new 

SoaiaZ Studies aun'iauZum and that they win strongZy oppose the 

disoontinuation of the subjeot of Forrm III ZeveZ. 

This hypothesis was confirmed. The pupils were on the whole 

positive about the new curriculum. These findings are in keeping 

with the conclusions drawn from the teachers' data. The majority 

of the pupils expressed much disappointment with the discontinuation 

of the subject; they observed that the subject did much to widen 

their horizons and to develop powers of critical thought. But 

although Social Studies was very interesting, it was not necessarily 

useful. Some saw little point in learning about an interesting sub

ject that was not required in higher forms for examinations purposes. 

Unless, therefore, the subject is allowed to continue in upper forms, 

pupils might lose motivation in studying it. 

Like their teachers, the pupils attached much importance to the 

-Form V examination. The certificate matters mest to the pupils, 

more so than the content of Social Studies or its relevance to their 
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lives; the certificate is the key to the door of high education and 

a better job. The data thus provide a good example of what Raven 

(1977) 2 has termed "antiaipatory soaiaUzation". 

The intense preoccupation with examinations was also reflected 

in the views of a minority of pupils who stated that Social Studies 

was not a suitable career line-course, and that it was in fact a 

down playing of what was normally accepted to be "career-oriented" 

subjects (for example, Economics). 

One thing emerges clearly from this data; pupils have acquired 

distinctive images of career-oriented subjects which are quite 

inaccurate. Teachers could try to alter these images if they set 

about it systematically by pinpointing on the relevance of subjects 

to their lives. Whether they should do so in the prevailing circums-

tances is another question. 

Summing up, then, of the six hypotheses that were tested here, 

only hypothesis 2 seemed to be somewhat inconsistent with the data, 

while there was empirical support, in varying degrees, for the other 

four hypotheses. In the case of hypotheses 1, 5 and 6 the predic-

tion emerges as strongly as was expected. Regarding hypothesis 2 

there could have been certain weaknesses in the data that did not 

quite lead to clear-cut findings, and that also affected to a certain 

extent the findings on hypothesis 3. Hypothesis 4 was partially 

confirmed. In spite of the limitations of some of these data on 

pupil perspectives, then the overall impression from this analysis 

is that it has provided additional confirmation for the findings 

reported in Chapters III and IV respectively. These findings .amount 

basically to one conclusion: there was a gap between. the teachers' 
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expressed views on the Project's objectives and its philosophy and 

their implementation of these objectives and philosophy in the class-

room. It remains now to establish whether there is any link~between 

the teachers' implementation strategy and the pupils' achievement of 

these objectives. This question will be considered in the next 

chapter. 
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CHAPTER VI 

RESULTS IV: PUPILS'ACHIEVEMENT IN THE NEW CURRICULUM 

This chapter deals with the assessment of pupils' achievement 

during three years of studying the Social Studies programme. Broadly, 

the following question outlined in Chapter I will be considered: 

Question1l: What lJas the achievement of the pupiZs in the main 

areas of the Project's objectives? 

Various factors are known to influence a pupil's performance 

in items assigned to specific areas of objectives other than his or 

her level of ability. One such determinant that is clearly recog

nised is the classroom process. In chapter IV, it~s pointed out 

that various researchers (for example, Galton, Simon and eroll, 

(1980» have adduced that the teaching behaviour has an effect on the 

pupil's performance. This in itself throws doubt on the validity 

of attempting to attribute pupils' success uniquely to the ability 

dimension. 

The particular determinant pursued in the present investigation 

is the teacher's strategy in implementing the new programme's objec-

tives. The nature of the influence of the teacher's implementation 

strategy on the performance of the pupils may be elusive; but it is 

being postulated that pupils of high implementers will, in general, 

achieve higher scores across the main areas of objectives than pupils 

of medium implementers, and pupils of medium implementers will perform 

better in these areas than pupils of low implementess. 
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It may be recalled, here, that in Chapter IV, the classroom 

behaviour of teachers was analysed; three categories of implementers 

were then identified. In Chapter V, the relationship between these 

categories of implementers and the pupils' perception of their teacher 

implementation strategy and ranking of objectives was examined. In 

this chapter, the analysis is taken a stage furterj the relationship 

between the implementation levels and the pupils' achievement in the 

main areas of objectives will be examined. From the description of 

the characteristics of the three categories of implementers in 

Chapter IV there are reasons to anticipate that differences will be 

found in the performance of their pupils. 

Since this study was concerned wtth the effects of the Project 

on the pupils' progress, it was clearly important to measure the 

objectives which the new curriculum was trying to achieve. Indeed, 

it can be argued that the standardized test has much to offer in the 

measurement of curriculum implementation. The design of the study 

is sufficiently strong to establish the link between the standardized 

test and the othe~easures of implementation used in this study. 

First of all, the samples of classes and teachers are identical, and 

secondly, the same areas of interest or topics (namely, the objectives 

of the Project) have been covered in these measures. In both the 

Teacher's and Pupil's Questionnaires, a list of the Project's main 

objectives was given to the respondents who were asked to rank these 

objectives in order of their relative importance to them. One of 

the classroom observ~tion schedules that were used, namely the Evans/ 

Behrman Schedule, consider~ the implementation of these objectives 

in the classroom by the teacher. To the extent that the standardized 
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test was made to measure these main objectives of the new programme, 

it can be expected to give an approximate picture of pupil 

achievement. 

It may be of interest to point out here that Rutter et a1 

(1979)1 have argued that public examination results are the most suit-

able means of measuring school products, since these relate directly 

to the content of the school curriculum. 

Finally, it may also be relevant to point out here that the 

standardized test was given at the end of the Pupils' third year with 

the new curriculum and so a description of the pupils'performance at 

that particular time is being attempted here. No estimate could be 

obtained of the extent to which the pupils' initial achievement on 

entering Form III may have influenced their performance under the 

level of implementation to which they were exposed. However, since 

all the pupils were being exposed to an innovative programme at the 

levels of Forms I, 11 and III respectively, it is assumed that ini-

tia1 achievement on entering Form III may not be a determinant factor 

in this respect. 

study Popu.la;Uon 

The population described in Table Dl represents a random-sample 

of the island-wide Form III classes which participated in the 

Questionnaire surveys (both Teachers' and Pupils') and classroom 

observation exercises. It represents the three categories of imp1e-

menters in terms of school types, number of teachers, classes and 

pupils. The high percentage of Private Schools teachers is due to 

a higher percentage of these in the island. It was difficult to 
f 

match the number for teachers and pupils maximally because certain 
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selected schools which had initially agreed to participate in the test. 

could not do so eventually. Furthermore. a few classes did not fill 

in correctly the summary mark sheets designed by the researcher and 

therefore the performance of their pupils had to be discarded. 

TabZe Dl: Study PopuZation for the Stand.aPdized Test 

SahooZs 

Imp Zementers 
Junior Teaahers CZasses PupiZti 

State Seaonda:try Private 

Low 0 0 1 1 1 I 1 1 411 

Medium 1 ,17 19 19 737 

High 2 5 7 14 14 526 

Total 3 6 35 44 44 6~4 

In a study which is concerned with the achievement of the 

Project's main areas of objectives by pupils. the nature of the test 

items is obviously very important. Tests measuring the recall of 

facts are the main concern of all schools. teachers and pupils. and 

therefoEe all the thirty-one items of the test covered aspects of fac-

tual recall. However. in addition to factual recall. it was also 

decided to measure as far as was practicable. the other objectives 

outlined in both the Teachers' Guides and Pupils' materials. 

The objectives of the programme are broadly as follows: 

(i) Knowledge (ii) Skills (iii) Attitudes and values. These are 

further broken down as follows: 

(i) Knowledge: Facts. concepts., generalisations. 

(ii) Skills: Graphicsi/Cartoon interpretation. critical thinking. 

social skills. 
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(iii) Attitudes and values: Empathy, awareness, interest and 

acceptance of responsibility. 

It would be unwise, of course, to expect the objectives of the 

~ew curriculum to be faithfully mirrored in the test paper, but gene

rally speaking, the weighting of the objectives in the test paper was 

made to reflect the weighting in the curriculum materials. More 

stress was given to content and skills objectives, and less to objec

tives in the affective domain. 

A specification grid was used as a basis for item construction. 

A copy of the grid is given in Appendix III (Sa). For convenience, 

the different types of objectives are presented in separate columns 

on the checklist. However in the reality of classroom teaching, 

these objectives are interdep'endent and often pursued together. It 

is a commonly-accepted fact that the cognitive and affective objec

tives overlap each other, the intermingling of intellectual and 

attitudina1 elements being unavoidable. For example, the ability to 

develop critical thinking relates to a willingness to accept respon

sibility for one's thoughts. Therefore on the specification grid, 

the items are associated with more than one objective. 

The assignment of items to objectives on the specification grid 

was done by the Project team who represented also the Examination 

Board set up for running this test in schools. Intersubjective 

agreement on the assignment of test items to objectives could thus be 

claimed. 

Table D2 on the next page illustrates the list of the Project's 

objectives submitted to tettchers and pupils for ranking in order of 

priorities, and their representation per item in the standardized 

test is also indicated • 
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TabZe D2: Objeatives speaified in the test 

.Objeatives . .. .Test .Items 

1. Learning facts about man and society. Nos 1 to 31 - All items 

2. Developing ideas, concepts 6, 7, 8, 9, 10, 11, 12, 

generalizations. 13, 15, 16, 19, 20. 21, 

22, 24, 25. 

3. Ability to look for various sources Test does not allow for 

4. 

5. 

6. 

7. 

8. 

9. 

of information. 

Ability to interpret graphics. 

Ability to work and participate with 

others. 

Development of a favourable attitude 

to different races/cultures. 

Development of skill in critical 

thinking. 

Development of an awareness of one's 

attitude towards social problems. 

Willingness to respond and to parti

cipate in special tasks. 

the direct measurement 

of this objective 

21, 22, 23, 24, 25, 28, 

31 

Not measured 

26 

17, 21, 27, 30, 31. 

26, 27, 30. 

Not measured 

Because of the impossibility of putting these objectives to 

the test on a one-by-one basis and also for the sake of convenience 

and clarity, this list can be justifiably sub-divided into four 

broad clusters of objectives as listed below: 

1. Content objectives-Factual information (Objective No. 1) 

2. Content objectives - Conceptual information (Objective No. 2) 

3. Skills objectives (Objectives Nos. 3, 4, 5, 7). 

4. Attitudes objectives (Objectives Nos. 6, 7, 8, 9) 

(at the levels of receivi,ng/responding). 
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This classification by clusters of objectives is in line with 

most of the taxonomies available, notably that of Bloom et a1 (fac-

tua1 and conceptual). The division of the content objectives into 

two parts is in line ~~th the Project's rationale. 

The test items (No. I to 31) will be grouped according to one 

cluster or the other. By thus grouping the items, five part-scores 

of each candidate will be obtained. It is a fact, however, that 

the scores on factual information amount to the total test scores. 

Multiple-choice items constitute the major testing procedure in 

Section 1 of the test paper; the second section gives the pupils 

the opportunity· to express themselves in structured items or more 

open-ended items. 

This test developed and improved since 1978 was meant to be a 

third trial version of the national examinations scheduled to take 

place in 1982. In the light of the experience gained in the two 

previous years, the level of difficulty of the test was known; 

this is reflected in the analysis of the facility index of the objec

tive question in Table D3. 

The test consisted of items which dealt with topics of the new 

curriculum familiar to the candidates, hence content validity was 

ensured. It was explained, earlier, t.hat these items were prepared 

on the basis of a specification grid circulated to all ~he schools, 

and as such they were concerned with the objectives and the rationale 

of the new c\~rriculum; in this respect, construct validity .. can. be 

cl~imea ... "The test items were assigned to each objective by consen

sus of opinion of the Social Studies team as to their face validity. 
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It might be also relevant to add here that the team who constructed 

this test, were also responsible for the development of the curricu-

lum materials, for teacher development and partly for monitoring the 

classroom use of the materials. All this could be taken as positive 

indication of the validity of the test. 

The questions being of the objectives and structured types, 

reliability of marking was obvious. Reliability was also achieved 

with the aid of a highly-detailed marking scheme to be followed by 

each marker. This scheme was agreed upon in advance by the members 

of the examination Board. The clear marking scheme could have left 

little room for unreliabi1ity of marking by the classroom teacher. 

A wide range of possible answers was given in respect of the struc-

tured questions. 

One of the fundamental characteristics of the overall perform-

ance of the pupils in that standardized test was its pronounced 

heterogeneity. This view can be summarized thus: 

Mamrrrurrt 
Marks. 

100 

Mean 
.Mar.ks. 

48 

Standa.ro 
.... . Deviation 

15.1 

The variability of the pupils' performance will be looked into 

more closely later in conjunction with the teacher's level of 

implementation. 
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Only the objective items of the test paper were analysed with 

regard to their facility index and discrimination index. The faci-

lity index of an item is that proportion of the pupils who have 

answered correctly to the item. An estimate of the discriminating 

power of a given question can be obtained by substracting the number 

of pupils in the "Zower" 27 per cent of the whole population (who 

attempted the question correctly) from the number of pupils in the 

"upper" 27 per cent of the popUlation; this figure is then divided 

by one-half of the total number of pupils who took part in the test. 

Table D3 below gives the value for the facility and discrimination 

indices in respect of Questions 1 to 20 in the test paper. 

Questions 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

TabZe D3: FaaiZity and Disarimination Indiaes 

FaaiZity Index 
.... % .......... . 

53.7 

45.9 

54.4 

54.3 

56.9 

37.3 

66.5 

35.4 

54.7 

27.2 

43.4 

67.2 

47.9 

39,4 

60.1 

52.9 
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Disarimination Index 

0.33 

0.21 

0.20 

0.24 

0.26 

0.27 

0.09 

0.11 

0.13 

0.12 

0.24 

0.23 

0.29 

0.22 

0.26 

0.33 



· .Que8tian8 FaaiUty.Index Di8aPiminatianIndex 

17 51.9 0020 

18 41.5 0.19 

19 30.3 0.16 

20 44.4 0.02 

Fourteen of the items have a facility index of 43 to 50, and 

could be considered as "pea8onabZy" good items. None of the items 

could be considered as very easy; there were a few hard items, 

notably items 10 and 19. 

As regards discrimination index, the D.I values are quite 

appropriate for the wide range of pupils' performance. Items with 

D.I values from .30 to .20 can be considered as reasonably good for 

test purposes in this particular respect. There was no negative 

discrimination index, although two items had values below .10 

(items 7 and 20). The low discrimination effectiveness of those 

two items which proved to be well beyond the reach of the weak 

pupils, can be accounted for by the fact that they both dealt with 

the conceptualisation of terms. (See Test Paper in Appendix Ill). 

Classroom observation has shown that some teachers or categories of 

implementers did not take into account the conceptualisation process 

and stressed particularly the acquisition of facts. 

This part of the test contains structured questions or ques-

tions of the open-ended type. Table D4 gives a breakdown of the 

results obtained in the mark intervals as specified. 
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TabZe D4: PerfoP<manae in Struatured Questions 

Question No. Mark Intervats Response .Peraentages 

27 0-4 71 
5 - 8 29 

28 0-4 82 
5 - 8 18 

29 0-4 84 
5 - 8 16 

30 0-4 70 
5 - 8 30 

31 0-4 94 
5 - 8 6 

The table shows unsatisfactory achievement in this part of the 

test paper, most respondents scoring between 0 to 4 marks (out of a 

total of 8). It reveals that questions of this nature appeared 

difficult to the pupils. This does not necessarily point to the 

fact that the level of sophistication of the paper could have been 

unreasonable, but rather to improper ways of implementing the new 

curriculumo Indeed, in the light of the previous findings concern-

ing the stress on the accumulation and recall of facts, these 

results are not surprising. Teachers on the whole were busily 

engaged in covering the subject-matter of the new curriculum, not in 

developing skills in their pupils. 

The data obtained in this study will be analysed in terms of a 

comparison of the class means established at the three levels of 

implementation in each of the four areas of objectives. Using class 

averages as the basis units.of analyses can be justified on the 

ground that class~ased instruction rather than aac individualized 

254 



approach characterizes the modified-enquiry strategies of the new 

curriculum. It is recognised, however, that such an approach does 

not allow the investigation of relationships between types of pupils 

within the same class and achievement. On the other hand, it can 

be argued that differences between pupils which are not explained by 

level of implementation, do not occur when class mean is the unit 

of analysis. 

Table D5 summarises the mean scores of the pupils of each cate-

gory of implementers on each of the clusters of objectives. The 

detailed results of class means in each category are given in 

.Appendix 11' {9 (a) to 9 (cl) } 

TabZ,e D5: Pereentage Means of BOONS 

Lob1 Medium ' Tf" h 
Cz,uste:rs of .?.g 

Objeotives IrrrpZ,emente%'s ImpZ,ementeN IrrrpZ,emente:rs 
(N .::; .11) (N .::; .19) (N .::; .1'4) 

1. Factual 41.6 45.3 59.0 information 

2. Conceptual 
information 47.63 50.65 66.38 

3. Skills 35.00 37.76 53.23 

4. Attitudes 48.32 51.18 66.16 

When the percentage means obtained on factual information 

between the high implementera' pupils and·those of the low and medium 

groups are compared, the former are superior to the latter. Looking 

nOW at the means for concepts, sldils and attitude~, a similar pbeno- . 

menon is evident. . It is obvious that these peree.utage means gene

rally favour the group of high implementers, as they would be expected 

to<do. Pupils 'of low and medium imp-181D8'Aters .how an almost blend-

eal le~el of performan~e. The trend in .favour of the biJh 
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implementers thus seemed to operate right across all four areas of 

objectives. It remains to test the statistical significance of these 

differences and to see whether they may be allocated to the factor 

considered in the hypothesis, namely the level of implementation. 

Analysis of variance tests were computed between the high, 

medium and low levels of implementers' groups in achievement in each 

of the four clusters of objectives. Multiple regression procedures 

were also used to examine the relationships between levels of imp 1e-

mentation and achievement in each area of objectives. A total of 

four analysis of variance tests, four mUltiple classification ana1y-

ses and four contrast coefficient analyses were thus computed, three 

tests being related to each area of objectives. These analyses 

were run on the computer using the SPSS programmes. Further details 

of these analyses are provided in Appendix 11 (Table ge). 

Table D6 provides the one-way analysis of variance results in 

the first area of objectives (Recall of facts) 

TabZe D6: AnaZysis of VaP'iance: LeveZs of impZementation X 

CZuster 1 Objectives 

Source of Sum of DF Mean F F 
VaX'iation .SquaI'es . Squa'P.es . Ratio. .ProbabiUty 

Between groups 80 534.4848 2 40 267.2424 243.2322 00000 

Within groups 267 198.6618 1 614 165.5506 

Total 347 733.1466 1 616 215.181 

Differences in achievement in the first cluster of objectives 

were thus found to be statistically significant between the three 

levels of implementation groups. Since, as explained earlier, 

achievement in the first cluster of objectives also amounts to total 
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achievement in the standardized test, .it can be concluded that the 

level of implementation of the teacher has an effect upon pupil 

achievement. Pupils belonging to the group of high implementers 

performed better in this area of objectives and in the whole test 

than pupils of the other groups of implementers. 

Table D7 gives the results of the Multiple Classification 

Analysis related to achievement in this first cluster of objectives. 

To help with the interpretation, a brief outline of the MCA is given 

here. This method of analysis is an option of the SPSS sub-

programme ANOVA. The following outline is based on the article 

presented by On Kim and Kohout (19111 2 in the SPSS material: the 

unadjusted deviation is simply the mean of each category expressed 

as a deviation from the grand mean. The "eta" for each factor indi-

cates the proportion of variation in scores of each group explained 

by the level of implementation. In calculating the unadjusted mean 

values, no adjustment is made for other factors. The numbers in 

the second column indicate the adjusted mean values for each category 

when the other factor is adjusted for. Associated with the adjusted 

category effect is a partial correlation ratio known as ''beta''. The 

''beta'' value can be viewed as a partial regression coefficient in a 

very special sense. Because of the orthogona1ity, the same values 

are obtained for both columns. In addition to the above output, a 

mUltiple correlation Rand R2 also appear at the bottom of the MCA 

table. 
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Table D7: MUltiple Classification Analysis: Levels of Implementation 

Cluster 1 Objectives 

Grand Mean = 48.68 

Level of 
Implementation 

1. Low 

2. Medium 

3. High 

Multiple R2 

Multiple R 

N 

380 

739 

498 

Unadjusted 

Dev'n. Eta 

7.07 

3.34 

10.35 
.48 

From the MCA table it may be noted that 

Adjusted for 
Independents 
Dev'n Beta 

- 7.07 

- 3.34 

10.35 
.48 

.232 

.481 

1. the high implementation level is the most effective, while the 

low group is the least effective. 

2. the eta • .48 is equivalent to a regression multiple R since 

there is only one factor (implementation level) 

3. the Multiple R being equivalent to .48, it is valid to conclude 

that there was a relationship between level of implementation 

and achievement. 

4. 2 an R value of .23 indicates that 23 per cent of the variance 

in pupils' achievement was associated with the level of 

implementation. 

The SPSS sub-programme one-way Analysis of variance also pro-

vides optional tests for a priori contrasts. Contrast coefficients 

specify contrasts between means of particular or combined groupsoand 

are chosen in such a way that they sum up to zero. Thus Contrast 

in Table D8 • - 1.0 0.0 1.0 defines a contrast between the low 
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implementers and the combination of medium and high implementers' 

groups. 

The output for a priori Contrast tests includes the t statis-

tic and the two-tailed probability of t. A "pooled" and a 

"sepa'l'ate" variance estimate for t are provided as well. The 

separate variance estimate is used in the denominator of t when there 

is reason to believe that the homogeneity of variances assumption has 

been violated. The results of these tests for achievement in the 

first cluster of objectives are given in Table D8. 

Table DB: Cont~8t Coefficient Mat~ - Cluste'l' 1 Objectives 

Contrast 1 

Contrast 2 

VaZue 

Contrast 1 17.4167 

Contrast 2 15.5500 

VaZue 

Contrast 17.4167 

Contrast 2 15.5500 

Lob) 
Medium 

IMPLEMENTERS 

- 1.0 0.0 

.5 .5 

POOLED VARIANCE ESTIMATE 

S. E'l''l'O'l' T. VaZue D.F. 

.8764 19.873 614.0 

.7052 22.050 614.0 

SEPARATE VARIANCE ESTIMATE 

S. EPro'l' T. VaZue D.F. 

.8061 21.600 754.0 

.6406 24.283 127.0 

High 

1.0 

1.0 

T. P'l'ob. 

.000 

.000 

T. P'l'ob. 

.000 

.000 

From the Contrast Coefficient Matrix above, it is obvious that 

there are contrasts between means of low implementers and of combined 

medium and high groups. The second contrast specifies a contrast 

between the combined low and medium groups and high implementers. 

259 



Ac.fU.evemeYLt ht the Sec.ond Cf.u.6teJl 06 Objec.:tivu 

The one-way analysis of variance results in the second area of 

objectives (concepts and generalizations) are given in Table D9. 

Tab~e DB: Ana~ysis of Variance: Leve~s of Imp~ementation X 

C~uster 2 Objectives 

Source of 
Variation 

Sum of 
Squares D.F. Mean 

Squares F. Ratio FTo~abi~ity 

Between groups 5 457.5710 

Within groups 28 233.1232 

Total 33 690.6942 

2 2 728.7855 155.996 .001 

1 614 17.4926 

616 

The F value being highly significant (p < .001), it can be 

assumed that achievement in the items testing concepts and generali~ 

zations is determined by the teacher's level of implementation. 

Examination of the mean scores of each group of implementers reveal 

that the pupils of high implementers are more capable of applying 

knowledge acquired per se in new situations. This would tend to 

reflect the ways concepts were taught and learned in this particular 

group of implementers. 

The superiority of pupils belonging to the high implementers 

is also reflected in the following MCA table. 

TabZe D10: MUZtipZe CZassi~cation Ana~ysis: LeveZs of 

ImpZementation X CZuster 2 Objectives 
.Grand Mean = 15 .. 32 

Unadjusted AdJusted fo%' 
LeveZ of .. N Independents 

I!!!2.Zementatiort Dev'n' Eta Dev'rt Beta 

1. Low 380 - L93 - 1.93 
2. Medium 739 081 .8J 
3. High 498 2.67 20 67 

Multiple R2 
040 .40 

.J62 
Multiple R .402 
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An R value of .40 indicates a relationship between pupils' 

achievement in this second area of objectives and levels of 

implementation. 

Contrasts between the means of the various groups of implemen

ters are evident in the table below: 

TabZe Dll: Contpast Coefficient MatPix - CZuster 2 Objectives 

Low High 
Medium 

IMPLEMENTERS 

Contrast - 1.0 0.0 1.0 

Contrast 2 .5 -.5 1.0 

POOLED VARIANCE ESTIMATE 

VaZue S.Error T. VaZue D.F. T. Prob. 

Contrast 1 4.6006 " .2849 16.149 614.0 .000 

Contrast 2 4.0429 ..• 2292 17.636 1 614.0 .000 

SEPARATE VARIANCE ESTIMATE 
VaZue S.Error T. Vaz.ue V.F. T. Prob. 

Contrast 4.6006 .2691 17.098 739.4 .000 

Contrast 2 4.0429 .2105 19.211 120.6 .000 

The one-way analysis of variance results for the third clus-

ter of objectives (skills) are provided in Table D12. Inspection 

of the table shows that once again level of implementation has a 

statistically significant effect. 
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Table D12: Analysis of Vananae.· Levels of Implementation X 

Cluster 3 Objectives 

Soupce of Sum of DF Mean F Ratio F 
Variation Squa:roes Squares Probabi Zi ty 

Between groups 10 13009114 2 5 065.4557 227.1491 0000 

Within groups 35 992.4229 1 614 22.3001 

Total 46 123.3343. 1 616 28.542 

The effectiveness of the high implementers in achievement in 

this third area of objectives is equally reflected in the MCA Table 

D13. 

Table D13: MUltiple Classification Analysis: Levels of 

Implementation X Cluster 3 Objectives 

Grand Mean = 14.96 

Level of 
Implementation 

1. Low 

2. Medium 

3. High 

Multiple R2 

Multiple R 

N 

380 

739 

498 

Unadjusted 

Dev'n. Eta 

- 2.43 

- 1.23 

3.69 

.47 

Adjusted for 
Independents 
.Dev'nBeta 

- 2.43 

- 1.23 

3.69 

.47 

.220 

.469 

Contrasts between the means of the three groups of implemen-

ters' pupils scores in the third area of objective are also evident 

in Table D14 on the next page. 
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TableD14: Contpast CoeffiaientMatrix- Cluster 3 Objeatives 

L07iJ High 
Medium 

IMPLEMENTERS 

Contrast - 1.0 0.0 1.0 

Contrast 2 - .5 - .5 1.0 

POOLED VARIANCE ESTIMATE 
VaZue So EXTOP T. Value D.F. T. 'Proob. 

Contrast 1 6.1137 ,,3217 19.007 1 614 0 0 .000 

Contrast 2 5.5168 .2588 21.314 1 614.0 .000 

SEPARATE VARIANCE ESTIMATE 
Value S. Eprop T. Value D.F. T. Probe 

Contrast 6.1137 .3086 19.811 801.8 .000 

.. Contrast .2 5.5168 • 2488 22.175 016.1 . .000 

The one-way analysis of variance results for the fourth area 

of objectives (the lower levels of attitudes in Bloom's affective 

domain) are provided in Table D15. The F value is again highly 

significant, and this fits in with the results obtained for the 

other group analyses of variance. 

Table D15: Analysis of Varianae: Levels of ImpZementation X 

Cluster40bjeatives 

Soupae of Sum of DF Mean F Ratio F 
Variation Squar'es Squar'es .. ProbabiUty 

Between groups 15 869.0730 2 7 934.5365 157.4704 .001 

Within groups 81 325.3943 1 614 50.3875 

Total 97 194.4672. 1 .616 60.145 

Table D16 gives the results of the fourth Multiple Classifi-

cation Analysis. This analysis confirms the findings in the ana-

lysis of variance. It can be concluded that level of implementa-

tion is significantly correlated with achievement in the fourth 

cluster of objectives. 
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Tab~e D16: MU~tip~e C~assification Ana~ysis: Leve~s of 

Imp~ementation X C~U$tep4 Objectives 

Leve~ of 
Imp~ementation 

1. Low 

2. Medium 

3. High 

Multiple R2 

Multiple l? 

N 

386 

739 

498 

Unadjusted 

Dev''n. Eta 

- 3.23 

- 1.42 

.40 

Adjusted fop 
Independents 
.Dev'n .Beta 

- 3.23 

- ] .42 

.40 

.]63 

.404 

Finally, Table D17 illustrates contrasts between the means of 

the three groups of implementers. 

• 
Tab~e Dl?: ContFast Coefficient Mat~ - C~ustep 4 Objectives 

Contrast 

Contrast 2 

Contrast I 

Contrast 2 

Contrast 1 

Contrast 2 

Va~ue 

7.8061 

6.8978 

VaZue 

7.8061 

6.8978 

High 
Medium 

IMPLEMENTERS 

- 1.0 0.0 

- .5 - .5 

POOLED VARIANCE ESTIMATE 

S. EpPOp T. Value D.F. 

.4835 16.145 6]4.0 

.3891 ] 7.729 6]4.0 

SEPARATE VARIANCE ESTIMATE 

S. ElTOP T. VaZue D.F. 

.4611 16.929 682.6 

.3489 19.768 1 181.0 
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1.0 

1.0 

T. PJtob. 

.000 

.000 

T. Prob. 

.000 

.000 



From the results of this investigation on the effect of level of 

implementation on the achievement of pupils in a standardized test, 

the following conclusions can be made: 

1. Levels of implementation have an effect upon achievement in all 

areas of objectives. All four group analyses of variance were 

highly significant, with F values significant at P < .001. 

Some confidence can therefore be placed on these findings. 

2. In total achievement, too, the overall F was significant at 

P < .001. Pupils of the high implementers group achieved a 

greater amount than pupils of the medium implementers' group. 

The latter group tends to show a slightly greater amount of 

achievement than pupils of the low implementers' group. It 

can therefore be concluded that as the level of implementation 

of the new curriculum increases from low to high, its effect 

on pupils' achievement tends to register an increase as well. 

3. The Multiple Classification Analyses confirm the strength of 

the relationship between level of implementation and perform

ance in a standardized test, thus demonstrating that the 

implementation effect is not a mere statistical artefact. 

4. The Contrast Coefficient Matrices reflect the contrasts between 

the mean scores of the high implementers' group and those of 

the other groups of implementers' groups. 
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This chapter was concerned with the achievement of pupils of 

three groups of implementers in a standardized test. The results 

showed that the high implementers were the most successful in deve-

loping the Project's objectives. 

Two questions can be asked following these results and they are 

as follows: 

1. Can the performance in the various objectives and on the total 

be regarded as satisfactory? 

2. Were the differences in pupil achievement due mainly to differ-

ences in levels of implementation? 

Regarding the answer to the first question, assuming that the 

items belonging to each broad cluster of objectives are appropriate, 

and also assuming that the level of sophistification represented by 

the test items is reasonable for the Form III pupils, it can be 

stated that achievement of objectives is on the whole not satisfactory. 

The concept of achievement or mastery is, however, controversial in 

itself. It depends on the type of test and questions or items set 
• 3 
1n the test. Jungwirth (1978) has regarded a mean achievement of 

65 per cent on a test requiring acquisition of knowledge as well as 

a reasonable "degree of j'unctionaUty" of acquired subject-matter, 

as a reasonable proof of mastery; but he pointed out that Bloom 

(1968) would very likely demand something close to 90 per cent. 

Since the standardized test in the present study was one which 

required equally subject-matter and application of knowledae, the 

65 per cent level can be accepted as the critical percea~ .. or arbi

trary cut-off point; on this assumption, a total DeaD score of less 

than 60 per cent would be considered inadequate. 
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A glance at the total mean score per class per school in 

Appendix 11 {Table 9 ~~CL} shows that only lout of 11 classes of low 

implementers has obtained a score of 60 per cent in some of the 

areas of objectives .1 out 19 classes of the medium group has a total 

of over 60 per cent across all four clusters of objectives, while 

three other classes came quite close to 60 per cent in some of the 

high implementers. Twelve out of fourteen classes belonging to the 

high implementers had managed to score over 60 per cent in almost all 

the areas of objectives. 

It could thus be concluded that ~hree years of Secial Studies 

must be regarded as not quite having reached the desired level of 

impact on the pupils. It should be noted that these results were 

obtained within the framework of a mock national examination where, 

motivation being maximal, the results must also be seen as optimum 

for this population. 

With regard to the second question, the problem of answering 

such a question has been clearly presented by Galton and Simon 

(l980) 
4 

"CausaUty cannot be inferred from the resu"lts 
of non-e:cperimenta"l research. This is 
because the observed re"lationship be~een ~o 

variab"les may come about not because one has a 
causa"l inf"luence on the other but because they 
are both dependent for this effect on some 
third variab "le". 

According to these two researchers, the main issue is the uncertainty 

that all possible third variables have been inadequately considered. 

No attempt has been made in this study to consider the impor-

tance of some third variables with regard to pupil achievement in 

the main areas of objectives. on the other'hand, in the previous 

chapter, the influence of certain third variables on the level of 
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implementation was examined. Some of these variables relate to what 

Galton and Simon would refer to as "probZematia" variables which com

prise teachers' characteristics. 

The only variable which seemed to discriminate between success

ful and unsuccessful implementation was teachers' qualification 

(academic and professional). There was a mildly significant asso-

ciation between the level of implementation and teachers' qualifi

cation (at the .05 per cent level). The relevance of teachers' 

qualifications and level of implementation emerges throughout the 

analysis of teachers' attitudes to the Project, teacher classroom 

strategy and of pupils' perceptions of their teachers' classroom" 

strategy. Variables such as teacher sex, teaching experience, 

class sex composition, school types and school environment did not 

affect the level of implementation. 

The data presented in this chapter therefore, confirmed fairly 

conclusively the hypothesis about the effects of high implementers 

upon the relative achievement of the pupils as opposed to the effects 

of medium and low implementers. It was obvious that some teachers 

were showing a higher degree of effectiveness than others. 

The findings presented in this chapter also make sense of the 

data obtained from Teacher and Pupil Questionnaires and from syste

matic classroom observation. These data were interpreted to mean 

that (a) teachers stressed mainly the attitudes objectives and the' 

factual content objective in their priority ranking 

(b) their priorities were identical with their expe~tations 

of the feasibility of objective achievement, thereby 
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reflecting an attempt on their part to idealize their 

teaching objectives 

(c) teachers' awareness and expectations of objectives did 

not play an important role in their classroom interaction 

as was interpreted by neutral observers and perceived by 

their pupils. 

The results of the one-way analyses of variance and of the 

Multiple Classification Analyses revealed that the F values and R2 

values in Tables D9 and D10 and in D15 and 16, dealing with concepts 

and attitudes respectively are much lower than in the other tables. 

This would seem to support the finding of the classroom observation 

and to indicate that teachers' priority ranking and their expecta-

tions of the feasibility of objective achievement had no influence 

on pupil achievement in the main areas of objectives. 
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CHAPTER VII 

RESULTS V: A COMPARISON OF INITIAL AND LATE IMPLEMENTATION 

Up till now the data provided by Teacher and Pupil Question

naires~Classroom Observation Schedules and a Standardized test have 

been studied. The general outcome has been that the intentions of 

the curriculum developers and actual classroom practices are not con

cordant, and that adaptation of the innovation to meet special local 

needs is not made in a sensible way. 

This is not to say that results typical of successful imple

mentation have not appeared. For example, a classification of 

teachers observed in the classroom has brought forth a group of high 

implementers whose pupils were experiencing. learning situations 

reflecting guided inquiry strategies. Second, the perceptions of 

pupils have revealed the existence of a group of teachers whose imple

mentation strategy was more or less in line with the Project's ratio

nale and philosophy. Third, the achievement of pupils of high 

implementers in a standardized test was higher than pupils of medium 

and low implementers. 

However, while some qualified and trained teachers appear to 

have the qualities of successful implementers expected of them, they 

were in many respects closer to the unqualified teachers than expec

ted or desired. Moreover, there are certain results that are 

expected to emerge during the late implementation stage, that have 

not been observed at all. For instance, it was expected that 

teachers would understand better the Project's objectives at a late 

stage in the implementation process, and implement these objectives 

more efficiently. There is little evidence that this is so. 

270 



, This would seem to suggest that there are still inhibiting 

influences in the way of the Project's implementation. There remains 

a strong possibility that some of these influences are those that have 

persisted since the Project's initiation, while there are new influ-

ences which have cropped up over time. 

The possibility is examined in this chapter, where the patterns 

of influences on the implementation process over a period of six years 

will be considered. A previous study of the Project's initial imple-

mentation phase carried out by the researcher in 1976/77 (M.Ed Degree, 

1977, Liverpool) had diagnosed certain inhibiting influences, and it 

would be worthwhile investigating whether these influences persist 

during the late stage of implementation. This subsidiary investiga-

tion is designed to answer the remaining questions (12-14) outlined 

in Chapter I. 

(juestion 12: To ruMt erotent have the teaaher-s' gMSp of the PPOjeat's 

intentions~ their- attitudes and a'Lass'POom pmatioes 
impr-oved over- time? 

(juestion 13: Do the inhibiting intzuenaes of the initiaZ stage pep

sist after- five yeaFS of the P'l'ojeat? 

(juestion 14: Do differ-ent patte'I'n8 of intzuenaes affeot initiaZ and 

Zate impZementation phases? 

These questions may be put in the form of hypotheses and certain 

predictions may be made. Regarding the first question, it is hypo-

thesized that given sufficient exposure to the Project, the teachers 

would perform better in the implementation of the new curriculum(I). 

Teachers who have had early contact and involvement with the Project 

since its introduction into schools, would increase their-knowledge 

and,skills and would feel more commitment to the Project in the light 
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of their experiences. Attitudes of teachers who have been fully 

trained in the use of the Project~materials would be expected to be 

more favourable than those of the newcomers or the untrained ones. 

It is also possible to expect that the novelty of the Project which 

triggered teachers' enthusiasm and positive attitudes during the 

initial stage, would wear off in time and teachers would start dis

playing a negative attitude to the Project. 

Regarding both questions 13 and 14, various factors are known 

to influence implementation, among them teacher knowledge and atti

tudes. Assuming other factors to be constant, it could be predicted 

that teacher inadequate knowledge which was an inhibiting factor in 

the early years of implementation, would improve over time and that 

this inhibiting factor would not persist after four to six years of 

the Project. However, when other factors are taken into account, 

like teacher mobility, classroom conditions, availability of resour

ces, these are quite complex and may led to alterations in the 

pattern of influences. 

It is expected that influences which are beyond the teachers' 

control, would tend to persist throughout the implementation stage. 

It is also important to bear in mind that these are likely to be more 

complex that can be taken into account here. Moreover, the nature 

of the investigation being what it is, it will not be possible to 

consider all factors affecting implementation adequately to enable 

accurate prediction. However, it would seem fair to expect that, 

in general, certain inhibiting influences of the initial stage would 

persist after six years of the Project~;and that patterns of influ

ences affecting initial and late implementation phase would tend to 

be both similar and different'",. 
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The PILev-iocu Implemen-t.ail.on study 

A previous study by the researcher in 1976/1977 (Liverpool, 

M.Ed degree) has described the outcome of the innovation Project at 

its initial implementation phase. It was then concluded that 

1. The majority of teachers did not have adequate knowledge and 

skills to perform according to the new teaching styles. 

2. Teachers were unclear about the objectives of teaching Social 

Studies and they hold a diversity of views about the objectives 

of the innovation. 

3. Teachers encountered numerous problems when they made their 

first efforts to implement the innovation. 

4. The inadequate strategies employed to help the implementation 

process constituted one of the most significant inhibiting 

factors. 

5. The bulk of the teachers had on the whole a positive attitude 

to the innovation. 

CompaJUng .the RuuU.6 06 .the PILev.wcu and CUNLe.nt Impeementat.icn 
S:t.uc:Uu 

In order 'to trace patterns of change in the implementation pro-

cess, the research design should ideally have been based on some kind 

of longitudinal study that involved repeated measurements of the same 

samples over time. However, the present study cannot claim to be as 

precise as a longitudinal survey in view of the following factors: 

J. Since the previous evaluation of implementation took place, the 

staff at schools have been changed. Teachers new to the pro-

fession are now teaching the Project; experiencing teacher. 

with little previous knowledge of the Project, have taken over 
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the teaching of the subject, while those with adequate know-

ledge have moved to upper forms. It was, thus, not easy to 

maintain the participation of the entire original representa

tive sample. 

2. The data of the present study was not all collected exactly in 

the same way as the base-line data. It can be argued, however, 

that in order to ensure the comparability of data, it does not 

necessarily mean that the same measurement instruments should 

be administered repeatedly. Indeed, discussing the repeated 

administration of the same achievement test, A. Lewy (1977)1 

advances the view that it is perhaps more desirable to use 

parallel forms of the same instrument device than to use the 

same form of test repeatedly. 

The current study did try to use, as far as was practicable, 

similar instrument devices as can be seen in Table El. However, to 

the extent that the current study also aims at the use of mere syste

matic methods of collecting and analyzing implementation data than 

was considered in the previous study, comparability could be said to 

have been violated to some extent. In other words, it is recognised 

that differences in the way ~ previous and current data had been 

collected could well lead to d-iscre~ancy beFween the.se fIwo sets of 

data. It is a fact, however, that in studies of implementation, 

causes for discrepancy of results are bound to be mUltiple and complex. 

However, to ensure comparability of data, attention will be paid 

particularly to the data of structured interviews. The formal inter-

view with teachers (see Appendix Ill) was designed to ascertain 

teachers' views about the Project's objectives, and their perceptions 

of the inhibiting and facilitating factors of implementation, and 
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also to find out if shifts in their perceptions had occurred over 

time. The interview schedule was thus used to provide a comprehen-

sive picture of teachers' perceptions about the events that occurred 

at two different points in time over a six years' period in connec-

tion with the new curriculum. 

TabZe El: Methods of CoZZecting Data for the Previous and Cu:rTent 

Imp Zementation Study 

Previous. Study 

1. Teacher Questionnaire. 

(closed items format). 

2. Unstructured observation of 

classroom behaviour and 

events. 

3Q Structured interviews. 

4. Documentary evidence. 

. Current .study 

1. Teacher Questionnaire. 

(closed and open items). 

2. Systematic observation of 

classroom. Use of two pre

determined schedules, 

supported by observers' 

accounts. 

3. Structured interviews. 

(same format as the one used 

previously and one designed 

to search information about 

implementation over a five 

to six years period). 

4. Pupil Questionnaire. 

(closed and open items). 

5. Standardized test. 

(objective and structured 

items). 

6. Documentary evidence. 

Another way whereby comparability of data was ensured in this 

study, was the attempt made to collect the current data under condi

tions that resembled as closely as possible the original conditions 
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under which the base-line data were collected. Some basic informa-

tion under which the new curriculum was initially implemented in the 

years 1976/1977 have been collected in order to identify which varia-

b1es under the present conditions differ significantly. 

variables relate in particular, to the following: 

1. Teachers' perception of the Project's objectives. 

These 

2. Teachers' knowledge and understanding of the Project's phi10-

sophy and strategies. 

3. Teachers' perception of their role in the new programme. 

4. Teachers' perception of facilitating and limiting implementa

tion factors. 

5. Teachers' attitudes to the new curriculum. 

study Popula;Uon 

This aspect of the study pertains to a group of twenty teachers 

who had been involved in the implementation of the new curriculum 

over a period of four to six years. They represent a random sample 

of teachers who had been participating in the Teacher and Pupil 

Questionnaire Surveys, the classroom observation exercise and the 

Pupils' Standardized Test of the current study. They also represent 

fairly well the various sub-groups of teachers used in this study as 

tabulated in Table E2 on the next page. 
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Tabl-e E2: Stru.etta>ed Intervierus - Popu1Ation (N = 20) 

School- Type 
School- Qual-ifications 

Categories of 
. Envirorunent 

Impl-emente'Ps Junio'P DegI'ee Dipwma 
State .Seoondary FTivate Rurol- U'Pban .Hol-de'Ps Hol-de'Ps . 

Unqua'Z-ified 
. . 

High 1 4 4 4 5 2 7 -

Medium 1 3 3 4 3 1 5 1 

Low - - 4 1 3 - 1 3 

Total 2 7 11 9 11 3 13 4 



As mentioned earlier, the data handled in this chapter evolved 

from the formal interview. These data relate to the views of twenty 

teachers during the initial and late implementation stages and the 

most appropriate analysis is by comparing the frequency distribution 

of their responses. The results will be discussed below: 

A. Teaahel's' Undel'standing of the new CJU1'nauZum ovel' time 

The teachers who were interviewed were asked whether they had 

a clear understanding of the new curriculum when they first started 

to use it, and then whether their understanding had increased over 

time. Their responses are recorded in Table E3. 

TabZe .E3: Teaahel's' .Undel'standing.of.SoaiaZ.Studies.(N= 20). 

1. A clear understanding 
2~Uricl~arabout·thepreject . 

2 
18 

20 
o 

The two teachers who reported they had a clear understanding of 

the curriculum at the initial stage, described it vaguely as "a sub-

ject dealing with people". The majority who replied that they did 

not have a clear pi~ture of it, mentioned that they were all perplexed 

by the new curriculum in terms of its content, objectives and methods 

of application. They admitted that they were exposed to all those 

aspects of the programme in the Teacher and Pupil materials, and in 

the course of regular workshops. However, simply following the ins-

tructions in the materials could not help them far in their own class-

room situations under a range of unexpected constraints. The data 

indicate that during the late stage of implementation, all the 

teachers seemed to have a clearer conception of the innovation as a 

result of experience, supplementary reading, exchanges of views, with 

other colleagues at workshops, or as a consequence of having followed 

long-term training courses at the Institute of Education. The pattern 

of responses was the same among the various sub-groups of teachers. 
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Further questions were put to the teachers in an attempt to 

focus on their interpretation of the innovation. They were thus 

asked about their perceptions of the role changes that were expected 

of them. Table E4 illustrates their replies. 

TabZe E4: Teacheras' peraaeptions of theira :rol,es at the initial, 

impl,ementation stage (N = 20) 

TeaaheraB 

A. Those who mentioned they had 

a clear understanding of 

their role changes (N • 8) 

B. Those who said they were 

unclear about role changes 

(N • 12) 

Rol,es 

1. Act as a guide to pupils. 

2. Maintain more interpersonal, 

friendly relationships in 

class. 

3. Involve pupils in all sorts of 

activities ranging from sur

veys to Project work. 

4. Develop pupils' personal 

values. 

1. Social Studies being "an aca

demic subject" like any other 

subject, we thought the same 

formal approach should be used. 

The second category of teachers in Table E4 made it obvious 

they were not aware at first that new roles were expected of them. 

Those who reported that they were conscious of changes to be made in 

their behaviour were, in fact, teachers who have been trained 

through long-term courses in the use of the Project.materials. How

ever, while they knew that certain changes had to operate in the 

classroom, these teachers could not specify how, in fact, they should 

perform in the classroom. No one actually perceived the new role as 

being a shift from being the subject expert, the sole transmitter of 

knowledge in the classroom to an advisory role, arousing inquiry on 

the part of the pupils and facilitating their learning. 
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Asked whether they had a better understanding of their role 

changes four to six years later, all twenty teachers repilied in the 

affirmative, and gave examples of how they have tried to improve 

their classroom activities over time. Such activities range from 

the use of questioning techniques, class discussion, survey work and 

Project work,carrying out extra-mural activities to abandoning the 

tradition of giving notes to the class. Finally, another way of 

determining the teachers' understanding of the innovation, was to ask 

them about the extent to which they were clear about the Project's 

objectives during the initial and late stages of implementation. 

The responses are indicated in Table ES below: 

TabZe E5: The CZ~ty of the Projeat's Objeatives to Teaaheps (N = 20) 

1. Clear about the objectives 

2. Unclear about the objectives 

InitiaZ stage 

2 

18 

Late.stage 

18 

2 

The majority of the teachers stated that initially they were in 

the dark about the objectives. Even the regular workshop sessions 

could not at first illuminate them on such a "complex" aspect of the 

new curriculum. Over time, the long-term in. service courses have 

been of valuable help to them in this respect. The two teachers who 

reported that the objectives were not clearer to them now, were in 

fact, referring to the affective objective which were usually found 

difficult to implement in the classroom. 

Summing up, these findings about the teachers' perceptions of 

their understanding of the new programme reflects the evolutionary 

character of the innovation. 
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Eo Teaaheps' pepaeption of the Inhibiting faato'l's of Irrrp'lementation 

A second dynamic aspect of the implementation process that was 

investigated was the teachers' perception of the p~oblems they had to 

face while implementing the innovation over time. It is reasonable 

to assume that when teachers started working on the new curriculum, 

they were bound to face a variety of problems, but with increasing 

knowledge and experience, these problems would diminish in number and 

variety. Table E6 indicates teacher responses to the question about 

the occurrence of problems throughout the initial and late implemen-

tation stages. 

Tab'le E6: Teaaheps' pesponses about the OOOU'l'penae of prob'lems of 

irrrp'lementation (N = 20) 

OOOU'l'penae of Prob'lems ovep time 

1. The occurrence of problems during 

the initial stage. 

2. The persistence of earlier problems 

over time. 

3. The occurrence of newproblems during 

the late stage. 

Numbep of 'l'esponses 

Yes No 

20 

14 6 

20 

The findings suggest that teachers have been exposed to speci

fic types of problems during their efforts to implement the innova-

tion. Table E7 shed light on the main types of problems and the 

number of teachers who faced them. 
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7. 
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9. 

10. 

TabLe E7: Types of ProbLems met d:ta>ing ImpLementation 

Main ProbLems 

Inadequate time allocated to 
cover overloaded programmeo 

Interference of the complex 
vocabulary and sentence struc-
ture in materials with pupils' 
language problems. 

Inadequate resources. 

TaCkling interdisciplinary themes. 

Teaching modified inquiry skills. 

Carrying out fieldwork outside 
schools. 

Availability of official materials. 

The discontinuation of the Social 
Studies curriculum and the problem 

No. of Teacher's Meeting ProbLems 
.. Duz>i,ng .InitiaL .stage. 

10 

12 

9 

10 

14 

8 

5 

of choice of subject beyond Form Ill. 

Teaching about values. 

Ability to assess pupils' achieve-
ment effectively in line with the 
proposed national examinations. 

(N = 20) 

No. of Teacher's Meeting ProbLems 
lJul>ingLate .stage 

6 

7 

9 

5 

5 

4 

20 

6 

6 



Not one single problem was common to all the teachers dur~ng 

the initial stage of implementation. To the majority of them, 

however, teaching inquiry skills. proved to be a serious problem. 

The teachers reported that they did not know how to make effective 

use of the strategies proposed to them in the materials. Although 

these strategies relate to a modified form of inquiry skills, to most 

teachers they tended to deviate from established practices. The 

teachers were also concerned with the problem of text comprehension 

in view of their pupils' poor vocabulary. 

Some of the teachers revealed their feelings of incompetence 

when handling themes which did not fall within their special field. 

Their lack of knowledge of certain subjects touched upon in the inte

grated curriculum did not allow them to teach with confidenceo 

When probed about the persistence of their earlier problems, the 

teachers stated that some of them continued to exist, but to a lesser 

extent. It is relevant to note that the problems which continued to 

exist, were those which were beyond the teachers' control, namely 

inadequate time, overloaded programme, a scarcity of resources and 

language problem. On the other hand, the fact that many teachers did 

not face in later years the problem of teaching inquiry skills, led 

to the conclusion that they have, through long-term training courses, 

overcome this feeling of incompetence. 

Table E7 also presented the emergence of new problems during the 

late stage of implementation. All twenty teachers indicated that the 

discontinuation of the Social Studies programme beyond Form III has 

become an acute problem which they did not face earlier. The idea 

that the integrated Social Studies curriculum should branch off into 

separate subjects (Geography, History, Economics and Sociology) did 

not appeal to the users for various reasons. 
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On the one hand, there was the increasing popularity of the 

integrated curriculum among both teachers and pupils, who would natu

rally have preferred to continue with the subject in upper forms. 

Both teachers and pupils had come to be deeply involved in the new 

curriculum which they regarded as lively and interesting. Th~ew 

programme encouraged the active participation of pupils in class, the 

sharing of ideas and opinions in the classroom and the development of 

the pupils' critical thinking. 

There was also the fact that both teachers and pupils had put 

three yearspf hard work and interest in the new programme, hoping that 

they would continue with this subject at upper forms. The schools 

were, in fact, aware of the original proposal of the curriculum deve

lopers to extend the innovation to Form V. 

Thd discontinuation of the Project beyond Form III might also 

mean that pupils would lose interest in a curriculum which was not 

leading towards Form V and would prefer a return to traditional disci

plines and formal methods of teaching. Moreover, the teacher whose 

performance was generally rated by how well-prepared his or her 

students were for the Form V external examinations, was rather con

cerned about the inadequate preparation for these examinations from 

Form IV. Many teachers were still not thoroughly convinced about 

the positive impact of the new curriculum in terms of preparation for 

the Cambridge School Certificate Examinations. It must be recognised, 

of cou~e, that some of these subject specialists, particularly those 

in History, who were already well on the way to a reorganisation of 

the content of their subjects, could strongly object to what might 

be considered as a destruction of the integrity of their subjects. 

Documentary evidence (for instance, the reports of the Local Area 

Cambridge Committee) reveals the sharing of this apprehension about 

284 



the new programme providing inadequate background to the Form V sub

jects by certain authorities. 

Finally, there was also the acute problem of choice of subjects 

at School Certificate level. This is reflected in the following 

table relating to the number of pupils taking School Certificate and 

Higher School Certificate Examinations in History, Principles of 

Accounts and the relevant Social Science subjects during the past five 

years. 

It is clear from Table E8 that differential emphasis has been 

placed on the subjects in Senior forms at different times. The 

growth of Economics has been impressive; it has overtaken the popu

larity of several we11-estab1ished traditional School Subjects 

because of the opening up of employment opportunities for people 

trained in commercial subjects. 

History and Geography in particular have been facing serious 

competition from the Commerce Subjects in Schools. It would seem 

that both subjects do not appeal as examinable subjects for practical 

reasons; Geography, unless well-taught is considered to be a diffi-

cult subject to handle at examinations level. Insofar as History 

is concerned, there is a growing disinterest in the European/British 

History Syllabus and a growing di~atisfaction with the newly-introduced 

History of Mauritius syllabus. The failure of the History of 

Mauritius programme to attract candidates at its take-off stage has 

more to do with the absence of appropriate materials and of a proper 

infrastructure for the implementation of the new programme than with 

getting schools to agree to try the new syllabus. 

It is obvious, therefore, that the pupils are facing problems 

in the choice of subjeets beyond Form Ill, and for want of better 
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alternatives, there is a tremendous rush on subjects like Economics, 

Commerce and Principles of Accounts. The latter is not really a 

Social Science, but it has affinity with Commerce, Economics or 

Business Studies in schools. It is precisely for this reason that 

the majority of teachers and pupils would have liked Social Studies 

to take its place in the existing system of option choices. 

Furthermore, some teachers have referred to the gap existing 

between the new curriculum and the Cambridge programmes in upper 

forms. The curriculum in upper Secondary Schools which is geared 

towards external examination requirements, tends to neglect the type 

of abilities, skills and attitudes the innovative programme is try-

ing to impart. As it stands, the Social Studies curriculum does not 

have much chance to make a significant impact on the thinking of 

Senior Forms teachers and pupils. 

The apprehension that the introduction of Social Studies may 

not prepare students adequately for further studies in Forms IV and 

V has been a common feature among teachers of Social Studies in all 

countries where this programme has been established. But such 

apprehension can be easily dissipated when teachers come to under

stand that all the main ideas and skills in the contituent subjects 

have been touched upon in the Social Studies programme. 

Table E8 referred to earlier is indicated on the next page. 
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Table E8: SchooZ Certificate and Higher SchooZ Certificate Entries 

Geography 

Economics and 

Public Affairs 

Commerce 

Principles of Accounts 

Economics 

Sociology. 

615 

2 141 

66 619 66 

119 4 140 151 

6 646 

7 036 

373 536 

499 78 436 71 399 13 

5 162 121 5 945 94 

7 728 8 972 9 708 

8 207 9 233 9 723 

773 1 023 

213 282 

(Sou:ree: Statistics provided by the University of Canibriiige LoeaZ &aminations Syndicate) 



The teachers also reported that they had not always obtained 

the help and advice they needed to solve their problems throughout 

the implementation process. It is relevant to examine Table E9 in 

this respect. 

Tab'le E9: Teaahers' Perceptions of He 'lp from the Main Institutions 
(N = 20) 

Initia'l stage Late Stage 

A B C D AB C D 

1 • Mauritius Institute of Education 5 4 5 5 10 5 3 2 

2. School 5 5 10 - 5 5 10 

.. 3 • . Inspectorate. ~ .. 20. - .. 20 

A. Great B. Some C. Litt'leD. None 

The teachers complained bitterly about the complete lack of 

help from the Inspectorate. Some explanation is necessary here, 

since in most countries it is a commonly accepted fact that the 

Inspectorate should play a significant part in facilitating the 

implementation phase of any innovation. In Mauritius, however, the 

pressing needs of the Inspectors from the Ministry of Education and 

from the Private Secondary Schools Authority+ are to deal more with 

administrative matters rather than with pedagogical matters. 

On the other hand, the change agent (the Mauritius Institute 

of Education) was seen to have been of help in varying degrees to 

the teachers. The long-term. training courses and regular workshop 

sessions have been found quite useful. The main complaint about the 

change agent help was the failure of the curriculum developers to 

visit teachers, to provide on-the-job hints and aids. The materials 

provided by the developers were certainly helpful, but personal con-

tact with the classroom teacher was considered extremely important. 
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· Regarding help from the school, some teachers mentioned that 

their head had been encouraging them in their innovative efforts; a 

few others were conscious of their school financial constraints and 

considered their administrators as neither help nor hindrance. To 

a reasonable number of teachers, however, the rigid and inadequate 

timetabling arrangement, the lack of adequate resources, the adverse 

classroom conditions and the lack of encouragement in terms of con-

ducting fieldwork outside the school, constituted serious constraints 

at school, and were not compatible with the Project's strategies. 

On the whole the kind of help provided by the school was mainly con-

fined to releasing teachers for attendance at workshop sessions, and 

to making available the Project~materials. 

c. Teacher's' attitudes toTJJaX'ds the innovation over' time (N = 20) 

The teachers were asked during the interviews to state the type 

of reactions they had towards the innovation over the years. In 

this connection, it might be important to point out that the question 

was not asked in such a way as to elicit a positive rather than a 

negative response. In fact, teachers were presented with five 

possible types of reactions and they had to select the one which most 

appropriately described their reaction. The data in Table EtO 

reveal that throughout the initial and late implementation stages, 

the teachers had very positive to somewhat positive attitudes to the 

new curriculum. 

TabZe E10: Teacher's' r'eactions to Innovation over' time (N = 20) 

Very positive attitudes 
Positive to somewhat positive attitudes 
Indifferent 
Somewhat negative 
Very negative 
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Initiat 
Reaotion· 

5 
15 
o 
o 
o 

Late 
Reaotion 

7 
13 
o 
o 
o. 



The positive responses reflect teachers' belief that the new 

curriculum was relevant and beneficial to the pupils and that there 

was a great need for it in schools. They felt that there was a gap 

in the curriculum prior to the introduction of Social Studies. The 

Mauritianised content of the new curriculum, and its variety of teach

ing techniquts make it a livelier and more challenging subject than 

the traditional subjects. 

None of the teachers has expressed indifferent or negative 

attitudes. Four have shifted from somewhat positive to very positive 

feelings over time, while two have changed from very positive to some

what positive attitudes. These two teachers claimed that the commer

cial publications of the curriculum which had replaced the units of 

work, seemed to have killed the adventurous spirit that used to prevail 

in the classroom previously. Henceforth teachers had to implement 

the teaching/learning situations foreseen in the textbooks. All 

thirteen teachers who have expressed a positive to somewhat positive 

attitude, maintained that their pupils and themselves were rather 

dissatisfied with the current decision not to go ahead with the inno

vation in Higher forms. 

In this particular connection, it could be stated that the new 

curriculum seemed to have produced unintended effects on teachers and 

pupils in the long run. The programme has worked so well and is 

still so popular in schools that it has raised expectations about its 

continuation in Senior forms, and the decision to discontinue the 

Project beyond Form III has over time produced anxiety and 

disappointment. 

Finally, all the teachers who were interviewed, reported an 

increase in their eagerness to implement the innovation. It is 
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obvious therefore that teachers' positive attitudes had remained 

remarkably stable throughout the initial and late implementation 

phases, notwithstanding individual shifts in the degree of positive-

ness. The impact of four to five years of confrontation with the 

problems and disappointments of implementing the new curriculum, has 

not caused the teachers to deviate in any way from their commitment 

to the Project. 

SummMY and Co nci.fu,i.o n6 

The purpose of this part of the study was to evaluate the 

impact of teaching the new curriculum on teachers' understanding of 

the Project's philosophy and strategies, their perceptions of inhi

biting and facilitating factors, and their attitudes towards the 

innovation, at two different points in time. 

emerging are as follows: 

The main conclusions 

1. The teachers were not clear about the innovation during the 

initial phase of implementation. They were on the whole per-

plexed about the types of behaviour that were expected of them 

when implementing the new curriculum, and were very much at a 

loss regarding the Project's objectives. These results are 

in agreement with the data obtained from the previous study of 

implementation. 

2. An outline of the Project's aims and objectives, as well as the 

principles of applying the new programme were provided to the 

teachers in the materials and in workshop sessions. However, 

this alone could not lead to the successful implementation of 

the new ideas, because by and large, the same teachers who 

operated the old prescriptions, were also operating the new 

curriculum. A more ambitious effort to communicate the new 
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curriculum's intentions and strategies to the implementer was 

required. This systematic "aOnBwnBr aommuniaation" strategy 

(Becher and Maclure, 1978}4 was in fact adopted during the 

later stage of implementation. 

3. It is not surprising, therefore, that the teachers have repor

ted a better understanding of the innovation lately. The 

data obtained from the Teacher Questionnaire support the find

ing from interviews that teachers have developed significantly 

in terms of their perceptions of the Project's philosophy, its 

objectives and the approaChes recommended by it. For ins-

tance, there was more unanimity among the teachers actually 

in the ranking of objectives than there was previously. 

There was also a positive change relating to teachers' ranking 

of skills and attitudes' objectives. 

growth have reported a similar gain. 

Measurements of students' 

4. However understanding the new curriculum well enough did not 

guarantee that it was successfully implemented even at a late 

stage of implementation. The question of how such an under-

standing could be effectively translated in the reality of 

classroom teaching was an important one to consider. Evidence 

from classroom observation has shown that while some teachers 

were more or less in sympathy with the spirit of the new curri

culum, others were in fact using their traditional ways of 

teaching for several reasons. On the one hand, they needed 

to be prepared more carefully for this Changing role so as to 

improve their competence to engage in suCh a role. On the 

other hand, they were not willing to give up their role as the 

source of all information in the classroom. They were also 

concerned about the implementation of value objectives. Such 
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objectives which were given high priorities were not in fact 

implemented successfully in the classroom. Under the prevail

ing examination-conscious atmosphere in the island, a teacher's 

standing derives from his ability to communicate knowledge of 

his speciality, knowledge of facts commensurate with the 

requirements of examinations, not from his ability to implement 

value objectives or skills objectives in the classroom. 

5. Teachers faced several problems throughout the initial and late 

implementation stages, and some of the initial problems have 

continued to exist. The persistent problems related to the 

failure of bringing changes in the conditions under which 

teachers interact. Such changes as the allocation of time~ 

the allocation of satisfactory classroom conditions, inade

quate provision of resources, improvement of the Project mate

rials, was necessary to support the teachers in their imple

mentation efforts. New problems have cropped up during the 

late implementation stage, and they are concerned particularly 

with the discontinuation of the innovation beyond Form III and 

the difficulty in the choice of subjects for Form V. These 

problems reflect socio-political forces at work during the 

course of innovation. Thus it was clear that forces beyond 

the control of those involved in implementation were also help

ing to shape the process of implementation. 

6. Teachers have maintained a remarkably positive attitude towards 

the innovation during both initial and late implementation 

stages, in spite of the problems they have had to encounter. 

The interview data are substantiated by the findings obtained 

from the Teacher and Pupil Questionnaires' data. Such findings 

need some explanation. It would seem that in general the 
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Social Studies innovation has exerted a good impression on 

teachers, pupils and the public at large. Constant contact 

with teachers through regular workshops and long-term training 

courses, 'coupled with the mauritianised content of the pro-

gramme and its relevance to the needs of the pupils, the 

teaching strategies which encourage class participation - all 

these account for the strong appeal of the new curriculum. 

The data presented in this chapter confirmed fairly conclu-

sively the hypothesis about the impact of time upon the relative 

improvement of the teachers' grasp of the Project's intentions, 

their classroom practices and attitudes as opposed to their innova-

tive efforts during the initial stage of implementation; this was 

postulated in hypothesis 1 of this chapter. It was found that, on 

the average, the mor~experienced and better trained the teachers 

were in teaching the new curriculum, the clearer they were about 

their changing role in the classroom, about the Project's objectives, 

and the more favourable their attitudes were. 

The possibility that the novelty of the innovation would wear 

off in time and that teachers would start displaying a negative atti-

tude to the Project was not borne out by the present data. The 

impact of four to six years of confrontation with the difficulties 
t-

of implementing the new curriculum, has not caused the teachers to 

deviate in any way from their c01lll1itment to the Project. There 

seems thus to be a real harmony between the common belief about 

implementation results being more effective over time and the actual 

evidence for that belief. 
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The results regarding hypothesis 2 and 3 were also quite con-

c1usive. Problems of initial implementation did persist during 

the late stage and these persistent problems related to the failure 

of bringing about changes in the conditions under which teachers 

interact with their class. Problems dealing with the teachers' 

knowledge of the innovation were not as serious as they were ini

tially. On the other hand, a new set of problems occurred at a 

later phase in the course of implementation, reflecting the evolu

tion of the innovation in line with the current socio-po1itica1 

context. 

It might be argued that this fairly exact fit of data of 

hypotheses I, 2 and 3 in this chapter could be due to the quality of 

the teachers who were interviewed, and it must be admitted that more 

than half of these teachers belong to the category of high to medium 

implementers, or to the qualified and trained teachers. However, 

the fact that the low implementers or the unqualified teachers hold 

reactions and perceptions similar to those of the other categories 

of implementers shows that the influence of the quality of teaching 

on the responses is not apparent. 

It could also be argued that the structured interviews did 

not constitute a particularly sensitive instrument, and was proba

bly not ideally valid. However, the findings obtained here were 

broadly substantiated by those of the questionnaires, classroom 

observation schedules and the standardized test. In other words 

it is possible to generalise with some confidence on these data and 

to reach the following conclusions-

I. Teachers learn by their cumulative experience in implementing 

a new curriculum, and tend to increase their grasp of the 

295 



curriculum; intentions and strategies and maintain these posi-

tive reactions over time. 

2. Certain problems characteristic of initial efforts are likely 

to continue during the late stage of implementation, especially 

when they relate to structural changes, for example, time a110-

cation or the provision of resources. 

3. Some problems are common to both initial and late imp1ementa-

tion phases, but different problems particularly connected 

with the socio-po1itica1 context, for example, the decision to 

discontinue the innovation beyond Form III or the provision of 

subjects at School Certificate 1eve1,may emerge during the course 

of implementation. 
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CHAPTER VI 11 

OVERALL REVIEW AND GENERAL CONCLUSIONS 

There were three main aims of this investigation. The first 

was to measure the degree of implementation of a Social Studies 

curriculum innovation programme in Mauritius according to the crite

ria of teachers' and pupils' understanding of the objectives, the 

philosophy and the strategies of the new curriculum, their percep

tions of the facilitating and inhibiting implementation factors, 

their attitudes to the new programme and their interactions in the 

classroom. The second. aim was to consider the processes involved in 

the implementation of the Project and the extent to which the new 

curriculum had been modified or adapted by the implementers. The 

third aim was to investigate whether different patterns of influences 

affect initial and late implementation stages of an innovation. 

These aims led to a series of questions or hypotheses being 

formulated about the likely outcomes of implementation. These hypo

theses were then tested in the empirical part of this study, namely 

in Chapters III to VII. Previous research related to the problem 

under investigation here was reviewed in Chapter I,'.and in the same 

Chapter, fourteen questions were formulated. These covered the 

following areas: the influence of structural changes on the use of 

the innovation (1); teacher.' understanding of the Project's objec

tives, philosophy and rationale (2, 3); teachers' attitudes towards 

the Project (4); extent of Project's intentions implemented at class

room level (5); relationships between teachers' and pupi~s' prefer

ences regarding objectives (6); relationships between teachers' 
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preferences and expectations and pupils' achievement (7); classroom 

interactions during the process of implementation (8); the modifi

cations of the innovation by implementers (9); pupils' perception 

of teacher classroom strategy and their own attitudes towards the 

Project (10); extent of pupils' achievement of the objectives of 

the programme (II); teachers' grasp of the Project's objectives and 

philosophy over time (12); persistence of inhibiting influences over 

time (13); and patterns of influences during initial and late 

implementation stages (14). 

The design of the present investigation was of the survey type. 

A national survey of Form III Social Studies teachers (N • 210) was 

carried out for their perceptions of the innovation. Out of this 

nationwide survey, 80 teachers were randomly selected for systematic 

classroom observation. This multi-stage sampling was further used 

to select about 1 900 pupils in their third year of lower secondary 

school (representing 53 classes and teachers) for a questionnaire 

survey, and over ) 600 pupils (representing 44 classes/teachers) 

for a standardized test. Twenty teachers of the original sample 

who have worked with the Project over a period of 5 to 6 years were 

asked to participate in formal interviews lasting over one hour and 

supplying further details of influences affecting implementation. 

The results of all these measurements are conveniently reviewed under 

the areas relating to the questions or hypotheses described above, 

notably in Chapters III to VII. 
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Tea.c.heJl Kncwtedge and PeJlc.ept.i.oYL6 06 :the Inncvati.on 

Attention will be paid, first, to the teachers who generally 

play a centrol role in influencing the success or failure of the 

implementation of a new curriculum. It was predicted that 

1. teachers would implement the Project more effectively when 

current structural changes are favourable to the use of the 

Project; 

2. qualified and trained teachers would be expected to show a 

greater awareness of the Project's objectives, of its 

philosophy and rationale; 

3. teachers' priorities in the ranking of the Project's objec

tives would not correlate with their expectations of the 

feasibility of achieving these objectives; 

4. teachers would show more favourable attitudes towards the new 

curriculum if they were well-trained. 

In the major analyses, hypotheses 1, 2 and 4 were confirmed. 

Regarding hypotheses 3, however, there was no evidence at all support-

ing this prediction in the correlational analysis. The conclusion 

with respect to the occurrence of structural changes, was that 

although there was some evidence of certain structural changes, vir

tually no such changes did really occur. For instance, with regard 

to timetabling arrangements, certain schools had allocated the appro

priate number of pupils to the new curriculum but a reasonable number 

of schools maintained a rigid timetable. Teachers felt constrained 

by this restricted timetable which delayed progress and resulted in 

a continual rush to meet deadliqes. 
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Other practices which were incompatible with the innovation 

included the operation of inarticulate curricula side by side and 

the existence of the external examination system at upper secondary 

level. The traditional disciplines (for example, History, 

Geography, Economics ••• ) ate still presented at Form V level and 

are associated with a clear career structure; naturally, the exami

nation pressures are counteracting the pattern of use envisaged by 

the new integrated curriculum. Briefly, then, in the absence of 

appropriate structural change, teachers felt constrained in their 

attempts to implement the Project success effectively. 

Regarding teachers' knowledge of the Project's objectives, 

philosophy and rationale, the superiority of the trained and ,uali

fied teachers over the untrained group was wholly confirmed. The 

results of chi~square tests applied to the.teachers' ranking of 

individual objectives and to their perceptions of the Project's 

ideas and philosophy revealed high statistically significant diffe

rences between the trained and untrained teachers. It was ob.ious 

that the latter were not aware of the special emphasis of the 

Project on certain objectives, and of the positive expressions of 

the ideas underlying the Project's philosophy and strategy. 

As mentioned earlier, the predicted disparity between teachers' 

priorities and expectations of objectives was not detected. The 

relationship between teachers' top priorities and expectations was 

analysed by Spearman's rank-order correlations coefficient and the 

results showed a highly significant correlation between these two. 

Both teachers' priorities and expectations showed a high ranking 

friven to the affective objectives as compared to the ranking of 

skills objectives. The recall of basic facts was equally given a 

300 



relatively high ranking by the teachers. The fact that the findings 

showed no substantial disparity between priorities and expectations 

reflects a lack of realism on teachers' part. Knowing the cons-

traints of their school background and the pressure of external exam

inations, many teachers had reasoned that they could transform their 

priorities into reality. This rather progressive image of their 

teaching was not consonant with the reality of the classroom 

situations. 

Finally, regarding teachers' attitudes towards the new curri-

culum they were found to be on the whole positive in spite of the fact 

that teachers have bitter feelings about the discontinuation of the 

new curriculum beyond Form Ill. Teachers liked a variety of things 

about features in the new programme. ranging from good class partici-

pation to the treatment of social and relevant issues and from the 

variety of teaching techniques to the development of critical think

ing. Howev.r, on most tests carried out, the trained teachers 

seemed to have more highly favourable reactioua towards the innova-

tion than the untrained teachers. The results thus seemed to be in 

accord with hypothesis 4. 

The major predictions here are presented under questionsS, 8 

and 9. Since classroom implementation of the Project's intentions 

depends very much on teachers' understanding of the principles under

lying the new curriculum it was-preaicted that trained and qualified 

teachers would be ~re effective implementers of the new curriculum 

than untrained teacbers. It was a180 expected that alreat deal 4f 
. .. 

adaptation of the Project's material. would take place in the 
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classroom and that untrained teachers would tend to adapt the Project 

to their own needs without significantly modifying their own 

behaviour. 

These hypotheses were examined in two separate analyses. 

First, the Flanders' interaction system data were analysed with a 

view to providing an idea of the quality of teacher-pupil inter

action. The results of chi-square analysis showed that the quali

fied and trained teachers performed significantly better than the 

untrained group. The qualifications effects were significant in 

three categories ofF.l.A.C. (teacher response at the .05 level, 

teacher lecture at the .01 level, and pupil initiation at the .001 

level). The trained teachers were more inclined to accept and 

clarify pupils' ideas and feelings, to ask questions and solicit 

pupils' answers, and to encourage pupil initiation than the unquali

fied group; the latter were particularly prone to lecturing. 

Second, the Evans-Behrman schedule was used to measure what 

actually happened in the classroom during the implementation process. 

The results revealed that qualified teachers were more inclined to 

implement the Project's strategies than unqualified teachers. They 

were particularly superior in the clarification of lesson objectives, 

the development of concepts, the maintenance of a balance between 

factual and thought-provoking questions and in the handling of dis

cussion work. The qualification effects were significant in the 

case of 11 items (out of 12) of the schedule (6 of them at the .001 

level, 2 at the .01 level and 3 at the .05 level). 

These two separate analyses therefore do lend supp~rt to the 

view that trained and qualified teachers were more effective 
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implementers. Finally, a similar finding was obtained from factor 

analysis which was used to classify teachers in three categories of 

implementers and which drew on the two analyses of F.I.A.C. and 

Evans-Behrman schedule data. More qualified teachers were found to 

fit into the group of high implementers. 

With respect to the adaptation of the Project's materials, it 

was found that since the new curriculum posed a challenge during the 

implementation process, the teachers ended up creating a workable 

system based on a selection of elements from the Project which were 

consistent with existing practices. This finding was borne out by 

the data from both observation schedules o The translation of the 

Project's principles into existing practices was found among both 

trained and untrained teachers, but was particularly obvious among 

the latter. 

The untrained teachers were facing uncertainty about the methods 

of teaching the new curriculum, and therefore, they decided to modify 

the Project's intentions to suit their expository style of teaching. 

They had to adapt the new curriculum so as to continue to function. 

Trained teachers were conversant with the Project's ideas and strate

gies and were trying to implement its main features as far as was 

practicable in their classroom context. However, there were no gua

rantees that the properly trained teachers will implement the 

Project's materials and ideas as expected. In the face of other 

types of uncertainties (for instance, uncertainty about adequate 

preparation of the pupils for Form V examinations or about the treat

ment of value issues), trained teachers were also inclined to leave 

out certain elements of the Project which were not cons~stent with 
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existing practices. There was for instance a discrepancy between 

their ranking of objectives and their actual implementation of these 

objectives. Their adaptation of the Project's materials, however, 

was more systematic and successful than that of the untrained group. 

In other words, it could be said that the intentions of the new 

curriculum were being circumvented by design in the case of trained 

teachers, as well as by default by untrained teachers. The adapta-

tion was done partly through the trained teachers' desire to operate 

unambiguously while implementing new ideas and strategies in a pre

vailing examination-conscious atmosphere and partly through inade

quate understanding of the Project's ideas by the untrained teachers. 

These conclusions support the findings of other researchers in this 

field, notably those of Olson (980) 1 who states that "an innovation 

is in the eye of the behoZder". 

The issues here relate to Questions 6 and ]0. It was predicted 

that pupils' priorities of objectives are likely to differ from those 

of their teachers but that these priorities will depend on their 

perceptions of their teachers' ranking of such objectives (1). It 

was also predicted that pupils on the whole could reveal a we11-

balanced picture of their teacher classroom strategy (2) but that 

pupils of qualified teachers will be able to perceive their teacher 

implementation strategy more clearly than pupils of untrained 

teachers (3) and that pupils of high implementers will be superior to 

the other groups of implementers in such perceptions (4). Finally, 

it was expected that class sex composition would not show differences 

in perceptions among the pupils (5) and that the majority of the 

pupils will show a positive attitude to the new curriculum (6). 
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,Of these five hypotheses, only hypothesis 2 was not satis

factorily resolved, largely for methodological reasons, while there 

was empirical support in varying degrees for the other four 

hypothesis. Rank-order correlation analyses revealed unanimity 

between pupils' ranking and their perceptions of the teachers' rank

ing, but discrepancies occurred between these two ranking and the 

teachers' priorities. This would seem to indicate that there was a 

gap between the teachers' expressed views on objectives and their 

actual implementation of these objectives, and that teachers did not 

seem to be aware of the impact that their classroom behaviour was 

having on their pupils' perception. Pupils were identifying them

selves with their perceived teacher ranking, and this explains the 

strong agreement between their ranking and their perception of the 

teachers' ranking. Contrary to teachers' priorities, the knowledge 

of facts which was stressed in the classroom, was given top priority 

in the lists of pupils' ranking and perceived teacher ranking o On 

the other hand, the affective objectives were placed well down in 

their lists. 

The second hypothesis predicted that pupils could reveal a 

well-balanced picture of their teacher implementation strategy. It 

was found, however, that no such clear-cut picture emerged. A 

possible explanation for this may be that the data were not very 

reliable in the testing of this prediction because of ambiguous inter

pretation by the pupils. There was also partial confirmation of 

hypothesis 3 as a result of the practical weaknesses in the data 

referred to earlier. It was found that although the patterns of 

responses among pupils of qualified and unqualified teach~rs were 

similar to some extent, the pupils of the first group of teachers 

were significantly superior in their perceptions. 
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Partial confirmation of the fourth prediction was obtained in 

other analyses of these data from the point of view of the percep

tion of pupils taught by the three groups of implementers. The 

results of chi-square tests reveal that pupils of the medium imple

menters appear to be superior to the other groups in the perception 

of their teachers' implementation strategy, while pupils of high 

implementers show better perceptions than the low implementers' 

group. Evidence of this confirmation was further borne out by the 

results of a one-way analysis of variance. The obtained value of 

F was 8.22 at the P < .001 significance level. 

On the other hand, the results of a test of linearity indicated 

the absence of a linear relationship between level of implementation 

and pupil perception: (F· 14.13, P < .0002, R •• 03, R2 • .001). 

R2 is extremely small, and not so much of the variance in the depen-

dent variable is linearly explained by the independent. The results 

clearly indicate that the variables are not well modelled by a linear 

model. 

In view of all these methodological problems, it can be said 

that hypotheses 4 was confirmed partially and not unambiguously. 

There was unequivocal confirmation of hypothesis 5: class sex 

composition did not show any impact on pupils' perceptions of their 

teachers' implementation strategy. The results also confirm 

hypothesis 6: the pupils were on the whole positive about the new 

curriculum. The findings are in keeping with the conclusions drawn 

from the teachers' data. Like their teacher, the pupils expressed 

much disappointment with the discontinuation of the subjeet beyond 

Form Ill. 
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Pupil..6' PeJt601lmanc.e in the Main Me0.4 06 the PILojec.:t'.6 Objec,Uvu 

Pupils' performance was the subject of Question 11; it was 

hypothesized that pupils of high implementers would achieve higher 

scores across the main areas of objectives than pupils of medium 

implementers, and pupils of medium implementers would perform better 

in those areas than the pupils of low implementers. For this pre

diction to be confirmed it was necessary for tIthe ZeveZs of 

impZementation" affects to show statistical significance. The 

results were as predicted. 

There were large average score differences between the high 

implementers and the other groups, and the former were significantly 

superior to the latter on all items of the test. The results of 

one-way analysis of variance show that the mean differences were 

significant in all four areas of objectives, with F values signifi

cant at P < .0000. The mUltiple classification analyses confirm 

the relationship between level of implementation and performanee, 

the mUltiple R value being .40 in two clusters of objectives, and 

around .46 in the other two clusters. Finally, the contrast co-

efficient matrices specified the contrasts between the mean scores 

of the three groups of implementers, with T values in all four areas 

of objectives being significant at P < .0000. 

This is sufficient to provide a basis for any firm conclusions. 

Since the trend in favour of the pupils of high implementers operates 

right across all the areas of objectives, it can be concluded that 

pupils taught by high implementers tend to perform relatively better 

than pupils of the other categories of implementers, and maintain an 

overall superiority in the test. 
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Pa.tteJtYUl 06 In6fuenc.e6 a66ecilng In.L:ti.ai. and La:te Imp.e.ement.a..tion 

S;(;age6 

The remaining predictions covering questions ]2 to 14 deal 

with the patterns of influences on the implementation process over 

a period of five to six years. It was predicted that, given suffi-

cient exposure to the new curriculum, the teachers would improve 

their knowledge of the Project, their classroom practices and their 

attitudes (]2), that some of the inhibiting influences at the initial 

stage of implementation would not persist over time, while some 

would continue (13) and that new inhibiting factors would crop up at 

the late stage of implementation (14). 

The following points that are of practical relevance emerge 

from an analysis .of the frequency distribution of teachers' respon-

ses during formal interviews: 

1. Teachers learn by their cumulative experience in implementing 

a new curriculum, and tend to improve their grasp of the 

Project's intentions and their classroom strategies over time. 

The impact of five to six year~ of confrontation with the 

difficulties of implementing the new curriculum, has not 

caused teachers to deviate in aBY way from their positive 

attitudes towards it. 

2. Certain problems faced by teachers during the initial stage 

of implementation, especially those relating to structural 

changes (for example, time allocation, provision of resources 

examination), are likely to continue at a later stage of 
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implementation. On the other hand, inhibiting factors which 

are under the teachers' control (for example, feeling of 

incompetence with an integrated curriculum) are not as serious 

later as they are initially. Such factors tend to be overcome 

initially by training courses. 

3. New problems crop up during the late stage of implementation, 

reflecting the evolution of the innovation in line with the 

current socio-political forces. Thus the decision not to 

continue the new curriculum beyond Form III is an indication 

of the influence of the politics of curriculum innovation as 

a determinant affecting implementation. An innovation tends 

to shift with the politics of the times, and the influence 

of pressure groups who control what curricula are in schools. 

GENERAL DISCUSSION AND CONSIDERATION FOR FUTURE RESEARCH 

The major concern of this investigation has been an evaluation 

of the implementation of a new Social Studies curriculum in secondary 

schools in Mauritius. The first question which may be asked 

therefore is as follows: are the results of the investigation strong 

enough to be used as a basis for decision-making at classroom level 

or at management level? The findings of this study have brought 

forth certain relevant points which are worthwhile considering here. 

The whole field of curriculum implementation is a relatively 

new one and is in a constant state of flux. New definitions of the 

concept, new insights on the implementation process and ways of 

evaluating this field are being put forward. This should be 
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considered in evaluating the results of this present investigation. 

It is a fact that research in any field becomes rapidly outdated 

before it is published. 

The transitory nature of purely practical problems stresses 

the importance of basing research within a more stable theoretical 

framework. This explains the constant reference to the main 

"theories" on the determinants of implementation and on implementa

tion evaluation in Chapter I. Theories are useful in the sense 

that they help to give a sense of continuity to any past, present 

and future research problems, and also help to give a greater gene

rality to any particular research findings that emerge o 

It is hoped, therefore, that there is some theoretical sense 

in resting the approach to implementation evaluation on the assump

tion that a variety of variables influence the levels of implementa-

tion achieved within any innovative programme. This approach mea-

sures the levels in the teachers' implementation of a new programme. 

Three le~ls of implementation were identified in the present study, 

ranging from low to medium and high implementers. They were 

defined by the teaching behaviours exhibited by implementers. These 

teaching characteristics were described by the relative frequency 

with which teachers made use of the categories on the Flanders' 

Interaction Analysis system, and with which they implemented the main 

elements of the new programme as measured on the Evans/Behrman 

Scheduleo 

The three levels of implementation obtained by a factor analy

sis of the classroom data, were characterized by an incre~sing ability 

of the users to implement the innovation effectively in line with the 
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PxDject's intentions. They were also characterized by the fact that 

if an implementer is to proceed from low to high level of implemen

tation, he needs to· show an increasing ability to adapt the pro

gramme successfully to meet the needs of this classroom setting. 

These levels of implementation were used as important predictor 

variables in considering pupils' perceptions of objectives and of 

their teacher classroom strategies, and also in estimating the 

effects (outcomes) of the use of the innovation. 

There are many theoretical problems, here, that need investi

gation in their own right - such problems would include, for 

instance, the more exact definition of the levels of implementation 

- but these considerations are beyond the scope of the present 

investigation. At least, it seems from the results of this study 

that such theoretical assumptions that have been made are adequate 

to generate hypotheses that can be tested in the school and class-

room contexts. Some of these predictions (for example, the impact 

of different levels of implementation on pupils' achievement or the 

relationships between teachers' qualifications and levels of 

implementation) have been readily confirmed. Very few predictions 

(for example, the disparity between teachers' priorities and expecta

tions of objectives) have been partially confirmed or rejected. 

This fact, thus, lends support to the further development of this 

kind of theorizing about the concepts associated with levels of 

implementation and with the use of these levels as possible predic

tors of achievement in the main areas of teaching objectives. 

The second question which can be asked at the more practical 

and methodological level is as follows: do the results of the 

current study present a reliable evaluation of the implementation 
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of a new curriculum? On the question of the subjective inter-

pretation of the results, it is a fact that curriculum research can 

never be value-free; as Barnes (1981)2 puts it: "ReseaPche~s into 

the cu~nauZwn a~e in the business of fomting opinions". However, 

great precautions were taken to minimize the effects of bias result

ing from the researcher's expectation and interpretations; some of 

these precautions were specified in Chapter II on the design of the 

study. Moreover, the use of the method of triangulation in mea-

surement procedure, using both qualitative and quantitative measure-

ment, tended to reduce the threats to the generality of the design. 

Regardinrthe point about sampling, there is perhaps not much 

to say. The problem of collecting data in a small island was not 

too complex to rule out the practical possibility of a census for 

the Teacher Questionnaire Survey. Stratified random sampling on a 

nation-wide basis was used for the other measuring instruments. 

These stratified random samples, based on the use of a multi-stage 

sampling were drawn from a wide cross-section of the schools and 

classes. The analyses presented earlier showed that there was no 

tendency for responses to the various tools to be unequally distri

buted according to teacher sex, class composition, type of school, 

school environment and so forth. 

Finally, another point worthwhile mentioning with regard to 

methodological considerations is that the approach taken in this 

study did include reference to effects over time. This is an impor-

tant aspect when considering implementation evaluation. This study 

has given sufficient thought to this empirical question. The new 

curriculum had been in operation in schools long enough (six years 
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at the time of the investigation) for teachers and pupils to become 

used to it so that its effects became noticeable. It was thus 

decided to evaluate the new curriculum at two different points in 

time so as to detect changes in the factors affecting the implemen-

tation process. The same teachers were asked for their views on 

influences at both initial and late implementation stages to see 

whether pronounced differences would be apparent. The present 

results, then, are not only interim conclusions; they do try to 

tell the whole story of differences between stages of the implemen

tation process. 

Before lea1t~ing the question relating to methodological 

aspects, it is perhaps important to consider some of the limitations 

of the present investigation which no doubt could have affected its 

results. 

First, the survey design of the investigation necessarily 

lacks the rigour of the classical experimental design that is 

necessary for conclusive results. This was particularly evident 

in the measurement of patterns of influences affecting implementa

tion at two different points in time. The same measurement instru

ments were not administered repeatedly so that the results could 

be due to other possible factors. In a balanced experimental 

design, such problems of instrumentation change would be given due 

consideration in advance. Nevettheless the formal interview 

schedule used in the present study can be useful for demonstrating 

broad influences of the initial and late implementation phases. 

It is true, also, that there are countervailing advantages 

in the methodology of this study as specified in Chapters I and 11. 
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Suffice it to mention here that the design of this study was suffi

ciently strong to establish the relationships beCNeen teacher level 

of implementation and pupils' perceptions of classroom strategy and 

pupils' achievement. The samples of teachers and classes were 

identical, and the same issue (the Project's teaching objectives) 

was selected for investigation throughout. Aggregating results 

which were obtained independently but at the same time which stressed 

a common issue has proved to be a fruitful relevant strategy. 

Second, it might be argued that the criteria used to measure 

the degree and process of implementation were not the appropriate 

ones. However, both the F.I.A.C. and Evans/Behrman observation 

schedules are familiar tests which are validated and highly sensi

tive instruments. The Standardized Test was shown to have both 

reliability and validity. A good case can equally be made out for 

the formal interview schedule which was based on the schedule deve-

loped by Gross et a1 (1971). The ranking and rating scales as 

well as the open-ended items of both Pupils and Teacher Questionnaire 

yielded more or less satisfactory results, confirming most predictions. 

It is true, however, that some of the rating scales were found 

to be multi-dimensiona1, that is, they were measuring two factors 

simultaneously. For instance, Question 10 in the Teacher Question

naire and Question 1 .in the Pupil Questionnaire were measuring both 

the respondents' knowledge of the Project's strategies and their 

perceptions of negative/positive pairs of items. It is not surpri

sing, therefore, that some of the findings were difficult to explain, 

such as the good rating of a pair of items by unqualified teachers 

or by pupils of unqualified teachers. For these reasons, the 

observational schedules, the standardized test and the formal 
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interview schedule will probably be more reliable instruments. 

However, it is still pertinent to ask whether these are the appro

priate criteria __ that ought to be used for implementation evaluation. 

Bearing these limitations of the present study in mind, then, 

it is hoped that the oBtained results may permit a certain degree of 

generality to the findings, particularly since many of the predic-

tions have been confirmed. For instance, the findings of this 

study might be generalized to guided inquiry-oriented curricula in 

other areas outside Social Studies. The inquiry approach advocated 

by the Social Studies Project bears a strong resemblance to many 

innovative Science curriculum projects at the secondary level. 

Although some of the problems experienced in implementing the 

Mauritian project pertain specifically to the programme itself, there 

are some which seem to affect most integrated curricula using a modi

fied inquiry approach. 

Moreover, although one age-group (the fourteen-year olds) was 

involved in the-present study, it may be concluded that the picture 

may be the same at other age levels. The use of standardized tests 

for measuring level of achievement of pupils in the teaching objec

tives of a new programme, is possible at all levels. The percep

tions of pupils were found to be a good way of obtaining information 

about teachers' classroom strategy and the importance they gave to 

objectives in the classroom. Although it is doubtful that such 

information can be derived from younger children, there is no doubt 

that upper secondary students can reliably provide such information. ~ 
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RELEVANT FINDINGS OF THE STUDY 

These implementation findings will be compared as far as is 

possible, with those of other researchers whose studies were re-

viewed in Chapter I. The most educationally relevant findings of 

this study might be summarized as follows: 

1. Teachers differed in their level of implementation of a new 

curriculumo The characteristi~s by which the levels of 

implementation differed have been defined and set out in 

Chapter IV, and it can be seen that each level involved 

different patterns of teacher-pupil interactions and varia

tion in the use of the main elements of the new programme. 

The different levels. of use of new curricula among implemen

ters have been empirically recognised by researchers like 

Hall and Loucks (1977}3 with their model of seven levels of 

use (LOU) and by Leithwood and Montgomery (1980)4 with their 

Level-by-Dimensions profile. 

20 There was evidence that the levels of implementation bore a 

significant relationship with pupils' perceptions of teacher 

strategies, and with actual achievement in the main areas of 

teaching objectives. The exploration of the relationships 

between teacher level of use of a new programme and student 

achievement was suggested by Hall and Loucks (1977). Their 

tentative analysis indicated that the relationship is not a 

simple linear one, although the authors agreed that this 

relationship is not necessarily the same across innovations 

and grade levels. The findings of this present study are in 

agreement with the conclusions reached by Eggleston, Galton 
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and Jones (1976)5 and Galton and Simon (1980)6. Those resear-

chers who used systematic classroom observation instruments 

• similar in some ways to the Flanders Schedule, reported that 

since teachers differed significantly in their teaching styles, 

pupils experienced different learning situations and therefore 

different outcomes. 

3. Given the characteristics of the levels of implementation, the 

status of current implementation in relation to such a defini-

tion can be determined. This means determining from the 

popUlation involved in the implementation of a new curriculum 

as a whole, the proportion whose practices are most identical 

to each of the levels of implementation. Thus, in the 

present study, it was estimated that the group of high imple-

menters who were significantly associated with qualified 

teachers, constituted less than 30 per cent of tke total 

popUlation of Form III teachers in 1980. This type of 

information can be used for diagnosis of the weaknesses of the 

innovative programme and for judging the degree of 

implementation. 

4. In implementation studies of objectives-based innovations, it 

is highly relevant to consider lists of teaching objectives 

and their relative acceptance by teachers and pupils, as well 

as their actual implementation in the classroom. In the 

current study, the overall rankings of teacher priorities 

showed compatibility with the objectives of the new programme. 

However, teachers' awareness of teaching objectives did not 

play a critical part in teacher-pupil classroom interaction. 
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There was a gap between teachers' expressed priorities and the 

implementation of these objectives in the classroom. 

5. Pupils' acceptance of teaching objectives was influenced by 

their perception of the teacher classroom behaviour. There-

fore their priorities were not identical with the teacher 

priorities, but bore a strong relationship to their perceived 

teacher ranking of these objectives. The interaction of 

teachers' attitudes to the objectives of a new programme with 

pupils' appreciation and acceptance of these objectives, have 

been intensively investigated in studies of B.S~iology in 

Israel by Tamir and Jungwirth (1978)7. The findings of these 

studies re-affirm the very high degree of correlation between 

pupils' ranking and their teacher's image as arrived at by 

means of the pupils' re-ranking of the objectives and the 

discrepancies between the teachers' self-perceptions and 

pupils' rankings. 

6. The teachers' priorities and their opinions as to the feasibi-

lity of attainment of those objectives were identical. This 

finding was quite surprising since it was known to the 

teachers that the feasibility of achieving certain objectives 

was actually doubtful in the classroom conditions and 

examination-conscious atmosphere prevailing in the island. 

This finding was interpreted to be a result of teachers' lack 

of realism, or perhaps a "strategy" on their part to create a 

more progressive image of their implementation style. The 

high level of correlation between priorities and expectations 

of teachers identified in the present study, appears to dis

agree with the interpretation of Tamir and Jtingwirth (1972)8. 
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The latter had reported a substantial disparity between prio-

rities and expectations of teachers in their study of B.S.C.S. 

biology. The uncertainty of the teachers regarding the 

achievement of certain objective was offered as a possible 

explanation of this disparity. 

7. The actual implementation of curriculum occurs in the world 

of teachers as well as that of pupils. The pupils' percep-

tions of the relative importance of teaching objectives, of 

their teachers' ranking of objectives and of their classroom 

strategy, can be quite revealing in implementation studies. 

Similar conclusions about students being valid observers of 

classroom teaching or classroom "socio-technology" as 

9 Westbury (1980) would put it, were reached by other resear-

chers, for instance,Jones (1981)10. 

8. Qualified and trained teachers were better than the unquali-

fied group in the implementation of the main elements of the 

new curriculum. They were also more successful in their 

adaptation of the Project's materials to suit their own local 

needs. This corresponds to the finding of ~rman and 

Mc Laughlin (1976)11 who concluded that the success of imple-

mentation depended on adequate staff development opportunities. 

It must not be assumed that teachers already have the exper-

tise to implement the change. Teachers tend to benefit more 

from long-term in-service training in the use of the new 

curriculum materials and in the theory of curriculum change 

than from short courses. At any rate, short-training courses 

have been condemned for their ineffectiveness by some res ear-

12 chers (for example,Harlen 1978) • 
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9. Teachers were not very keen about curriculum development "at 

the base", and preferred to contribute to the work of the cen-

tral institution established to carry out curriculum reforms 

in the island. They considered that proposals of reform plans 

from the schools or groups of teachers would be neither politi-

cally nor academically capable of rallying broad public support. 

There was also the fact that teacher-based curriculum develop-

ment would lead to overwork for the teachers. The present 

results are in full agreement with the findings obtained from 

other studies in Third World countries, namely Oran (1976)13 

and Jennings Wray (1981)14. The latter concluded in her co~ 

parative study of influences and constraints on decision making 

in the Primary curriculum of West Indies that the role of the 

teacher as implementer was perceived as a lay one, and that in 

educational ranks, the curriculum decision maker and the imple-

menter of curriculum decisions seem to be quite separate and 

apart. 

10. This finding about teachers not perceiving their role as curri-

culum decision-makers contrasts with reviews of curriculum 

development programmes in Europe and/or U.S.A. (for instance, 

Bolam (1974)15, Macdonald and Walker (1976)16, Stenhouse (1977)17, 

Elliott et al (1976)18)which consider the failure of these 

programmes to be the responsibility of the centre-periphery 

model of curriculum development. It is, however, the feeling 

of many researchers like Tamir (1979)19, Baumert and 

Goldschmidt (1980)20 that the high-quality materials which 

centre-periphery type projects are well able to produce, will 

still be required and that the value of these triggers for 
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teachers to develop their personal variations for particular 

local needs, should not be underestimated. More recently, 

Barnes (1981)21 had advanced the view that some demands of 

the teacher's role,for example, a comudtted belief in what one 

is teaching, are in conflict with a research stance, and 

argued that Stenhouse's vision of the teacher as his own 

curriculum researcher can be realised only in a minority of 

classes. 

It is now becoming clear that lessons have been learned from 

the failure of both centrally controlled and decentralised 

approaches to curriculum reform, and the balance between cen-

tral de terminations of curriculum guidelines and the provi-

sion of areas in which teachers can make curriculum decisions 

of their own, should be attempted. This is in line with 

22 
Connelly's (1972) concept of "user-developer" whereby 

teachers are expected to adapt new curricula to the require-

ments of their specific situations. 

The following statement from Lawton (1979)23 indicates the 

need to construct a model for the co-operative control of the 

curriculum: ''We need to open up the secret (la'lfden of the 

cur-:ricu'Lum~ but lI1B must a'Lso be sUlle to p'Lan verry CQ.'lfefu,'L'Ly 

where the paths shou'Ld Ue". 

11. It follows from Connelly's view of the teacher as "user-

developer" that the two main orientations in implementation 

studies as distinguished by Fullan and Pomfret (1977)24 

namely the fidelity perspective and the mutual adaptation 

perspective, are not necessarily incompatible. Both 
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perspectives can be considered simultaneously in an implemen-

tation study as the current study tried to do. This review 

is in full agreement with the arguments expressed by 

Dalin (1978)25, Ben Peretz and Lifmann (1979)26, Eden and 

Tamir (1979)27. 

12. The main inhibition in bringing about changes at the classroom 

level, did not appear to reside in the actual development of 

the materials by a central team, nor in getting teachers to 

agree to implement the innovation as best they could. Quite 

apart from teachers' qualifications the main problem seemed to 

emerge from the socio-political context. The prevailing 

external examination system, the job market, the time-tabling 

allocation, the decision not to develop the new curriculum 

beyond Form III and so forth, forced upon teachers a particular 

approach to implementing the new curriculum, and made effective 

implementation on a large scale impossible. 

13. The stability of teachers' positive attitudes at all levels of 

implementation throughout the process of operating the new 

curriculum, has been demonstrated within the context of the 

innovation. However, although teachers' attitudes and values 

tended to remain firm, this did not necessarily reflect their 

classroom practices nor inhibit their making realistic judge-

ments of curriculum development and change. For instance, a 

few teachers claimed that the professionally and commercially 

produced textbooks which had replaced the units of work had 

killed the adventurous spirit that used to prevail in the 

classroom. The less finished trial materials products were 

more effective in encouraging teachers to adapt, extend or 
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criticise. The remarkable stability of the teachers' atti-

tudes appears to he in full disagreement with the "resistance 

to change" theory as conceived by early researchers in curri

culum studies and as explained by Gross et al (1971)28 in 

their work. 

]4. It was suggested in Chapter I that several factors can act as 

determinant in the implementation of innovative projects. 

The findings of this study suggest that 

(i) classroom context, 

(ii) teachers' knowledge, attitudes and qualifications, 

(iii) pupils' knowledge, perceptions and attitudes, 

(iv) the characteristics of the innovation 

(v) implementation strategies and 

(vi) the socio-po1itica1 context 

- all these played critical roles in the implementation of the 

Social Studies Project in Mauritius. To a large extent these 

findings are in agreement with the theoretical approach of 

Fu1lan and Pomfret (1977) and that of Bherman and Mc Laughlin 

(]976). 

]5. Certain problems of initial efforts are likely to continue 

during the late stage of implementation, especially when they 

relate to structural changes. On the other hand, different 

problems may emerge during the course of implementation and 

these problems are particularly related to the socio-politica1 

context. This finding about simdlarities and differences in 

the patterns of influences affecting implementation over time, 
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is an extension of the idea proposed by Harding, Kelly and 

Nicodemus (1976)29 in their diffusion research study. 

It may be helpful to bring out some of the implications of 

this study which may be relevant both to teachers and to those engaged 

in teacher education. 

The findings obtained from studies using systematic observation 

(for example, Galton and Simon (1980)) have been shown to have much 

relevance for the practising teacher. In the present investigation, 

students for the Post Graduate Certificate in Education who were 

trained as observers using the Flanders Interaction Analysis cate

gories, were all convinced about the use of systematic observation 

as an aid to monitoring their own practice and to improving the 

teaching of the new curriculum. It was shown in Chapter IV that a 

striking feature of unsuccessful implementation was a relatively 

high use of category 5 (TeaCher Lecture) on F.I.A.C. A teacher who 

attempts to make less use of this category would find that he or she 

needs to question other aspects of her implementation strategy. In 

the same way, individual teachers can be trained to adapt their 

teaching behaviour to match more closely the interaction patterns 

as suggested in the new curriculum. 

In the training of student-teachers, therefore, it is suggested 

that further thought be given to the use of interaction analysis in 

an attempt to improve the level of implementation of innovative pro-

grammes. It is clear from this study that pupils of low implementers 

are disadvantaged educationally, and special attempts mig~t be made to 

offset this disadvantage. For example, there may be a case for the 

training of these teachers. 
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Another relevant area for teacher-training relates to teaching 

objectives. This is the question of making student-teachers and 

teachers aware of the discrepancy between their perceived importance 

of objectives and their actual behaviour, and the effect of this 

discrepancy on pupils' perceptions of objectives and on actual pupil-

achievement. The disparities between teachers' and pupils' prio-

rities may assist teachers in their efforts to improve their teaching 

instructions. The value of the present conclusions and implications 

is enhanced by the similar results obtained by Jungwirth and Tamir 

(1972/73) in their study of the Israel High School Biology Project. 

The implications of these findings for teacher education are, 

therefore, patent. 

By amalgamating the teachers' and pupils' data concerning the 

relative importance of objectives, it is possible to identify areas 

in which development might be encouraged. One area of development 

relates to the fostering of values and attitudes. To encourage 

the implementation of these objectives, it is not enough to have 

appropriate classroom procedures. National policy changes. designed 

to facilitate such implementation, should be carried out. This 

implies that sufficient considerations should be paid to such objec

tives in examinations and that better measures of these objectives 

should be developed. 

Teacher training should lay much stress on assessment of pupils' 

performance in order to ascertain the identification of test-items 

with teaching objectives. The problem of teachers' continued, 

concentrated effort towards pupil achievement in the main objective 

areas will remain crucial. 
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In conclusion, it must be stressed that the above findings need 

to be interpreted with all the caution that is implied by the limita-

tions of this investigation. These findings can act not only as 

facts upon which practical decisions at the levels of classroom and 

management can be based, but also as pointers for further research 

in the field of curriculum implementation. In essence, while not 

adding much to the conceptualization and measurement of implementa-

tion, this study does provide an example of the kind of research 

that has been suggested by others and that can be developed furthero 
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A'PPENVIX 1 

STATISTICAL APPENDIX 

The results of these analyses are described in Chapters Ill, 

IV and V. A simple account of the mechanics of these analyses are 

given below. 

1. A Short Aaaount of Kendat:t's test of aonaordanae all 
(Source: S. Siegel "Non-parametric statistics for the beha
vioural sciences", Mc. Graw Hill, pp 229-239, 1956). 

The coefficient of concordance (W) expresses the degree of 

association among R sets of ranking. To obtain W 

(1) Let N· the number of entities or objectives to be ranked. 

K· the number of respondents assigning ranks. 

(2) For each objective, determine Rj, the sum of the ranks assigned 

to that objective by the K respondents. 

(3) Determine the mean of the Rj. Express each Rj as a deviation 

from that mean. Square these deviations and sum the squares to 

obtain S. 

(4) Use formula W • S 
----~-- . 

(5) To determine whether the observed value of W is significantly 

different from zero, use formula x2 • K(N - l)W, d.f • N - 1, 

if N is larger than 7. 
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A coefficient of concordance was computed to determine the 

agreement among 33 Institute~trained Diploma holders in the ~anking 

of 9 objectives. S or the sum of the squares of deviations £r~ the 

mean of every Rj = 17822; K = 33; N = 9, With this information, W 

was thus computed;-

w = 17822"""" " 

" " 1 2 3 
12 x 33 (9 ~ 9) 

.272758 

The agreement among the 33 Diploma holders is expressed by 

w = ·273 

The significance of this relation was determdned by applying 

formula 

_2 
X = K(N ~ 11 w 

= 33 x 8 x .273 

= 72·072 

d.f = 8 

Referring to a table of critical values of chi~quare, it is 

2 found that X ~ 72'1 has probability of Qccurence under HQ of p < ·001, 

It can be concluded with considarable assurance that the agreement 

among the 33 raters is higher than it would be by chance, 
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Let P ~ probability that r ~ !N. 

Since r has a binomial distribution with parameters Nand P. 

+ 
2k 2k •••••••• + C2kP 

=--~ 2kC 2kc. h 1 b' • 1 ff" ~lere k' ~k+l' etc. are t e usua 1nom1a coe 1C1ents. 

There are 6 judges, and always at least 2 categorias, so that 
.. 1 

p ~ 32' 

The table of values of p is as follows: 

N f 
No.of 

c~~e~ories =n ~u~ges ...... 4 ........ 5 ....... 6 ........ 7. 

2 1 .. 1 .. 1 '1 
8" 16 32 .. 64 

3 
.. 1 1 . '1 : : :1 

27 81 243 ·729 . 

4 "1 1 ... 1 '1 
64 256 1024 4096 

5 "I 1 .. 1 . '1 
125 625 3125 15625 

6 
.. 1 '1 ... 1 ... l' 

216 1296 7776 46656 

2k 2k 2k 2k k 
Thus p ~ ( ~ + ~+1 + ~+2 + ••••••• + C2k) p • 

2k Since these are k+1 terms inside the brackets and Ck is the 

largest term, we get p ~ 2k~(k+1)pk. 

Now 2k . 2k(2k.,;.1) (2k.,;.2) (2k.,;.) . ~ ~ ~ ~ ~ ~ . (k+l) .' . 2k(2k"1) 
~ ~ k(k-l}(k-2}(k-3) •••••• 1 k2 

• • • 

• • • 

• 

2k~.s 4 

(since k ~ 2k). 

2k-2C ~ 4 2k-2c. 
k-l -k-l 

• • , Probability (r ~ !N) ". f", 2.-N, which is very, very 81lUlll for 

the values of N which are ueed, 
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2. Testing the vaZidity of aatego~e8 for aZaasitying open~nded 
responses 

The binomial test was chosen because the data are in two discrete 

categories (agreement/disagreement with the number of statements classi-

fied). A special formula of this test devised by Dr. Mc. Lean of the 

University of Liverpool, School of Education for analysing these data is 

briefly as follows,~ 

* 

Let* r = No. of stat~nts on whose classification all judges 
agree, 

p = Probability that all judges agree(on how any single 

stagement should be classified}. 

N· No. of different statements which are being classified. 

Note: The given values of r are so high that one can dispense with the 
No. of statements on whose classification there is at most one 
disagreement between judges. 

For a null hypothesis, suppose that statements were assigned to 

categories at random. 

The test is briefly as followsl-

Compare r with ~N. 

If r ~ ~N, the null hypothesis can be. very safely rejected. 

MathematiaaZ jU8ti~aation of thia teat 

For convenience, take N to be even (A similar justification can be 

given when N is odd). 

Thus ~N is an integer, k, say. 
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3. CZuste~ AnaZysis 

(Source;- B.M.D.P., 261-642 1977 (August), 

Cluster Analysis of Variables 

The PIM progr~e of RMDP forms clusters of variables based on 

a measure of association or si~ilarity between the variables. The 

measure of similarity used in this analysis is the absolute value of 

the correlation. The criterion used to combine variables into clusters 

is based on the maxi~ similarity (minimum single linkage) between 

any two variables that are not in the same cluster. At each step the 

two clusters with the max~ similarity are combined. The stepping 

terminates when only one cluster remains; 

(1) The procedure measure lathe absolute value of correlation. 

The correlations are recoded to a similarity measure between 

o and 100, where a correlation of 0.0 is recoded to zero 

(ndnimum similarity), The table below lists the re coded values 

0, 5, 10 •••••••• 100, and the value of the correlation for 
which the recoded value is obtained. 

THE VALUES I~ THIS T~EE HAVE 8EEN SCALEG 0 TO 100 
ACCORD[NG TO T~E F0L~OWING TABLE 

VALUE 
AF~OVE 

G 
5 

lu 
15 
2~ 
25 
3u 
35 
4i> 
45 

CORRELATIO-.J 
0."00 
0.050 
O.luc> 
0.150 
0.2vO 
0.2::;0 
0.300 
O.3Su 
O.4uO 
0.450 

VALUE 
ABOVE 

50 
55 
60 
65 
70 
75 
80 
85 
90 
95 

CORRELATION 
0.500 
0.550 
0.600 
0.650 
O.7()O 
0.750 
0.800 
0.850 
0.900 
0.950 

(2) The number of cases r,ad, fIM uses complete cases only in 

all computations, 

334 



(3) The mean and standa~d deviation for each variable are p~inted. 

VARIABLE 
'J ~ ,'-1E NO. t-1[ Ai'lj S r MJDARO 

DEVIATION 
)«2) ? 4.517 0.574 X (3) J ).S17 1.15) X ( '+ ) I. ~.828 1.284 X (5) S 4.345 0.721 X(6) 6 3.931 ii.884 X ( 1) 7 4.138 :;.74) X (8) R 4.310 (1.5"1 )( ( 9) 9 3.966 1.117 X (1 tn 1(: 3.931 ~.799 X Cll) 11 4.034 1.18C 

(4) A summary table of the clusters formed. The similarity between 

two clusters at the ti~ they are joined, is read from this 

table. The cluster determined ay the pair of lines intersecting 

the two variables is listed beside the first variable in this 

table. The other boundary of the cluster is the second variable. 

The number of items is the number of variables in the cluster. 

The final column in this table is the value of the similarity at 

the step when the cluster is found. 

VARIABLE 
\JAME 
X(2) 
X (5) 
X(8) 
X(3) 
X (7) 

NO. 
? 
5 
8 
3 
7 

OTHER tWUNOARY 
OF CLUSTER 

4 
2 

NW1BE R OF ITEMS 
IN CLUSTER 

10 
2 
J 
4 
2 
3 
7 
8 
9 

DISTANCE OR SIMILA~ITY 
WHE~ CLUSTER fORMED 

32.55 

X (11) 

X (l0) 
X(6) 
X (9) 
X(4) 

1 1 
10 

(1 

9 
.:.. 

2 
10 
11 

3 
2 
2 
2 
2 

335 

10 

50.25 
49.89 
38.17 
56.50 
41.98 
J8.16 
37.51 
34.59 
32.55 



(5) A tree showing the clusters fo~d at each step. The horizontal 

and diagonal lines dete~ne the clusters. The numbers super

imposed on the tree diagram or dendrogram are the re coded ~asures 

of similarity between each pair of variables as shown in (1). 

The first number in each line is the measure of similarity of the 

variable to the left of the line with the one immediately below it, 

the second is with the second variable below it, etc. 

TREE PRINTED OVER ABSOLUTE CORRELATION 
CL0STERING BY ~INIMU~ DISTANCE METHOD 

VARIABLE '. 
~AME NO. 

iVATRIX. 

)( ( 2) ---------------------- I 
?) 5C/~91 1 0 IJ 23/14/-~;;;; 

)«5) 

X(8) 

X (3) 

X (7) 

X (Ill 

)( (l tU 

X(6) ( 

X(9) ( 

X(4) 

I I I I I I 
I I I I I I 

5)1 01 9 1~ 27 29/371 11 61 
I I I I 1 

I 1 1 1 I 
~)I 1 b 15 38/}91 91231 

I 1 I 1 
-----~----I I I I 

3 ) 41 J 0 I 01 1 71 341 11 
I11 I 1 

----I 1 1 1 I 
7) 56/i91 11171321 

1 I11 1 
I I I11 

11)138127127/231 
1 I 1 1 

I I I I 
10)/14/15/231 

I11 
I I I 

6)1 6/3()1 
I 1 

1 I 
9)/151 

I 
I 

4)1 
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(6) The correlation matrix can also be printed in shaded form; the 

variables are sorted into the order specified in the tree diagram, 

and the correlations matrix is then printed with codes replacing 

the correlations . 

ARSOLUT E V ~li lE S Or C JRRELAT I 0, SIN s()~n:: D ND SHA EO F ORM 

2 X. ( 2 ) 8 
5 l( ( 5 ) S8 
8 l( ( 8 ) " ft 3 l( ( 3 ) • ~ 

7 X ( 7 ) • ' 8 
1 X. ( 1 U .+- X88 

u X ( 1 ) +XP4 - P4!t 
b X ( 6 ) -yq-- +-8 
9 )( ( 9 ) . x-+- 8 
4 X ( 4 ) • + X++ X-8 
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APPENDIX XI 

Throughout this appendix, the level of significance of findings 

will be indicated thus: 

• indicates 5% significance level (P ~ 0.05) 

• • indicates 1% significance level (F ~ 0.01) 

• •• indicates 0.1% significance level (P ~ 0.001). 
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Tab'le No. 

1 (a) 

1 (b) 

1 (c) 

1 (d) 

1 (e) 

1 (f) 

2 (a) 

2 (b) 

3 (a) 

3 (b) 

3 (cl 

ArPEN()lX 11 

Ranking of objectives A to I by male and female teachers. 

Ranking of objectives A to I by teachers of < 5 years and 

> 5 years of experience. 

Ranking of objectives A to I by unqualified teachers and 

Diploma holders. 

Ranking of objectives A to I by non-Graduates and Degree

holders. 

Ranking of objectives A to I by professionally untrained 

and trained teachers. 

Ranking of objectives A to I by teaChers teaching Social 

Studies only and Teachers teaching Social Studies and other 

subjects. 

CroBs-tabulations;- Teacher qualifications by attitudes to 

Project, controlling for sex, School Type, School Environment, 

and Teaching Experience, 

Cross-tabulations:- Teacher qualifications by attitude to 

Project philosophy. 

Cross-tabulationa;- Sub ite~X sub-item of Implementation 

factors. 

Overall frequency count -Facilitating and inhibiting implemen

tation factors, 

Cross-tabulations 1- Teacner qualifications by attitude to 

implementation factors, controlling for sex, school type, 

school enviro~nt and teaching experience. 
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3 (d) 

4 (a) 

4 (b) 

4 (c) 

4 (d) 

4 (e) 

4 (f) 

5 (a) 

5 (b) 

5 (c) 

6 (a) 

7 (a] 

7 (b) 

7 (cl 

7 (d) 

Cross-tabulations;- Teacher qualifications by attitude to 

implementation factors. 

Histograms of Male and Female teachers involved in classroom 

observation • 

. Histograms of Rural and Urbal\ schools involved in classroom 

observation. 

Histograma of sex composition of classes involved in classroom 

observation, 

HistograIllS of qualifications of teachers involved in classroom 

observation. 

Histograms of years of experience of teachers involved in class

roam observation. 

Histograms of types of schools involved in classroom observa

tion. 

Cross-tabulation;- Pupil Initiation on F.I.A.C X Teacher 

sub-group. 

Cross-tabulation:- Teacher qualifications X sub-item on the 

Evans/Rehrman Schedule. 

Cross-tabulation;- Sub-item X sub-item on the Evans/Behrman 

Schedule. 

Varimax analysis of ~in factors derived from correlation matrix 

aCross 55 variables of observational schedules. 

Frequencies of pupils involved in Pupil Questionnaire, 

Frequencies <=If types of schools involved in Pupil Questionnaire. 

Frequencies of Rural/Urban schools involved in Pupil Question

naire. 

Frequencies of sex composition of classes involve.d in pupil 

Que&tionndre, 
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7 (e) 

7 (f) 

8 (a) 

38 (b) 

8 (cl 

8 (d) 

Frequencies of male/f~ale teachers involved in Pupil 

Questionnaire. 

Frequencies of Qualifications of teachers involved in Pupil 

Questionnaire. 

Cross-tabulations;- Agreement between positive and negative 

items by teacher qualification and class sex composition. 

Cross-tabulations;- Agreement between positive and negative 

items by teacher qualification and class sex composition. 

Cross-tabulations;- Agreement between positive and negative 

items by teacher qualification and class sex composition. 

Cross-tabulations;- rupil responses by categories of i~lemen-

ters (Questionsl,ite1llS 1 to 141. 

8 (eH Cross-tabulations;- fupils' priorities by categories of imple

menters (objective l). 

8 Ee)2 Cross-tabulations;- FupUs' pdorities by categories of imple" 

menters (objective 2), 

8 (el3 Cross-tabulations;- Pupil~' priorities by categories of imple

menters (objective 3), 

8 (e)4 Cross-tabulations:- pupils' priorities by categories of imple

menters (objective 4), 

8 (e}5 Cross-tabulations;- pupils' priorities by categories of i-mple

~enters (objective 5), 

8 (e}6 Cross-tabulations,- pupils' priorities by categories of imple

~nters (objective 6), 

8 (e17 Cross-tabulations:- pupila' priorities by categories of imple

~enters (objective 7), 

8 (el8 Cross;"tabuladoUfU- l'upUs' pdorities by categories of i1l}ple

~nters (objective 8), 

8 (e19 Cross-tabulations;- Pupils' priorities by categories of i~le .. 

~enters (objective 9], 
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8 (f)1 Cross-tabulations;- Pupils' perceived teacher ranking by 

categories of impl~enters (11, 

8 (f}2 Cross-tabulations;- Pupils' perceived teacher ranking by 

categories of implementers (2), 

8 (f}3 Cross-tabulations;- Pupils' perceived teacher ranking b~ 

categories of impl~nters (3), 

8 (f)4 Cross-tabulations;- Pupils' perceived teacher ranking by 

categories of i~lementers (4), 

8 (flS Cross-tabulations;- pupils' perceived teacher ranking by 

categories of i~le~nters (S), 

8 (f}6 Cross-tabulations:- pupils' perceived teacher ranking by 

categories of implementers (6), 

8 (f)7 Cross-tabulations;- pupils' perceived teacher ranking by 

categories of i~lementers (7), 

8 (£)8 Cross-tabulationa;- Pupils' perceived teacher ranking by 

categories of i~lementers (7), 

8 (f}9 Cross-tabulations;- pupils' perceived teacher rank ins by 

categories of impl~nters (9), 

8 (gll Cross-tabulations;- Teachers' priorities by categories of 

implementers (1). 

8 (g}2 Cross-tabulations:- Teachers' priorities by categories of 

implementers (2). 

8 (g)3 Cross-tabulations;- Teachers' priorities by categories of 

implementers (3). 

8 (g14 Cross-tabulationa;- TeAchers' priorities by categories of 
implementers (41, 

8 (g}S Cross-tabulations;- Teachere' priorities by categories of 

implementers (5). 

8 (g)6 Cross-tabulations,- Teachers' priori ties by categories of 

i~lementers (6), 

8 (8)7 Cross-tabulations;- Teachers' priori ties by categories of 
implementers (7), 
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8 (g)8 

8 (g)9 

9 (a) 

9 (b) 

9 (c) 

9 (d) 

9 (e) 

9 (f) 

9 (g) 

9 (h) 

Cross-tabulationa;- Te~chers' priorities by categories of 

implementers (8). 

Cross-tabulations;- Teachers' priorities by categories of 

implementer~ (9). 

Class mean scores per level of implementers in Cluster 1 

objective. 

Class mean scores per level of implementers in Cluster 2 

objective. 

Class mean scores per level of implementers in Cluster 3 

objective. 

Class mean scores per level of implementers in Cluster 4 

objective. 

Analysis of variance;~ Level of implementers by Cluster 1 

objective. 

Analysis of variance;~ Level of implementers by Cluster 2 

objective. 

Analysis of variance,~ Level of implementers by Cluster 3 

objective. 

Analysis of variance;- Level of implementers by Cluster 4 

objective. 
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Table I(a}:- Ranking of objectives by mate and female teachers. 
. . . . . . . . . . . . . . . . . . . . . . ......... . ..... 

i ' a' 

Objectives 

.RANK ......... A ... .... . B. C .D . E .F .... ..... G. ... H . .!. 

Males 1 12 29 5 1 0 17 11 2 9 
2 8 9 2 9 7 17 16 7 11 
3 7 14 9 9 7 11 10 12 7 
4 8 8 7 8 11 8 10 14 12 
5 9 11 13 9 12 8 9 6 9 
6 7 1 16 10 13 2 13 11 13 
7 6 9 18 11 10 7 5 9 11 
8 10 5 9 18 11 8 6 10 9 
9 19 1 7 11 14 8 6 15 5 

w 
~ 
~ Females 1 11 22 3 2 12 23 14 3 11 

2 13 8 7 5 3 13 15 19 7 
3 6 10 6 8 5 10 15 16 14 
4 8 15 4 7 10 15 12 9 10 
5 5 9 11 10 11 9 14 11 9 
6 4 13 18 11 14 5 11 5 9 
7 6 5 16 11 17 8 5 14 8 
8 14 3 9 23 21 5 3 5 7 
9 23 3 15 14 7 3 1 9 15 

CRI-SQUARE 4.23 16.94 7.96 2.53 11.20 7.85 7.31 15.24 9.97 

DF 8 8 8 8 8 8 8 8 8 

Inference n.s * n.s n.s n.s n.s n.e n.s n.s 



TabZe I(bJ:- Ranking of objectives by teachers of < 5 years and > 5 years of ezpePience. 

. . . . . . ........ . . . . . . . . 

Objectives 

. . RANK. " .A . . B. .. C D . . E. . . . . . - .F. .G .. . .H. .1. , .. 

< 5-Years 1 14 27 8 2 0 19 14 3 14 
2 12 9 6 10 4 20 20 12 8 
3 8 15 8 12 8 12 11 16 11 
4 6 14 7 8 12 11 14 12 17 
5 10 13 14 13 9 8 12 11 10 
6 7 7 19 14 15 6 14 8 11 
7 8 9 18 10 14 11 8 13 10 
8 14 4 9 19 23 9 4 11 8 
9 22 1 12 14 15 6 4 15 12 

U) > 5-Years 1 9 24 0 1 2 21 11 2 6 
~ 2 9 8 3 4 6 10 11 14 10 VI 

3 5 9 7 5 4 9 14 12 10 
4 10 9 4 7 9 12 8 11 5 
5 4 7 10 6 14 9 11 6 8 
6 4 7 15 7 12 1 10 8 11 
7 4 5 16 12 13 4 2 10 9 
8 10 4 9 22 9 4 5 4 8 
9 20 3 10 11 6 5 3 9 8 

CRI-SQUARE 4.96 3.81 7.33 7.59 12,.28 8.90 5.82 4.15 7.41 

DF: 8 8 8 8 8 8 8 8 8 

Inference n.s n.s n.s n.s n.s n.s n.s n.s n.s 



. , . . ~ . . . . . . . . . . . . 

UNQUALIFIED 

DIPLOMA-HOLDERS 

CHI-SquARE 

DF 

Inference 

Tab~e I(a}:-

.. RANK. 

1 
2 
3 
4 
5 
6 
7 
8 
9 

1 
2 
3 
4 
5 
6 
7 
8 
9 

Ranking of objectives by unqua~ified teacheps and Dip~ma-hoZdeps 

. . A 

19 
18 
11 
11 
10 
10 

6 
18 
10 

2 
0 
1 
3 
1 
0 
4 
3 

19 

45·88 

8 

*** 

.B 

32 
11 
15 
16 
16 

8 
8 
4 
3 

11 
3 
3 
4 
0 
5 
4 
3 
1 

9.48 

8 

n.s 

, Objectives 
. c· 

4 
8 

10 
9 

15 
21 
19 
14 
13 

1 
0 
2 
1 
6 
7 
8 
2 
5 

6.07 

8 

n.s 

D 

3 
7 

13 
12 
12 
11 
9 

26 
19 

0 
4 
1 
1 
4 
4 
7 

10 
2 

12.46 

8 

n.s 

E .. 

1 
5 
9 

13 
13 
18 
18 
18 
18 

0 
3 
1 
4 
7 
5 
7 
5 
1 

7.68 

8 

n.s 

.1" . 

27 
19 
12 
10 
11 

3 
9 

11 
11 

7 
9 
6 
5 
3 
1 
2 
0 
0 

10·28 

8 

n.s 

.G 

13 
20 
14 
16 
14 
18 

7 
5 
7-

9 
3 
4 
3 
5 
5 
0 
4 
0 

12.68 

8 

n.s 

.H . 

3 
14 
15 
14 
9 

12 
19 
10 
18 

1 
6 
9 
6 
4 
3 
0 
1 
3 

12.45 

8 

n.s 

I 

12 
11 
14 
12 
13 
12 
18 

7 
14 

2 
5 
6 
6 
3 
3 
1 
5 
2 

9.93 

8 

n.s 



Tabte I(dJ:- Rankinu of objeotives by Non-Graduates and Degree-Botders 

Objectives 
....... ~ .... .A B C .. D .. . E ... F .. . .... G ..... H. . .. I . 

NON-GRADUATES 
1 21 43 5 3 1 34 22 4 14 

including 2 18 14 8 11 8 28 23 20 16 
DIPLOMA-HOLDERS 3 12 18 12 14 10 18 18 24 20 

4 .14 20 10 13 17 15 19 20 18 
5 11 16 21 16 20 14 19 13 16 
6 10 13 28 15 23 4 23 15 15 
7 10 12 27 16 25 11 7 19 19 
8 21 7 16 36 23 11 9 11 12 
9 29 4 18 21 19 11 7 21 16 

(".) 
~ DEGREE-ROLDERS 1 2 8 3 0 1 6 3 1 6 ....., 

2 3 3 1 3 2 2 8 6 2 
3 1 6 .3 3 2 3 7 4 1 
4 2 3 1 2 4 8 ·3 3 4 
5 3 4 3 3 3 3 4 4 2 
6 1 1 6 6 4 3 1 1 7 
7 2 2 7 6 2 4 3 4 0 
8 3 1 2 5 9 2 0 4 4 
9 13 0 4 4 2 0 0 3 4 

CRI-SQUARE 9.06 3.55 4.29 4.91 7.55 13.88 12.01 4.29 13.67 

DF 8 8 8 8 8 8 8 8 8 

Inference n.s nos n.s n.s n.s n.s nos nos n.s 



w 
~ ., 

. . . . . . . . . . . . . . . 

Untrained 
teachers 

NO DIPLOMA 

Trained 
teachers 

DIPLOMA/PGa 

CRI-SQUARE 

DF 

Inference 

Tab'te I(e):-

. . . . . . . .. . . . 

, 
.. RAl«' 

1 
2 
3 
4 
5 
6 
7 
8 
9 

1 
2 
3 
4 
5 
6 
7 
8 
9 

Ranking of objectives by professionaU,y untmined and tmine.d teachers 

. . . . A. 

20 
20 
12 
12 
13 
11 
8 

20 
20 

3 
1 
1 
4 
1 
0 
4 
4 

22 

34.28 

8 

*** 

. .... B 

37 
14 
20 
19 
20 
9 
9 
4 
3 

14 
3 
4 
4 
0 
5 
5 
4 
1 

13.69 

8 

n.s 

. . . . . . . 

Objectives 
C 

7 
9 

12 
9 

18 
26 
23 
15 
17 

1 
0 
3 
2 
6 
8 

11 
3 
5 

5.63 

8 

n.s 

. . . . . . . . . . . . . . . . . . . . . 

.D . 

3 
10 
16 
14 
14 
15 
14 
30 
21 

0 
4 
1 
1 
5 
6 
8 

11 
4 

10.06 

8 

n .. s 

.... E .. 

2 
7 

11 
16 
14 
20 
20 
26 
19 

0 
3 
1 
5 
9 
7 
7 
6 
2 

8.49 

8 

n.s 

.. . F. , 

32 
20 
14 
15 
14 
6 

13 
12 
11 

8 
10 
7 
8 
3 
1 
2 
1 
0 

11.58 

8 

n.s 

...... .. G . 

16 
25 
18 
19 
18 
19 
9 
5 
7 

9 
6 
7 
3 
5 
5 
1 
4 
0 

9.60 

8 

n.s 

. . . . . . . . . . 

. .... H 

4 
18 
18 
17 
11 
12 
22 
14 
21 

1 
8 

10 
6 
6 
4 
1 
1 
3 

13.50 

8 

n.s 

.1. 

16 
13 
15 
15 
14 
18 
18 
10 
17 

4 
5 
6 
7 
4 
4 
1 
6 
3 

8.02 

8 

n.s 



Ul 
~ 
\0 

. . . . . . 

Teachers 
teaching 
SOCIAL STUDIES 
only 

Teachers 
teaching 
SOCIAL STUDIES 
and OTaER 
SUBJECTS 

CHI-SQU~ 

DF 

Inference 

TabZe T(f):- Ranking of objectives by teachexos teaching SociaZ Studies onZy 
and teachera teaching Sociat Studies and other subjecta. 

......... 

Objectives 
RANK .... ..... . A. .B . C .D E . .... F ...... . ... G .... . . H. .1 .. 

1 16 48 6 3 2 31 21 5 18 
2 17 16 7 13 10 24 26 21 16 
3 12 21 14 16 9 18 21 24 15 
4 15 19 8 15 19 21 18 18 17 
5 12 17 21 16 19 14 20 13 17 
6 8 10 30 18 23 7 20 15 19 
7 10 10 29 18 25 15 8 20 15 
8 20 5 14 34 28 12 9 12 16 
9 40 3 20 19 14 8 6 23 17 

1 7 3 2 0 0 9 4 0 2 
2 4 1 2 1 0 6 5 5 2 
3 1 3 1 1 3 3 4 4 6 
4 1 4 3 0 2 2 4 5 5 
5 2 3 3 3 4 3 3 4 1 
6 3 4 4 3 4 0 4 1 3 
7 2 4 5 4 2 0 2 3 4 
8 4 3 4 7 4 1 0 3 0 
9 2 1 2 6 7 3 1 1 3 

11,04 12.28 4.89 10.65 8.77 2.10 6.68 9.44 

8 8 8 8 8 8 8 8 8 

n.s n.s n.s n.s n.s n.s n.s n.s n.s 



w 
VI 
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TabLe 2(a) Cross-tabulations: Teaaher quaLifwations by attitudes to Project~ controLLing for sex~ School, 

Type~ School, Environment~ and Teaching Experienceo 

C R 0 S S TAB U L A T IO N 
BY VAR1? 

o F ~ ~ * * * * * * * * * * * AR 7 
CO JT OLL I G 

V R 1 
VAR02 

AR03 
VAR ::> 

)UAL FICATION 
FO~. 

SEX 
SCHvOL 
5 HOOL 
TF="ACH 

TYPE 
ENVIR rIMa T 

EX 

VALUE •• 
VALUE •• 
VALUE •• 
VALUf •• 

* * * * * • * * * * * • * * * * * * * * * * * * * * * * * * * * * 

QUI'T 
I>J ?CT 

CL DCT t 

T) PCT 

V R 2 

1 2 3 4 _ 5 I 
-------- --------1-------- -------- -------- 1--------1 

1 2 .. ! 3 I 2 I 
U QUALIFI n 9. 8.2 I 27 . 3 I 18 . I 

1: • 75 . 0 I 66.7 I 
~ 7 7 5. 4 I 23.1 I 23 .1 I 15.4 I 

- -------- -------- --------1-------- --------1 
2 .. I 0 I 1 I 

D PL OMA I & I 0 I 100.0 I 
() I 3. I 
o I 0 I 7.7 I 

-_-------- -------- --------1--------1--------1 
3 1 1 0 I 

DEGREE v I 1 0 . 0 I I 
25 . 0 1 

.. " 7.7 1 0 I 
- -------- -------- --------I--------l--------1 

1 341 
7.7 23. 10.8 2 .1 

~ * * 

RO\'/ 
TnTAL 

11 
84.6 

1 
7.7 

1 
7.7 

13 
100.0 

I 
3 
4 
2 

* * 

MALE 
PRIVATE 
tJR8ltN 

MORE THAN 5 YEARS 
* * * * * * * * * * * PAGE 

OEGREES OF FREE OM . SI NI FICANCE = .6574 

V R 7 DEPENDE\lT • 

.4 310 WITH VAR07 

= . J129 
= .1 129 

• 8462 Wlfn VAR 7 
27273 

OEPEND NT • 

OtPE mErIT. 
Oc..::> NDErH. 

IFICMtC[ = . 17 6 

= • 11111 WITH VAR12 D~PENDENT • 

DE EN ENT. = • 14170 WITH VAR12 

= • 52174 WITH VAR12 DEPENDENT • 

1 OF 1 

DEPENDE T • 



Tab~e 2 (b) Croas-tabu~ations: Teacher qua~ifications by attitude to Project phi~osophy 

~ * * * * * x * * * * * * * * * * * C R 0 S S T A 8 U L A T ION 0 F 
Y VAR12 

* * * * * * * * * * * * * * * * * * 
VA R0 7 J AllrIC~TION 

~ * * * * * * Q * * • * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * PAG E 1 OF 1 

v 7 

CQJ :T 
RC "1 pCT 
C- L pcT 
TI.. T PCT ... 1 .. 2 1 4 1 5 I 

--------_ -------- --------I--------I--------1-------- l 
1 18 15 I 37 L 1 I 

UNQ UALI FIEO 9.6 3 3 13 2 I 32 . 5 ! Il.4 I 

DEGRE 

2 

3 

C0LJ N 
TI)T L 

86 ... 8 .6 88.? I 52.1 I 41. 9 I 
0.3 8 . 5 1 21 . I 7.4 ~l 6 

2 

:3 .; 
1 • 

! 

--- -----
1 

3. 
2.3 

.6 
--------

5 
7.2 
1.4 
2 . 8 

1 

-- ------1-------- --------1 
~ 18 I 14 I 

1 54 .5 I 42 . 4 I 
I ?5 . 4 ! 45 . ~ I 

~ I IJ.2 I 8 . I 
--------1-------- --------1 

? I 16 I 4 I 
6 . 9 55 . 2 I 13 . 8 I 

1 . 8 1 22 . 5 I 12 . q I 
1. 1 I 9.1 I 2 . ] I 

- -------- .-------- --------1--------1--------1 
13 17 7 1 3 

9.7 4 . 3 17.6 

RO ~ 
TOTAL 

11 4 
64 . 8 

33 
18 . 8 

29 
16 . 5 

176 
10 . 0 

~ W HI SQJAD = _7.59277 WITH ~ OEG~EES OF FqE EOOM . SI GN IFrC '-JCE = 
eR MER ' S v = .3208' 
: ONT NGEJ.Y fO~FF C ~JT = 9SJ 

. 0000 

_AMB A I ASY1 ~r lC1 = 6 1 ITH V~RJ1 DEPENOE'JT . = . 01 Y32 ~ ITH VAR1 2 
~A 8 ( Sy~u-T~IC) = • 1198 

CER TAI ITY r r::FFIC ;:-IT ( SYM -1ETRIC) = .13881 HIT 
J NCER AINTY O~FFIC ~~T (~YM .~TRIC) = • OA36 
"\ E'lDALL ' 5 TA.II ~ = .2731. S GUlf C CE = 
<£'1 ALL ' TAIl C = .25 B IG~If.CA CE = 
,.. t..·.,~A = .4 1R 

• 00 
.\)00 

VAP.iJ 7 DEPENoErJT • = 

DEPENDEN T. 

. 08 62 WITH VA R12 

- MEt? I S D ( I Y "'1ET ~ C) = 
50~ER~ ' S D (~Y~~ETR Cl = 

.23 29 WITh VAR 7 
.2f1922 

DE E DE T. = . 32 399 WIT H VAR 12 DEP NOEN T. 

DEPENDENT . 



].. .• %. 2 ---------x 13 

2 x 1 --------x 13 

3 x 1 -------- x 13 

4 x 1 -------- x 13 

5 x 1 -------- x 13 

7 x 1 -------- x 13 

8 x 1 --~----- x 13 

9,x 1 --------·x 13 

10 % 1 -------- x 13 

Table 3(a):- Sub-item x Sub-item of Implementation Factors • 

. 
2 

Results X 
.... Il. S . 

1 % 4,%9,% 10,xl1, 
% 12, % 13 

2 x 5 

3 x 8, x 9 

4xlx7,x9, 
x 10, % 11,x 12, 
x 13 

5 x 2 

7 x 4, x 10, xlI, 
x 12, x 13 

8 % 3, x 9 

* 
1 % 3, % 7, 

% 8 

3 x 1, x 4, 
x 5, x 13 

4 % 3, x 8 

5 x 3 

7 x 1 

8 % 1, % 4, 
% 11, % 13 

9 % 1, x 3, x 4, 9 % 10, x 12 
x 8, x 11, x 13 

10 x 1, x 4, x 7, 10 x 9 
x 11, x 12, x 13 

** 

1 x 10,% 11 

5 x 11, x 18 
x 13 

7 x 9 

8 x 5, x 10 

9x7 

10 % 3, % 8 

*** 

1 x 2, x 5 

2 % 1, % 3 x 4, % 7, x 8, 
x 9, x 10, % 11, x 12,x 13 

3 % 2, % 7, % 12 

4 % 2, % 5 

5 x 1, x 4, % 7, x 9, % 10, 
x 12 

7 % 2, % 3, % 5, x 8 

8 % 2, % 7, % 12 

9 % 2, % 5 

10 % 2, % 5 



TabZe 3(al continued 

( 

2 
X Results 

n.s * ** *** 

11 x 1 --'--.-. x 13 11 x 1, x 4, x 7, 
11 x 8 11 x 3, x 5 11 x 2 

x 9, x 10, x lZ 

x 13 

12x1---x13 12 x 1, x 4, x 7, 12 x 9 12 x 2, x 3, x 5, x 8 

x 10, x 11, x 13 

13 x 1 ----~- x 13 13 x 1, x 4, x 7, 13 xi x 8 13 x 5 13 x 2 

x 9, x 10, x 11, 

x 12 



Table 3(b):- Ove~all frequency Count-Impliaation Faato~8 

FACILITATING INHIBITING 
Sub-ttems 5 4 3 2 1 

1 107 55 10 4 1 

2 40 80 29 10 18 

3 77 67 9 9 15 

4 103 49 8 9 8 

5 47 78 32 16 4 

6 6 33 53 85 

7 117 37 11 7 5 

8 86 70 9 9 3 

9 80 57 20 10 10 

10 110 45 16 6 

11 112 52 3 10 

12 110 41 18 5 3 

13 110 52 7 6 2 

354 



Table :3 (a) Cross-tabulations: . Teacher quaUfications by attitude to implementation factors~ controlling for 
sex~ school type~ school environment and teaching experience 

**·n*** 
K * * * * * * * ~ * * * C R 0 S S TA B U L A T ION 

Y VAR29 
o F * * * * * * * * * * * * * * * * * * VAR )7 

COJ R.OLLING 
VARf 1 
VAR·12 
IJAR 0 1 
VAR. 5 

:JlIALIF ICATIC r" 
FO~ • 

SF"X 
SI"' U()L TY?£ 
SCHOOL [NV 11 I l'k~n 
r- ACH 'G ;:;<P 

* * * * * * * ~ * * r: * * * * ~ * * * * * * * * * * * * * 

V,... . , 7 

flJ" IT 
,) 11 DC 

CJL PC f 
Tt T DCT 
--------

1 
UNOUALIFlf l) 

VAR29 

2 
--------

1 
9.1 

L • u 

7.7 

4 
--------

" 2 -
4 8.2 

06.1 
.. 15 .4 .1 

5 I 
-------- I 

RO, 
TOTAL 

1 11 
12.1 I 84.6 
88.9 I 
51.5 1 

- -------- -------- _--------1 
2 

O IPL O~A >J 

-. --------
3 

Er,QE E 

C'LJ"N 1 
TO T L 7,7 

1 

'" i) 1 
4 11 . 1 I 

a ... 7.7 I 
-------- ~ -------- I 

) I 
• 

33 3 I 
7.7 .1 I 

--------.--------1 
3 Q 

ej .1 69 . 2 

1 
7.7 

13 
1 . 0 

* 

'=? A CHI fJ1)1:"- = .,. . , 4 I EGoEES OF F~EE~OM • 
RAj f ' 5 V = . 3 913 

SO TI 'GC: fCY LO::FFIC ;: 
L M ~DA (A-Y A,cT ~IC ) = = 
'- ~8f)A (C; Y'-11 ::n ) = • ¥b6 -' 

AR 7 DEPEf'IJEIo.JT. 

U\lCEPT A TY raE;FF I C : IT (,I\SY ·!l:TP le) = .27534 \'II Trl VA RO 7 
J CEo AI"ITY , ;:--FIC -::! I (-Y \H- T'-<IC) = .221>55 
"<E DAlL I S Tf\ ' -3 = SI N i" "C~ ".ICE = 
<E DAL I CS T ~." C = • 8 7 6 .. ~~G'~IF . C !'ICE = 
SONO TT0~AL fA A = - 33462 
SO~EQ~'_ n ( SV~~iT~fr) = 
SO~£RS'C; D ( ('""Y .. l.13R: ", = 
::T A = 4 7.&) '11TH I} 0 7 
::rA = ?11 C t; '11TH 'fAR' 
" ARSO 1<; . - • 75q SI G 

V Rt 7 

.3756 

.1>724 

. 2724 

DEPENDE T. 

VALUE •• I MALE 
VALUE • • 3 PR I VATE 

ALUE • • 4 
VALUE •• 2 M RE THAN 5 YEAR S 
* * * * * * * * * * * * * * * '* * * * PAGE I OF 1 

S IGNIFt CA, CE = . 4143 

= . 2S000 WITH VAR 2 Q DEPENDENT . 

= • 18674 WITH VAR29 DE PENDENT • 

= - .~ 739 WI TH VAR2 9 DEPEND ENT. 



TabZe 3 (d) Cross- tabuLations: . Teacher quaLifications by attitude to impLementation factorso 

~ ~ * A * ~ ~ ~ * ~ * * * ~ ~ ~ * C R 0 5 5 T A 8 U L A T ION 0 F 
i3Y VAR29 

* * * * * * ~ * * * * * * * * * * * 
V R 7 JU LJFICATIO 

~ * ~ ~ * * d • * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * ~ * * ~ * * * * PAGE 1 OF 1 

(,)J T 
PC 

• L DCT 
T T DC 
-------- -------- --------

3 
--------

3 I 

4 I c:; I 
--------1--------1 

44 I 47 I 
U QU LIFI E 11.4 I 38.6 I 41.2 I 

81. ~5 .7 I 57 . I 
I 7.4 .., ?!:> . l 26. 9 I 1 - -------- ~----:-------- I -------- -------- I 2 ! {I, ?1 I 

IPL 3.1 1 11.3 I 6C:;.6 I 
6.3 14.9 I 25.6 { 

_ u.6 I .7 I l~ . I 
-_--------:--------4--------1--------{--------1 

3 2 I 11 I 14 I 
DE£; E 6.9 ~ 44. 48.1 I 

12 1 19 . 4 17. 1 
. 1.1 I I. I 8 . 0 I 

- --------.--------~--------I-------- I -------- I 
c - J ~6 67 ? .., 

2 S Co." 9.1 38.3 46. 

RON 
TOTAL 

114 
f,5 1 

2 
8 .3 

29 
16 .6 

175 
1 J . 0 

34~"l ~.!.1. Trl a D£GR(ES OF FREEOOt-1. IGNIFICANCE = .1829 

= .2 ,17 ~ 
. 1 T liAR 7 DEPE E T. = o WI TH VAR2 DEPE DENT . 

;; 

• 4746 oJI f"'l Vl\p { 7 DEPENDENT. = .036 1 WITH VAR29 
' le) = • 4 ... 6 

• C:;Q?&.. -. ,1 F C1 lCE = . 01 5 
13S3c. , IF-C!tJCE = . 01 5 

H J R 7 t.PE, DENT . = . 17534 WITH VAR29 OEPENDE T. 

• 75 

\lU' ER OF V 10 S ~ 2 

DEP NOEN T. 



Table 4 (al Histog~s of Male and Female teachers involved in classroom observation 

FILE NON A E (CREATI ON ATE = , 111/ 80 > 

VAR' XABLE V2 

CODe 
J 
•• ** •••••••••• *** •••••• ** •••••••• * •• *** ••••••••••••••••••• ****.** ••••••••• * ( 
I 
I 

t/ 2~ OO •••••••••••••••••••••• * ••••••• •• •• *** •••••• ** ••• *.** •• * ••••••••••••• * •••••••• * •••••• *** ( 
I 
I 

43) 53."7 peT 

~ , .. .". .. '" ". • ~ t . ... • 

I . . . . . • . • . t • • • • • • • • • J • • • • • • • • • I '. • • • • • . • . 
/. .. , ." , . ,~ w • _. ~ H, ,~ . .... ., 't." .. I ... 

• •••••••. 1 • •• ••• • •• 1 •• .•••• •• 1 • . • • ••••. 1 • • •• • •• •• 1 . ... .... . 
1 . 15 25 35 40 45 5 0 



JJ 
Jl 
X> 

Table 4 (b) Histograms of Rural/Urban Schools involved in Classroom Observation 

- ,.. .. - ~ - "" - - - - ~ ~ - - - - - -- ~ ~ ~ - ~ - - - -

FILE NO AME (CRE ATI O ATE = 13'1'/ 8 ) 

VARIABLE V3 

cO 
I 
* ****.~***** ••• ***.** •••• ***** ****.***.***.*******.**.**** ***** ••••••• **.******* ** ••• *** ( 

I 
I 

2~ OO *.** •• *.** •• *.**** ••• * •• * •• ~* •• * ••• **. • •••••• ** ••••• ** •• • •• **** •• ****. ( 

I 

44) 55 . 0 peT 

,,-, .. .., It .. ~ • '11! . ... • .. 

I ••••••••• I ••••••••• I ••••••• ' •• 1 •••••• -••• 
't ,. ~ .. ,"' , • . , ,, . ... .. . o'"! '" t .. ,. , , . ,. , If '. "'", 

• • , ••• I •• 1 •••• , •••• I •••• ' ••••• I •••••• •• • I •• ••••••• I ••••••••• I 

STA'fISTICS ':: 

ICURTOSIS 

MINIMUM 

o 5 
FRE ueN CV 

1:96 0 

1 ': 00 

VALID 0 9 SER ATJONS ~ 
,MI SSI NG 0 ER VATJ ONS", 

10 

80 
o 

2 

S KE f4 S 

~'I AX 1.IUH 

25 30 35 40 45 50 

0:2 5 

2. 0 

RANGE 1. 000 



Ta]il,e 4 (e) Hi8tog:rarns of Se:x; Compoaition of e1488e8 invoLved in CZa88l'Oom Observation 

.. .. . ~ - -

'ILI NON .. "" 

VA.IABlE '14 

tOb! 
J 

(eREATJON OATE • 1!",/80) 

1~OO ***************.*.***********.* ( 
1 
I 
I 
•• **,.* •••••••••• ** •• ** •• ** ••••••••• ****.*****.**.* ( 
t 
J 
I 

31 ':3 PCT 

5~OO .***********.********************************************.*.* •• **********.******* ( 
I 

40) 50~O PCT 

1 ., .,. ,. 'it - . ,~ , .~ 
J ~ • '; ••• ~: ; • 1 ~ •...• ~ •. I • ':'~ ~ ..•.. I .~ ,' ••••••• l , ••.• :. ~ •• I •••• , ': .• ': I'. ~ . ;' .. ~ "; . J'; • ~ .... ~ .~ : l~: . ~ ~ .~ .. ': •. J '; •••••• ~ .• t 
o 5 10 15 20 25 ],) 35 40 45 50 
fl,QU,NCV 

S'.TISTles':'; 

KU.'OSIS 

VALID OBsERVATlnNs" 
MISIING OBSERVATIONS ~ 

80 
n 

SKEWNESS 

t·Ux H1UM 

~O.'124 

s;ol)n 
lUNGE 



Table 4 (dJ Hiatogroms of quaZi[ications of teach.e2's invoZved in classroom observation 

'ILl 

VA.JABLE v5 

CODE 
I 

(CREATION DATE. 1)/11/80) 

1:00 *.*.**** •• ***.*.************.**.** •• *.*.*.*.*.** •• **.********.*********** ( 
I 
I 
I 

2:00 *****.**.***t*********************·**·*·*·*·*·*·**·*·*.*. ( 
I 
I 
I 

3:00 *.*****.** ••• *.**.*****.********* ( 
I 

1ft) 2(";0 PCT 

I 

I 
t 
I 
L~ 

36) 45:0 peT 

J.~ ...... '" , ... , .. ' .• ~". ., .. ~.,. " ... ~.~<~ ... "1< ....... • t ..... .,. _" .. , .... ' ... '." .. 

I ••••••••• 1 ••••••••• ! ......•.. I • ,I, ••••••• t ••••..•••• ' ."1 ••••••••• J ••••••••• J ••• ' •••• : •• I ••••••••• I ••••••••• I 
o 5 10 15 2') 25 3:1 35 40 45 50 
FIEQUINCY 

STATISTlcs7: 

KU.TOSIS 

MINIMUM 

VALID OBSE~V.TlnNS ~ 
"ISSING 08SERVATIONS • 

80 
o 

SICEWNESS 

HI\Xlf1UM 

0': 46':' 

3';000 

RANG! 2:000 



Table 4 (e1 Hist;og:rcrmB of years of ~rience of teachexos invoZved in aZassz>Oom obsexavation 

'ILl NON AM! 

V'.JABLI V6 

tODI 
I 

... - - ~ - ~ - - - . -. - -- - ~ ~ 

ceREATION DATE. 1"11/80) 

I 
~ 

1~OO ••••••••••••••••••••••••••••••••••••••••••••• * ••••••••• ***** •••• * •••••••• * •• ** ••••••••••••••••••• ( 48) 
60':0 Pt' 

I 
I 
I 

2~OO ••••••••••••••••••••••••••••••••••••••••••••••• , ••••••••••••••••• ( 
I 
I . ., r: .... , Tt! ~. ..,... • ,,,.... ~. 'I ~ 4'''1 "I. ~11," • •• ''''1',., .. -t'll" •• " '''' -w ,., . ";f"'l 

J ••••••••• I •••.••.•• J ••••••••• J •• t, •••.•• , ." •••• 1.', •• I ................. ' •... ! ••.•.•. ~ ... I ...••. ' ••. t ••••••••• ! 
o 5 10 15 Z'" 25 30 35 40 45 50 
'IEQUINCV 

S' .. T 1ST I CS': ~ 

KU""OSrs .1 '; 833 SICEWNESS 0;416 RANGe 

MJNHWM 1':000 MAX JtHJM 2;000 

VALID OBSERVATIONS • 80 
MISSIN6 OBSERVATIONS .. 0 

.. ---- • -. -- ---- . -- - - - - - - - - -~----



TabZe 4 (fl Hi8tograms of types of saoooZs invoZved in aZassl'Oom ObSBPVation 

VE D 101 

FILl NON AM! 

V'"IABlE V1 

eool 
I 

(CREATION DATe. 13/11/80) 

1~OO ••• * ••• *** •• 
I 
I 
I 

....... -- !I' ........ . 

80 

2:00 .* ••••• * ••••••• _ •• * •••••••• *.* ••• _ ••••••• ******** •• * •• **.**.** ( 
J 
I 
I 

5~.OO *** c •••• *.* 
I 
I 

-- ...... "!' -.,.~ .. --
,oo~o 100.0 

13/11/8n PAGE 8 

• - ..' - •• • .. .. •• -- • ., ,.. ... .. • '" • • _ ... • 'I!. ... I. ~ . "... ,. ... . if! , - , .. _ . r..'~ 

I ••••••••• J ••••••••• 1 •••••• ,: •• t ... \ ..... " •• t ••••• ,; ••• J ...... • 'f!' .1 •••• , •••• I •• l .'~." •• l~·.·lr.~. I ..... -:.; •• I'; : •• ,' •• '. 4-1 
0-'0 20 30 41) 50 60 "0 80 90 100 
,.,QUENCY 

STATISTICS':: 

I!(U"'OSIS / 

MUIU1UM 

VALID OISERVA'IONS
MISSING OaSIRV"JONS ~ 

80 
o 

SICEIJNESS 

MAXIMUM 

'-;91'0 

5:000 



-" 

U) 
0\ 
U) 

Table 6 (a) Cross-tabulation: Pupil Initiation on F.I.A.C. X Teaeher Sub-Groups 

• • • • • • • • • • • • • • • • • • 
V82 

--

e R 0 S S TA. U ~ A T ION 
av VI 

o F * * * • • • * • • • * * • • • • • • 

••••• * •••••••••••••• * •••••••• * * •••••••• * •• * • * • * •• PAGE 1 0' , 

V3 
COUN' 1 

ROW 'CT I ROW 
COL 'CT I TOTAL 
TOT 'C' I 1.001 2.001 

VIZ ···-····I~·····--t····-·-·, 0.00 I 10 I 32 I 62 
I '1.'· I 5 •• 6 1 '''.5 I .1.2 t '1.9 1 
I '''.5 I 40.0 1 

·1·······-1········1 1.00 I it I 2 I 6 
I 6 •• '1' I '3.1 I 7.5 
I 9,1 r 1.6 I 
I 1.0 I 2.S J 

·,· .. ······t···" .. ···, 2,00 I a I 0 1 2 
I 100,0 I 0.0 I 2.5 
I '.5 I 0.0 I 
J 1.1 1 0.0 I 

·I·-······t···~···, 1.00 I It I 2 I 6 
I 66.1 I S'.I I 7.5 
I 9.1 I 5.6 I I 5.0 I 2.S 1 

·1·····~·f····~·-·1 
4.00 1 3 I 0 I 3 

I 100.0 I 0.0 1 3.7' 
I 6.8 I 0.0 I 
J 3.7 I 0.0 I 

·.········1···"·_··1 10.00 I 1 J 0 1 , , 
I 100.0 J 0.0 I 1 • Z 
I 2.3 I 0.0 1 
I 1.2 I 0.0 1 ••• .. ···.··,1·· ..... ··.1 eO,"UMM .,- 16 10 

TOT.\. ".0 4If.' 100.0 

C"I .tUAI •• ' 4.'.'49 WITH • DI'.EIS OF FRelDOM SIGNIFICANCE. 0.2468 
CRAMIR·, V. O.I.t'l 
COITIII •• e, COI"let'" • 0.a'1,1 



Table S (b) Cross-tabulation: Teachezo quaUfications X sub-item on the Evans/Behrman ScheduZe 

• * * * * • • • * • * • • * • • • • e • 0 SS' A B 1 LA' ! 0 N 
BY V23 

o p * * * • • • • • • • * * * * * • • * 
vs 

•• * ••• * * * • * • * * • * • * * * * •• * * • * * * * * * • * * * * * * • * * * • * * • *. PAGE 1 OF 1 

vs 

COUNT 
ROW PC" 
COL PC,. 
TO, PCT 

V23 
J 
I 
I 
J 

.·.·~·-·I····~·-·I··-··---!······-~t·"~··~~·J 
.:00 I 8 I 14 I 8 I 6 I 

J 2~:2 I 3a~, ! 2272 I 16~' I I 66~1 I 82:, I 3871 I ZO~~ I I 10!O I ,,:. ! 10~O t 1:' I -J·-·-•. -·!·-···.·.I···.-··~I·······-J 
1700 J 2! 1 I 8 r 11! 

! ':1 1 J:, f 18;6 J 60~1 I 
I 16"1 I 5'·9 t 38':1 t 56-" I 
J '~5 I .~I ! 10~O t 21~Z I -I·-· .• ···J··-··.-·I--···.··I.·--~·-·I 

1:00 r 2 I I I 5 r ., I 
I 12;5 J 12:5 I 3'~3 r 43~1 r 
t '6 1 7 r 1'"8 J 23~8 ! 23~3 J 
I 2!S J 2~' t 6~2 I 8:1 ! 

·I·-.·~···I.·······t-······-t··-···-·I 1l 11 21 l~ 
15:0 21:2 26:2 1';' 

C~J SqUA~!. 2':2258~ W!TW 6 DtGREES 0' FAE!~O" 
CRAHERfS V. O~36423 
CONTINGENCY C~fFFJCJENT. O~45?Q~ -

ROW 
TOTAL 

28 
S, ;~O 

16 
20,'0 

80 
100,'0 



Tabte 5 (c) (;roes-tabulation: Sub-item X sub-item on the Evans/Behrman SaheduZe 

' ••••••• * ••••••• * •• C R 0 , s T A ~ U L A T I Q N 
av VZ1 

o r: * • • * * * • • • * • * * * * * • * 
V51 ••• * ••••• * * * •••••• * •••••••••••••••••• * ••• * * ••• * •• PAGE 1 ~F 1 

V21 
COUNT I 

RO'" pe' I 
eO'l PC' 1 
TO' pc, J O':OOJ 1':001 2';!\O! 3 t oel 
."' •••••• 1 "' .... " •• _! .............. t ... '" .... " t "",-..... "" .. r 

~~oo I 2 1 J rOt 4 I 
1 22;~ 1 33;, ! 0:0 I 44;4 ! 
J 50~~ J 16:' t 070 1 8;7 J 
1 2;5 I 3~7 1 070 I ,~~ r 

.J.·" ...... ·! .. ••• .. ···I·.· ..... • .... I···· .... · .. , 
1 '; 00 I 1 t 1 J 1 1! 8 1 

I 1;' 1 44:8 t 2471 I 2';6 I 
r 2':~ r 72:' ! 5873 1 1'~4 I 
I ':2 ! 16:' I 871 ! 10~O 1 

.! •••• ~.-.J ........ ! •• --- .. ~ I"""-.-""! 
z;oo r 1 I 2 r 3 I a~ t 

r 3:a J 7:' r 11~S t 76~9 r 
t ~5;~ I 11:1 t 2S70 ! 43;' 1 
r ,:~ I 2:5 t 3~1 I 25:' I 

·I····~···t· .. ~··-··t-· .. ···i·!---··-··I 
J~OC I ~ I ~ t 2 t 14 I 

1 o:n J 0:0 1 12.5 1 37;' 1 
1 O;O! 0:0 t 16~1 I 30;4 ! 
t 0:0 r 0:0 I 275 I 1'~' I 

.. I ...... "' .... J •• - .... --t.~ .. ·-~t 1····" .. ··1 
4 18 12 4~ 

5~O 22:5 15:0 51~' 

CH J S Q U A R £ III :5, .~ 6 (151 6 IJ IT '" If rH G R F E S f') F 'F RE E 0 I)!~ SIGNIFtcA~ce. o~n002 

CaAHER'S v III n:362~9 
CON'fPHiENCV CC'E'FF1CtE~JT. ~.532''i 



Table 6(a):- Faator Loadings on Rotated Prinaipal Components of all 

Evans/Behrman & F.I.A.C Measures (exaept Evans/Behrman 

Item 12~ first & third ratings) 

VARIABLE 

Evans/ 
Behrman 
Schedule 

Item 1 
1 
2 

1 

3 - 39 

Item 2 

4 
5 
6 

Item 3 

7 
8 
9 

. IteJil 4 

- 54 
- 50 
- 32 

- 34 

10 - 35 
11 -36 
12 

. Item 5 

13 
14 
15 

. IteJil 6 

16 
17 
18 

·lteJll 7 

19 
20 
21 

IteJil 8 

-46 

-55 

- 35 

-39 

ROTATEV fACTOR MATRIX 

2 3 4 

63 

30 

27 

57 
36 
62 

37 

41 

58 

78 

22 
23 -31 -35 

45 
31 

24 

. IteJil 9 

25 
26 

27 

85 

366 

5 6 7 8 9 

-39 

33 

34 



TabZe B(a) aontinued 

ROTATEV fACTOR MATRIX 

VARIABLE 1 2 3 4 5 6 7 8 9 

Item 10 

28 84 
29 ... 68 
30 ... 35 

.. Item·11 

31 
32 
33 

Item 12 

34 -76 

VARIABLES 

P.I.A.C 

SCHEDULE I 

35 65 
36 -71 
37 -83 
38 88 
39 -85 
40 
41 72 

. ·SCHEDULE ·U 

42 67 .. 57 
43 -69 
44 -89 
45 87 
46 -83 
47 -78 
48 75 -46 

SCHEDULE . I U 

49 72 
50 -59 
51 -78 
52 80 
53 -69 -38 
54 -65 
55 86 
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J.tZ!JZs· 7(a) -~ ofpuptZa invoZved in ·Pupi.Z (Ju88t£onnaipe 

(PupiZs x Se:x:J. 
. . . . . . . . . . . . . . . . . . . 

Categorr Label 

(Sex) 

Boys 

Girls 

Mode 

Categorr Label 
(SchooZ Type) 

State 
JSS 
Private 

Mode 

Code 

2. 

Total 

2.000 lIinilnul 

AbsoZute 
FPeq 

865 

1042 '--
1907 

1.000 

Re1Ative 

Fzaeq 
(PCTl 

45.4 

54.6 ---

Adjusted 

Freq 
(PeT) 

45.4 

54.6 

100.0 . 

2 0 000 

Cwn 

Freq 
(PCT) 

45.4 

100.0 

TabZe 7(b) - Frequeneies of sahooZ type invoZved inPupiZ Questionnaire 

(PupiZ8 X SchooZ Type). 

Code 

Total 

3.000 1liD.i.Jlum 

AbsoZute 
Freq 

205 
3&3 

1319 ... -. 
1907 

'1 .. 000 

Re1Ative 
Freq 

(PCT) 

10.7 
20.1 
69.2 ._ ... -....... 

100.0 

Max:i.JnDl 

Adjusted 
Freq 

(PeT) 

1007 
20.1 
69.2 

. .~-... --
10000 

Cwn 
Freq 
(PCT) 

10.7 
30 08 

100.0 

'3 .. 000 



'1'a/Jte ?(~) -~s of Rural/Ur'ban Schools -involved -in Pup£l, (JuestWnna-ire 

f'PItpiZs XSchooZ Environment). 

Cat.egory Label 

(School. Environment1 

Mode 2.000 

cfode 

1. 

2. 

Total 

10sol.ute 
Fret[ 

·864 -

1043 --
1907 

1.000 

tReZative 
Freq 

(PCT( 

45.3 

54.7 ---
Haximwn 

Adjusted 
Freq 

(PCT) 

45.3 

54.7 ---
2.000 

Cum 
Freq 
(PCT) 

45.3 

100.0 

Tab"e 7(d) - Freqwincies of ct.ass sex composition invol,ved in Pupil, Questionnaire , 
. " (Pupil, X Class Se:x; Composition). 

Relative A(Jjwted Cum 
Absol,ute Freq Freq Freq 

Code Freq , {PCT} (PCT) (PCT) 

CATEGORY LABEL 
(Class Se:: Composition) 

hle ,1. 448 23.5 23.5 23.5 

Female 2. 682 35.8 35 0 8 59.3 

Mixed 3. 717 40.7 40 0 7 100.0 -- " ..... - --
Total 1907 100 0 0 100.0 

Mode 3.000 lIiniaum 1.000 Jlax11aum 3.00 



Table 7(e) - Frequencies of MaZe/FemaZe teachePs invoZved inPupiZ (Juestionnaizoe 

(PupiZs X Teaclzezo Se:x:i. 

Re Zative 
AbsoLute Freq 

Categol"f Label Code Freq (PCT) 

Adjusted 
Freq 

(PCT) 

Cum 
Freq 
(PCT) 

Jlaletea 

FeJl'tea 

Mode 1.000 

1. 

2. 

Total 

MinilllUlD 

977 

930 

1907. 

51.2 

48.8 ---
100.0 

1.000 

51.2 

. 48.8 ---
10000 

MaximWll 

51.2 

100.0 

Tab1e7(fJ - Frequencies of Teaalzers (PupiLs X Teaalzer QuaLifiaationsl 

. . . . . . . . . - . ~ . . ............. .. - ...... . . . . . . . . . . . . . . 
, . 

ReZative Adjusted Cum 
AbsoLute Freq Freq Freq 

CatesoJ,"f Label Code Freq (PCT) (PCT) (PCT) 

Unqua1 1. 685 35.9 35.9 35.9 

Diploma 2. 886 46.5 46.5 8204 

Grad 3. 336 ': •. 7.6 17.6 100.0 
.... ....... ~~ . 

Total 1907 100.0 100.0 

IIode 2.000 JlinillWll 1.000 MaximuDl 3.000 



Table 8 (aJ Cross-tabulations: Agzaeement betrueen positive and negative items by teaaher quaUfiaation 

and a lass sex aomposition 

* ~ * * * * * * * * * * * * * * * * 
VAR16 

CONTROLLING 
VAR08 
VAR05 

ONEts 
FOR •• 

TQUAL 
CLASS 

C R 0 S S T A 8 U L A T ION 
BY VAR18 

o F * * * * * * * * * * * * * * * * * * 
UNEIO 

VALUE •• 
VALUE •• 

Co DIPLOMA 
2 FEMALE 

* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * PAGE 1 OF 1 

VAR18 
COUNT 1 

ROW PCT X ROW 
COL PCT 1 lOTAL 
T01 peT .. 1 y 2 ~ 

1 ... .. 
VAR16 -----~-~~--~-~---t-~~----~I 

1 1 b~ I 62 T 122 ~ 

:1 'tg.2 1 50.8 1 54.7 
.. 53.6 J 55.9 1 
" 26.9 I 27.8 1 ~ 

-~~--~---!--------! 
2 1 52 I 49 I 101 

1 51.5 1 ... 8.5 t 45.3 , 
46.4 I 44.1 I J 

~ 23.3 1 2.2.; I 
~Z~-~-~~--!--------I 

COL~MN 112 111 223 
TOTAL 50.2 49.8 100.0 

CORRECTED CHI SQUARE = ••• 4332 WITH 1 DEGREE OF FREEDO...,. 
~HI = .02295 
CONTINGENCY COEFFIC!ENT = .62294 
~A~8DA (ASYMMETRIC) = ~ wITH VAR16 DEPENJENT. 
LAMBDA (SY""M[T~ICJ = .OU943 
JNCERTAtNTY COEFFIC1ENT (ASYM~ETRIC) = .00038 WIT~ VA~16 
JNCERTAINTY COEFFIC~ENT (SYMMET~IC) = .OO~38 
<ENDAlL'S TAU 3 = -.~2?9S. SlGNIF1CANCE = .3bb2 
<ENDALl'S TAU C = -.J22d4. ~IGNlflCANCE = .30b2 
CONDITIONAL GA~~A = -.d4607 
SOMERS'S D (ASYMMETRIC) = -.02284 WITH VAR)6 DEPENDENT. 
SOMERS'S D (SY~METRIC) = -.02295 
ETA = .O?795 WI1H VAR16 DEPENDENT. 
ETA = .02795 WITH VAR18 DEPENOENT. 
°EARSON'S R = -~.229S SIGNIFICANCE = .3666 

SIGNIFICANCE = .S351 

= .OltW~ wITH VAR18 "OEPENDENT. 
<, 

DEPENoENT. 
Cl' 

.oat38 wITH VAR18 DEPENDENT. = 

= -.02305 WITH VAts DEPENDENT. 



w ...., 
t-.) 

TabZe 8 (b) Cross-tabulations: Agreement betlt1een positive and negative items by teacher quaUfiaation 

and class S(33; aomposition . .. .. .. .. .. .. ... .. .. ... .. .. .. .. ... .,. .. C R 0 5 S T A 8 U L A T ION 0 F ~ ~ ~ ~ ~ .. * .. .. .. .. .. .. .. .. .. .. .. 
VAR14 ONEo 

CONTROLLING FO~ •• 
VAROB TQUAL 

BY VAR21 ONEl3 

VALUE •• 
VALUE •• 

J 
2 

GRAD 
FEMALE VAROS CLASS . ... .. .. .. .. ... .. .. ... ... .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. .. ... .. ... .. ... ... .. ..... PAGE 1 OF 1 

VAR21 
COUNT l 

ROW PCT i rtOW 

COL PCT " TOTAL 1& 

TOT PCT • 1 J 2 T .. 
1 l. 6 1 16~ I 166 , 3.6 I 96.4 1 93.3 

~ 66.1 I 94.7 I 
'r' 3.4 ! 89.9 I -

~l~-~-~---l-~------I 

2 "t 3 1 9 I 12 
~ 25.~ J 75.e ! 6.7 
i 33.3 1 5.3 1 

'. 1.7 I S.1 I ,:. 

~J---~~---I-------~l 
COLJMN <; 169 17B 

TOTAL 5.1 94.9 100.0 

CORRECTED CHI SQUARE = 6.6720ti WITH 1 DEGREE Of FREEDO~. 
~HI = .?4474 
CO~TINGENCY COEFFIC1ENT = .23772 
~AMBDA (ASYMMETRIC> = 0 WITH VAR14 OEPENUENT. 
~AM8DA (SYMMETqIC) = ~ 
UNCERTAINTY COEFfIClENT (ASYMMETRIC) = .06985 WITH VAR14 
JNCERTAINTY COEFFICIENT (SYMMETRIC) = .~7716 
'<ENDALL'S TAU 9 = -.24474. SIGNIFICANCE = .OUOb 
'<ENDALL'S TAU C = -.OS378. 5IGNIFICA~CE = .0006 
CONDITIONAL hA~MA = -.19775 
SOHERS'S D (ASYMMETRIC) = -.28008 WITH VAR14 DEPENDENT. 
SOMERS.S 0 (SY~METRIC) = -.7.4253 
ETA = ~24474 WITH VAR14 DEPENDENT. 
ETA = i24414 WITH VAR21 DfPlNOENT. 
~EARSON'S R = -~24414 SIG~IFICANCE = .OO~5 

SIGNIFIeANCE = .0098 

= o WITH VAR21 IJEPENDENT. 

DEPENDENT. = .08616 WITH VAR21 OEPENOENll. 

= -.~1386 WITH VAR21 DEPENDENT. 



w ...., 
w 

TaliLe 8 (c) Cross-tabulations: Agreement betuJeen positive and negative items by teacher qualification 

and class Se:¥: composition 

* * * • * * * * * * * * * * * * * * 
VAR16 

CO;-,aTROLLING 
VAR08 
VAR05 

ONEd 
C R 0 S S T A 8 U L A T ION 

BY VAR18 
o F * * * * * * * * * * * * * * * * * * 

ONE10 
FO~ •• 

TQUAL 
CLASS 

VALUE •• 
VALUE •• 

1 UNQlJAL 
1 MALE 

* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * PAG~ 1 OF 1 

V~R18 

COJtH 1 
ROW PCT .. ROW 
COL pct '1 TOTAL 
TOT PCT ! 1 1 2 " .& 

VAR16 ----~--~l----~---l-~------l 
1 .. 39 ! 9 I 48 .1 

i 81.3 1 18.8 I 25.9 
1 23.5 1 47.4 .1 ,. 21.1 l' 4.9 I .. .. 

~)----~---i-----~-~I 
2 ... 127 1 L) I 137 .'l 

! 92.7 • 1.3 T 74.1 .. .. 
j 76.5 I 52.6 ! 
, 68.6 1 5.4 y 
l! J. 

-1~---~~--!-----~--! 
COLU~N 166 19 185 

TOTAL 89.7 1;;;.3 100.0 

CORRECTED CHI SQUARE = 3.39129 WITH 1 DEGREE OF FKEEDO~. SIGNIFICANCE = .0485 
>, 

:lHl = .16534 
CONTINGENCY COEFFIC1ENT = .16313 
LAMBDA (ASYMMETRIC) = ~ WITH VAR16 DEPENDENT. 
LAMBDA (SY~METq!C) = 0 
UNCERTAINTy COEFFICI~NT (~SY~MEIRIC) = .07141 WITrl ~AR16 

= 
t>,: 

o wITH VAR18 fEPENDENT. 

= .037&4 WITH V~R18 OEPENOEN1J!. DEPENDENT. 
JNCERTAINTY COEFFIC1~NT (SYMMETRIC) = .02714 
<ENOALL'S TAU 3 = -.16534. SIGNIFtC~NCE = .0125 
<ENDALL'S TAU C = -.088~1. SIGNIFlC~NCE = .0125 
CONDITIONAL GA~MA = -.49119 
SOMERS'S D (ASY~METRIC) = -.23874 wlfh VAR16 DEPENDENT. -.11451 wITH VAR18 DEPENDENT. 
SOMERS'S D (SY~METR1C) = -.15478 
ETA = .16534 WITH VAR16 DEPENDENT. 
ETA = .16534 WITH vAR18 DEPENDENT. 
PEARSON'S R = -.1b534 SIGNIFI'CANCE = .0123 



'Pabt 8(d) Puptt R, $pons s by CategorU1e of Imp£.Ur1/ll'fntwa (Qu68t{.on tJ 

x2 v 1 _ ·th d.! ... Total 
& infer ne 

4~ 6 543 1651 20- 76 

1 40 98 .. 118 256 •• 
It 342 S71 3 7 1 43. 36 

:2 20 213 274 607 *** 
It 268 54 482 1290 28. 55 

3 194 44 179 6.'17 .* 
It 260 5 4SS 129 42. 20 

\.0) 
4 202 204 206 612 **. 

I 7 112 ·604 1691 34-30 

S 7 72 57 216 ** 
I 336 S 2 1 47 7~60 

6 126 198 136 460 !(2X) 

It 251 363 34S 959 8. 96 

7 211 421 316 948 • 



f"r 
PabZe B(d) PUpiZ Responses by CategoPies of LmpZementers (Question 1) aontinued •••• 

, . ! , 

~. 2 Low Medium High Total X value with d.! = 2 
Implementers Implementers Implementers & inference 

; 

Item True 173 462 227 802 47.52 

. 8. . Fa1se. . 289 . .382 . . 434 .1105 . ..*** . 
Item True 219 456 352 1027 13.69 

9 False 243 328 309 8~Q *** , ' . 

Item True 347 561 407 1315 27.47 

10 False 115 223 254 592 *** 
, . .. 

- Item True 339 564 442 1315 6.81 

11 False 123 220 219 562 * 

-. Item True 277 497 389 1163 ·3.38 

12 False 185 287 272 744 n.s 

Item True 183 209 126 518 58.21 

13 False 279 575 535 1389 *** 

Item True 343 695 593 1636 55.10 

. 14. . False . . 114. 89 . .68 . .271. *** 



Table Bel: Pupils' Priorities X Categories of Implementers 

(Obj eati vel) 

Low Medium. High 
Implementers Implementers Imp Zementers 

RANK 1 90 192 149 

2 106 154 122 

3 68 122 90 

4 35 23 19 

5 67 160 115 

6 41 57 60 

7 23 26 50 

8 6 11 17 

9 26 .39 ... 39 

.. 462 784 .661 

2 .d.f·- .16.; . ••••• X. ·50~04 . . , 

TabZe Be2: PupiZs' Priorities X Categories of IrrrpZementers 

(Objeative 2) 

LOfJ) Medium High 
Implementers ImpZementers ImpZementers 

RANK 1 88 152 130 

2 85 146 88 

3 81 134 91 

4 55 56 53 

5 62 111 105 

6 43 78 66 

7 16 47 63 

8 3 16 19 

9 29 44 46 

2 
• 43.66; d.f - 16 . ••• X , 

, . . , , . . . , . . , ... , .. , , . , . , .... , ... . . . . . . . , 
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3 Table Be : Pupils' 'PPiorities X Categories of Implementers 

(Objective 3) 

. . . . . . . . . . . . . . . 

Low Medium High 
Implementers Implementers Implementers 

Rank 1 64 106 77 

2 63 133 108 

3 68 125 93 

4 55 73 44 

5 52 110 102 

6 57 70 75 

7 42 61 56 

8 24 40 43 

9 37 72 63 

2 22.48 d., = 16; X = . n.s , 
. . . . . . . . . . . . . ............. , ....... , .......... 

Table Be4: Pupils' Priorities X Categories of ImpZementers 

(Objective 4) 

................. 

I;ow Medium High 
ImpZementer8 Implementer8 ImpZementer8 

Rank 0 0 1 0 

1 49 103 90 

2 49 106 103 

3 66 98 75 

4 48 68 53 

5 61 102 89 

6 68 108 68 

7 45 80 65 

8 33 52 56 

9 43 66 52 

2 = 19.67 . d., = 18; X , n.s. 
. . . . . . , . . . . . . . , ..... , .. ..... , ... , , . 
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Table 8e5: Pupils' rnonties X Categones of Implementeps 

(Objective 5) 

LOIJ) Medium High 

Rank 1 65 67 78 
2 39 86 85 

3 56 82 76 
4 54 104 64 

5 55 69 74 
6 40 88 71 

7 59 97 78 
B 36 92 57 

9 58 99 76 

2 X = 29.77; d.f = 16; * (2%). 

TabZe 8e6: PupiZs' 'PPionties X Categones of Imp"lementeps ~ 
(Objective 6) 

LorJ Medium High 

Rank 1 32 71 63 
2 44 61 62 

3 34 70 80 
4 58 69 66 

5 49 64 65 
6 58 135 88 

7 69 119 82 
8 45 96 66 

9 73 99 89 

2 = 29.47 ; d.! = 16; * (2%). X 
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TabZe 8e?: PupiZs' PrioPi-ties X Categones of IrrrpZementeX's 

(Objeative 7) 

L01.J) Medium High 

Rank 1 32 50 28 
2 33 49 46 

3 34 69 75 
4 47 90 63 

5 42 73 57 
6 63 163 98 

7 68 106 103 
/) 86 134 102 

9 57 109 89 

2 = 16.75 ; d.f = 18 X ; n. s. 

Table 8e8: Pupils' 'P:r1,oX'ities X CategoX'ies of ImpZementeX's 

(Objeative 8) 

L01.J) Medium High 

Rank 1 20 19 27 
2 23 30 28 

3 29 52 62 
4 37 122 92 

5 47 45 40 
6 45 89 83 

7 83 133 96 
8 III 169 119 

9 67 124 114 

2 X == 44.19 ; d.f == 18; ••• 
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Table 8e9: Pupils' Priorities X Categories of Implementers 
(Objeotive 9) 

LOU) Medium High 

Rank 1 21 32 24 
2 23 16 13 
3 27 33 20 
4 72 178 205 
5 32 47 19 
6 44 54 47 
7 54 119 70 
8 117 177 184 

9 72 128 79 

2 
X = 74.01; d.f = 16; *** 

-TabZe 8~: Peroeived Teacher Ranking X Categories of ImpZementers (1) 

LOU) Medium High 

Rank 1 141 245 192 
2 70 147 128 

3 54 82 72 
4 40 37 37 

5 56 124 86 
6 45 39 50 

7 23 48 37 
8 3 13 15 

9 30 49 44 

2 X = 30.23; d.! = 16; * 
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TabZe 8/: Peraeived Teaaher Ranking X Categories of Implementexos (2) 

LOIJ) Mediwn High 

Rank 1 66 132 102 

2 94 153 125 

3 85 170 128 
4 61 59 55 
5 47 94 83 
6 39 70 60 
'-( 29 46 53 
8 18 11 16 

9 23 49 39 

2 = 27.04 ; d.f = 16; * X 

Tabl,e 8r: Pe:reeived Teaaher Ranking X Categories of Imp'iementexos (3) 

LOIJ) Mediwn High 

Rank 1 54 92 67 
2 66 122 98 
3 70 140 94 
4 59 102 65 

5 69 116 111 

6 44 65 84 

7 36 68 58 
8 23 25 24 

9 41 53 60 

2 = 23.37 ; d., = 18; n.s. X 
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TabZe 8~: Pe~ceived Teache~ Ranking X Catego~e8 of ImpZemente~8(4) 

Lew Mediwn High 

Rank 1 60 77 82 

2 56 114 68 

3 63 91 89 
4 54 105 79 
5 67 110 91 
6 57 105 83 

7 34 74 66 
8 23 47 35 

9 48 60 68 

2 X = 19.07; d.f = 18; n.s. 

TabZe 8~: Perceived Teachep Ranking X Catego~es of ImpZementeps(5) 

Lew Mediwn High 

Rank 1 49 62 77 
2 47 92 83 
3 56 81 83 
4 49 97 86 

5 e2 103 91 
6 59 100 74 

7 60 100 72 
8 34 67 36 

9 46 82 59 

2 X = 17.86; d., ; n.s. 
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TabZe 8f6: Perceived Teacher Ranking X Categories of ImpZementers (6) 

L07J) Medium High 

Rank 1 37 71 59 
2 40 63 66 

3 52 73 78 
4 64 92 90 
5 48 72 72 
6 66 138' 90 

7 59 116 80 
8 43 62 51 

9 53 95 75 

2 = 17.12; d.f = 18; X n.s. 

~Ze 8~: Perceived Teacher Ranking X Categories of IrnpZementers (7) 

L07J) Medium High 

Rank 1 32 66 41 
2 44 40 55 
3 39 89 59 
4 49 98 97 
5 63 75 69 
6 66 110 106 

7 67 133 116 
8 48 92 51 
9 54 79 67 

X2 = 35.61; d.f = 18; ** 
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TabZe 8~: Peraeived Teaaher Ranking X categories of ImpZementers(8) 

Low Medium High 

Rank 1 23 31 39 
2 30 38 31 

3 38 51 54 

4 53 108 104 

5 40 62 >2 
6 58 105 89 

7 78 121 104 
8 85 141 101 

9 57 125 87 

2 X = 19.26; d.f = 18; n.s. 

TabZe 81: Peraeived Teacher Ranking X Categories of ImpZementers (9) 

LOIJJ Medium High 

Rank 1 4 10 7 
2 10 11 4 

3 4 9 8 

4 33 86 47 

5 14 30 6 

6 31 49 23 

7 71 72 74 
8 186 325 334 

9 109 191 158 

X2 = 53.06 ; d·f = 18; *** 
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TabZe Br/: Teacher PriGrities X categories of ImpZementers (1,) 

Low Medium High 

Rank 1 73 119 38 

2 186 81 144 

3 0 33 0 
4 44 0 0 

5 0 0 0 
6 70 l14 250 

1 20 250 114 
8 33 0 34 

9 36 187 72 

2 = 675.99; d.f = 14; *** X 

TabZe Bg2: Teacher Priorities X CategoPies of ImpZementers (2) 

Low Medium High 

Rank 1 19 33 0 
2 90 116 144 

3 29 34 0 
4 38 68 38 

5 41 0 3'7 
6 26 285 110 

7 143 123 75 
8 0 103 179 

9 76 22 78 

2 = 543.38; d.f = 16; *** X 
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TabZe 8g3: Teacher Priorities X Categories of ImpZementers (3) 

Low Medium High 

Rank 1 41 39 103 
2 82 125 185 

3 76 115 39 
4 64 0 33 

5 29 81 0 
6 112 184 35 

7 0 35 109 
8 32 167 116 

9 26 38 41 

2 = 516.82; d.f = 16; *** X 

TabZe 8g4: Teacher FTiorities X Categories of ImpZementers (4) 

Low Medium High 

Rank 1 51 0 39 
2 0 109 44 

3 77 37 0 

4 82 154 0 

5 36 172 74 
6 44 131 220 

7 94 68 69 
8 40 74 72 

9 38 39 143 

2 = 667.59; d., = 16; *** X 
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TabZe Bri: Teacher Priorities X Categories of ImpZementers (5) 

L07JJ Medium High 

Rank 1 59 39 44 

2 72 178 0 

3 0 146 151 
4 29 37 103 

5 76 111 111 
6 31 33 37 

7 60 65 68 

8 38 76 108 

9 97 99 39 

2 = 401.78; d.! = 16; *** X 

TabZe Bg6: Teacher ~oritie8 X Categories of ImpZementers (6) 

L07JJ Medium High 

Rank 1 38 41 0 
2 32 114 75 
3 64 220 113 
4 36 47 74 

5 85 111 141 
6 20 0 0 

7 81 72 109 
8 77 0 75 

9 29 179 74 

2 = 381.63; d.f = 16; *** X 
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Tab7"e 8g7: Teaaher> P:l'ioPities x CategoPies of Imp7"ementer>s (7) 

LOIJ) Medium High 

Rank 1 65 36 149 
2 0 61 38 

3 72 184 107 
4 0 190 187 
5 20 38 77 
6 19 37 0 

7 64 119 0 
8 117 76 0 

9 105 4j 103 

2 = 660.77; d.t = 16; *** X 

TabZe BgB: Teacher> Prior'ities X Categor'ies of Imp7"ementer>s (B) 

LOIJ) Medium High 

Rank 1 44 248 34 
2 0 0 31 
3 26 36 40 
4 169 38 226 

5 142 236 146 
6 62 0 0 

7 0 52 73 
8 19 142 0 

9 0 32 III 

2 
= 946.45; d.t = 16; '*** X 
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';fabZe 8gB: Teacher Priorities X Categories of ImpZementers (9) 

~ Medium H,igh 

" Rank 1 72 229 254 

2 0 0 0 

3 118 0 211 

4 0 250 0 

5 33 35 75 
6 78 0 0 

7 0 0 44 

8 106 125 77 

9 55 145 0 

2 = 1132.27 ; d.f = 14; .** X 

389 



I 
I 
I 
i 

TabZe B(a}: CZass mean soores X LeveZ of ImpZementers - CZuster Z 

Objeotive. 

Level of Implementers 
Class 

. J.,OVl . . Medium High . , .. . . . . 

1 60.0 44.6 70.0 

2 31.4 44.5 67.2 

3. 40.0 33.6 62.4 

4 
i 

40.8 38.0 50.1 

5 41.4 36.3 66.1 

6 47.2 42.5 60.9 

7 40.2 37.5 59.3 

8 45.0 38.2 53.6 

9 42.0 34.4 63.6 

10 36.4 52.0 48.7 

11 47.0 37.6 60.0 

12 - 55.1 60.0 

13 - 51.7 60.0 

14 - 38.0 63.3 

15 - 38.3 -
16 - 51.0 -
17 - 55.4 -
18 - 41.4 -
19 - 70.7 -

. . . . . . . . ~ . . . . . . . . . ~ .. . " ' . . . . . . ~ . . .. . .. . .. . . . . . . .. .. . . .. , ..... . . .. , ... 
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TabZe 9(b) cZass mean scores X LeveZ of ImpZementers -

CZuster 2 Objective 

, 1 

Class Low L~ve1 of Implementers 
Medium 

... . . . . 

1 61.43 51.43 

2 34·64 56·07 

3 42.50 38.87 

4 45.36 41.43 

5 45.36 47.50 

6 55.36 58.21 

7 45.0 46.07 I 8 52.86 46.43 I 

I 
9 47.86 45.00 I 

I 

10 40.71 57.14 i 

I 11 52.86 47.14 
I 

12 - 53.21 

13 - .51.43 

14 - 47.86 

15 - 46·79 

16 - 52·14 

17 - 52.14 

18 - 49·64 

19 - 74029 

. . . . . . . . . . . . . .. . . . . . ... .. , .. . . . . . 
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i 
High 

71.43 

73.21 

69.29 

57.50 

73.21 

63.21 

60.71 

63.93 

60.36 

53.57 

67.86 

68.21 

66.79 

66.07 

-
-
-
-
-



Table 9(a) Class mean saores X Level of Implementers -

Cluster 3 objeative 

Class Level of Implementers 
Low Medium 

. . . . . . . . . 

1 48·89 36·94 

2 26·94 41.67 

3 31.67 27.77 

4 28.33 31.11 

5 37.22 33.06 

6 37.78 42.50 

7 32.78 33.06 

8 40.00 31.11 

9 36.94 30.·55 

10 26.67 45.56 

11 37.78 33.33 

12 - 45.56 

13 - 39'.44 

14 - 32.78 

15 - 34072 

16 - 42.50 

17 - 42.78 

18 - 33.89 

19 - 59.17 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . ......... ...... , .... . . . . 
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High 
.. 

63.33 

55·83 

55.28 

40.00 

57.22 

55.56 

53.33 

50.56 

55.28 

42·77 

56·11 

58.61 

50'00 

51.39 

-
-
-
-
-

. . . . . , ... 
~ 



TabZe 9(d) CZass mean saores X LeveZ of ImpZementers -

CZuster 4 objeative 

, 

Class Level of Implementers 
Low Medium 

. . . . . . . . . . . . . . . . . . 

1 62.83 53.91 

2 40.87 46·74 

3 34·13 38·70 

4 50.00 45 .65 

5 46.09 34·78 

6 57.39 58·91 

7 42. 78 40.87 

8 44.35 53.69 

9 50·87 39.13 

10 44.78 53.70 

11 57·39 41·96 

12 - 66.57 

13 - 58.26 

14 - 47·83 

15 - 46·74 

16 - 58.04 

17 -. 61.52 

18 - 47·17 

19 - 78.26 

. . . . . ~ . . . . . , ... . . . . , , . • 0, • • • • • • ~ .. '.' ..... ' .... , ....... ....... 
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High 

78·91 

75.00 

68.04 

56.09 

72.39 

67·83 

64.13 

60.65 

72.61 

51·52 

60.43 

67·17 

64.13 

67.39 

-
-
-
-
-

, ........ 



w 
\0 
~ 

TabZe S(e}: AnaZysis of VaPiance : LeveZ of ImpZementation x CZuster Z Objeative 

Source 

Between Groups 

Witbin Groups 

Total 

Group Count 

Group 1 380 

Group 2 739 

Group 3 498 

Total 1617 

2 

1614 

1616 

Sum of Squares 

80534 84848 

267198.6618 

347733.1466 

Mean 

41 0 6145 

45.3478 

59 0 0311 

48.6846 

Ungrouped Data 

Fixed Effects MOdel 

Random Effects 1Iode1 

; 

Mean Squares 

40267.2424 

165.5506 

standard 
DeviatiC)n 

12.4922 

10.9133 

14.6691 

12.8666 

9.1446 

F Ratio 

243.2322 

Standard 
Minimum 

Error 

.6408 9.0000 

.5224 1180000 

.4890 26.5000 

9.0000 

.3648 

.3200 

5.2796 

F Probe 

.0000 

Maximum 

77.0000 

82.0000 

86.5000 

86.5000 



TPabZe !Utl: AnaZysis of Variance: LeveZ of ImpZementation X CZuater 2 Ob:jeative 

Source D.F Sum of Squares 

Be:tween Groups 2 5457.5710 

\ttth.in Groups 1614 282'33 .1!!3~ . 

Total 1616 33690.6942 

Group Count Mean 

Group .1 380 13.3974 

Group 2 739 14.5129 

Group 3 498 17.9980 

Total 1617 15.3241 

UnJP"Ollped Data 

Fixed Effects Model 

Random Effects Model 

Mean Squares 

2728.7855 

17 .. 4926 

Standard 
Deviation 

4.2142 

4.5310 

3.5747 

4.5660 

4.1824 

2 .. 3802 

Standard 
Error 

.2162 

.1667 

.1602 

.1135 

.1040 

1 .. 3742 

Random Effects MOdel - Estimate of Between Component Variance 

F Ratio F. Probe 

155.9962 .0000 

Minimum Maximum 

2.0000 24.0000 

3.0000 28.0000 

5.0000 26.0000 

2.000 28.0000 

5.2312 



ffabl,e!Ugl: Anal,ysia of Variance: Level, of Impl,ementation X Cl,uster :5 Objective 

. . . . . . . . . ~ . . . . . . . . . . . . . . . . ............. '" ...... '. '" .......... ...... , .. 
• , , • • ~ I • , , , I • I , , • , , , J r ' 

. Source I).F. Sum. of Squares Mean Squares , F. Ratio ,. Probe 

~tween Groups 2 10130.9114 5065 04557 227.1491 00000 

Within Groups ,1614 3599204229 22 03001 

Total 1616 46123.3343 

Standard Standard 
Group Count Mean Deviation Error J4inilDum. Maximum. 

Group 1 380 12 .. 5329 4 05949 .2357 2.0000 26 00000 

Group 2 739 13.7267 4.9620 01825 000000 29.0000 
IJJ 
\0 Group 3 498 18.6466 404450 .1992 5.0000 31.0000 Cl' 

Total 1617 14.9613 0.0000 31.0000 

UJlgrouped Data 5.3424 .1329 

r~ Effects Model 4.7223 01174 

Random Effects Model -3.2433 1.8725 

Randoa Effects Model - Estimate of Between Component Variance 

..................... , ......... , ..................... "' ... " ...... . , -



'/fabZe fJ(hl: Analysis of Vcwiance: Level of Itrrplementers X Cluster 4 Objeative 

Source 

B'6tweeJi Groups 

"thin Groups 

rota1 

Group 

Group 1 

Group 2 

Group .~ 

Total 

D.F 
2 

1614 

1616 

Sum of Squares 

15869.0730 

81325.3943 

97194.4672 

Count Mean 
Standard 
Devi.ati.on 

380 

739 

498 

1617 

21.9776 

23.7943 

2g.7837 

25.2120 

Unsrouped Data 

Fixed Effects Model 

RandOlll Effects Model 

7.5009 

7.7235 

5.6699 

7.7553 

7.0984 

4.0588 

Mean Squares 

7·934.5365 

50.3875 

Standard 
Error 

.3848 

.2841 

.2541 

.1929 

.1765 

2.3434 

RandOlll Effects ]lode1· - EstiDate of Between COlIlpOnent Vari.ance 

F. Ratio F. Probe 

157.4704 .0000 

lIiniDlUDl Maximum 

:0.0000 40.0000 

0.0000 42.0000 

13.5000 44.5000 

0.0000 44.5000 

15.2117 



A'PPEW1JIX III 

SPECIMEN RESEARCH INSTRUMENTS 

A variety of formal data-collection procedures was employed to 

obtain evidence during this study. The instruments which were used 

and which are discussed in Chapters 2,3, '4,5,6and 7 are presented 

below:-

l. The self-administered teacher questionnaire. 

l. (a) Letter asking for formal permission to conduct a 

survey among teachers. 

l. (b) Reminder to teacher. 

2. Student's questionnaire. 

3. (a) Letter asking for.permission to observe teachers 

at work. 

3. (b) Flandera' interaction analysis (F.I.A.C.). 

4. The Evans/Behrman Obaervatioa Schedule (modified version). 

5. The Social Studies Standardized teat. 

5. (a) Specification Grid. 

6. The Teacher Interview Schedule. 
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~ "THE'SELF~AVMINISTEREV'TEACHER'QUESTIONNAIRE (SOCIAL STUVIES) 

This questionnaire has been designed for use by the Form III 

Social Studies teachers in schools. The object is to obtain a frank 

expression of teachers' opinions and attitudes on the Social Studies 

curriculum in schools, together with relevant background information. 

I would be very grateful if you could complete the questionnaire as 

soon as is practicable and return it to me: 

Miss D. VENKATASAMY, 
HEAD OF DEPARTMENT OF HUMANITIES AND SOCIAL STUDIES, 
MAURITIUS INSTITUTE OF EDUCATION, 
REDUIT. 

A~~ 'l'epUeS a'l'e st'l'iat~y aonfidentiat. Do not 1;)'l'ite yoU'!' name on the 
questionnai'l'e. 

'SECTION' I 

YOUR'BACKGROUND CHARACTERISTICS 

Pleaseai'l'a~e in '¥'ed the appropriate code. 

1. Male • • • • • • • • • • • • • • • • • • • • M 

Female •• • • • • • • • • • • • • • • • • F 

2. Type of school you are teaching in: 
(Circle no more than two). 

r 

State ~chool • • • • • • • • • • • • • 0 • • 1 

Junior Secondary School • • • • • • • • • • • • 2 

Private School • • • • • • • • • • • • • • • • 3 

Urban School • • • • • • • • • • • • • • • • 4 

Rural school • • • • • • • • • • • • • • • • 5 
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3. Size of school you are teaching in: 

Over 1 000 Students • • • • • • • • · . • • • • 1 

Between 1 000 - 500 Students • • • • • • • • • • 2 

Under 500 Students • • • • • • • • • • o • • • 3 

4 •. Years of teaching experience 

Under 1 year • • • • • • • • • • • • • • • • 1 

1 5 years • • • • • • • • • • • • • • • • 2 

5 10 years • • • • • • • • · . • • • • • • 3 

10 15 years • • • • • • • • • • • • • • • • 4 

Over 15 years • • • • • • • • • • • • • • • • 5 

5. Length of service in your present school. 

Under 1 year • • • • • • • • • • • • • • • • 1 

1 3 years • • • • • • • • • • • • • • • • 2 

4 6 years • • • • • • • • • • • • • • • • 3 

7 12 years • • • • • • • • • • • • • • • • 4 

Over 12 years • • • • • • • • • • • • • • • • 5 

6. Your qualifications. 

School Certificate or G.C.E. (0) • • • • • • o • 1 

Higher School Cert·ificate or G.C.E. (A) • • • • • • 2 

H.S.C. or G.C.E. (A) plus Teacher's Diploma • • • • 3 

Degree or degree equivalent • • . . . • • • • • • 4 

Degree plus P.G.C.E, or B.Ed. • • • • • • • • • • 5 

Higher degree • • • • · , • • • • • • • • • • 6 
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7. In what area(s) did you obtain your main qualification 
at college or universi·ty? (Circle no more than two) 

Geography · .. • • • • • • • • • • • • • • • • 1 

History · . · .. • • • • • • • • • • • • • • 2 

Economics • • • • • • • • • • · . • • • • • • 3 

Sociology • • • • • • • • • • • • • • • • • • 4 

Political Science • • • • • • • • • • • • • • 5 

Other subjects not ~ntioned • • • • • • • • • • 6 

8. Is your teaching time 

allocated to Social Studies only • • • • • • • • 1 

divided between Social Studies and Geography • • • • 2 

divided between Social. Studies and History • • • • 3 

divided between Social Studies and Economics • • • • 4 

divided between Social Studies and Sociology • • • • 5 

divided between Social Studies and other subjects 
not mentioned here? • • • • • • • • • • • • • • 6 

. . SECTION' . 11 

. YOUR' FEELINGS' ABOUT' THE . SOCIAL' STUDIES' CURRICULUM 

Cfheak the reZevant response in aaao'Pdanae with given indiaations. 

9. Here is a list of Social Studies teaching objectives; 

A. The ability to recall basic facts about man and society. 

B. The ability to develop ideas, concepts and generalisations. 

C. The ability to find information through various sources. 

D. The ability to interpret maps, pictures, charts, cartoons, 
graphs and other visuals. 

E. The ability to work and participate within small groups. 

F. The ability to develop empathy or tolerance for cultures 
and societies different from one's own. 

G. The ability to be objective and open-minded in discussion 
and in evaluating information. 
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H. The ability to think about and clarify one's personal 
beliefs and values. 

I. The ability to accept responsibility in a changing society. 

Rank these 9 objectives in order of their relative importance to you. 

In the spaces provided below, starting from the left at number 1, 

fill in the letter of the objective which you regard as the most 

important. For example, if you think that the most important one 

is "the ability to work and participate in small groups", you put 

E under number 1. Then choose the one that you consider the most 

important among the other eight and put its letter under 2, and so on. 

1 2 3 4 5 6 7 8 9 

t 11 OST· ; 
.; I· .; /. .:J ... { , . .J 

; IMPORf~ / / 
:Id 
~ LEAST 

IMPORTANT IMPORTANT 

10. Please aipoZe in ped the number next to each statement which 
best indicates your preferences. 

1. 

2. 

stronalY'Uncertain' 'Dis'agree 'Strongly 
.. asree Agree - disagree 

Some overall 
set of objec-
tives is nece- 1 ssary before 2 3 4 5 

teachers start 
planning their 
work. 

Social Studies 
should be 
taught as a 1 2 3 4 5 
body of factual 
information 
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" "Stton$lr" 
. 'aSte.e 

'l'tStee ' 'Uncertain' "Disagree" "Sttort&ll 
"disa$tee 

3. The object of 
Social Studies 
is to teach the 1 2 3 4 5 traditional History 
and Geography in a 
new way. 

4. It is more important 
for Social Studies 
concepts, skills and 1 2 3 4 5 
attitudes than to 
to learn facts about 
particular places 
and people. 

5. Social Studies involves 
a change in the teacher's 
role in the classroom 1 2 3 4 5 

6. Students' opinions 
should be sought 
about on value 
issues in the Social 
Studies classroom. 1 2 3 4 5 

7. Social Studies is 
intended to be an 
integrated course 
drawing ideas and 1 2 3 4 5 
concepts from a 
variety of 
disciplines. 

8. It is not important 
for teachers to 
identify certain 1 2 3 4 5 
objectives before 
they tackle the 
Social Studies themes 

9. Teachers do not have 
to modify their pre-
vious practices to 1 2 3 4 5 
conform to the require-
ments of the Social 
Studies Project. r 

10. There should be no 
class discussion of 
value issues in the 1 2 3 4 5 
Social Studies 
classroom. 
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11. Rate the influence of the following factors affecting the 
actual use of the Social Studies Project curriculum materials 
and ideas in schools. OiroZe in red the appropriate number • 

. Stton ·ly ·Modetately . No· ·Modetately· Sttongly 
Fadlftate . Fadlitate .. EfNct Limit ·timit 

1. In-service 
courses/ 
workshop 
sessions. 

2. Classroom visits 
by Institute of 

5 

Education staff. 5 

3. Commitment of 
teachers to the 
Project. 5 

4. The use of the 
Project materials. 5 

5. Provision of the 
Form III E~amina"" 
tion related to 5 
the Project, 

6. The discontinuity 
of the Social 
Studies Syllabus 
beyond Form III 5 

7. Teacher's Continua
tion of his/her 
formal studies at 5 
the Institute of 
Education. 

8. The objectives of 
the Project 5 

9. Support from 
Principal and 
other colleagues 
at school. 5 

4 

4 

4 

4 

4 

4 

4 

4 

4 
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3 2 1 

3 2 1 

3 2 1 

3 2 1 

3 2 1 

3 2 1 

3 2 1 

3 2 1 

3 2 1 

r 



·Sttonsll MOdetatell No· Modetatell ·Sttonsll 
. Facilitate· Facilitate· EfI;ct· . Lindt . Limit 

10. Es tab lishment of 
regional centres 
for workshops. S 4 3 2 1 

11. Adequate periods 
for working out the 
Social Studies S 4 3 2 1 
programme. 

12. Stability of staff 
at school. S 4 3 2 1 

13. Planning of the 
Project by the 
Institute of 5 4 3 2 1 
Education 

You are doing well so far. Take a rest for some minutes 
before you complete the questionnaire. 

12. Which of the objectives listed in Question 9 would you expect your 
Social Studies students to achieve to the highest degree? Why? 

13. (al According to you wnich one of the following possible out
comes (results) of the teaching of Social Studies is most 
important? 

(l) Preparation for future studies in separate subjects o 

(11) A knowledge of the basic facts about the Mauritian 
society. 

(111) An ability to handle value issue~ in the classroom. 

(lV) The development of skills of inquiry in the students. 

'- ... , ............ ~ .' :' . , ............. , .................... , ... , ........... . 

, .... " , ............ , ..................................... , ........... ' . 
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(b) Why do you give this answer? 

14. Complete the following sentences: 

(i) Compared with the traditional subjects, Social Studies is 

(ii) I think that the Social Studies materials as presented 
by the Mauritius Institute of Education are 

(iii) If teachers were involved in the development of the 
Social Studies Froject 

(iv) The things I find most difficult in the teaching of 
Social Studies are 

....• '.' ....•........... , .. , , .. , 'I.:.' , . , . , ..... , .. 
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(v) The things I find most difficult in the teaching of 
Social Studies are 

(vi) My feelings about the discontinuity of Social Studies 
beyond form III are 

(vii) If I am asked about the possible fate of the Social 
Studies Project, I would say that 

-
, 'TlL\NK'UV' FQR 'YQ\1R. ' CO-OPERATION 

._- r 
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M A U R I T IUS INS TIT U T E 0 FED U CAT ION 

·1 . {a} .'jOCw. . " $tlJDIE$" "SECTiON 

R~duit, 
14th January 1980 

The Principal, 

Sir/Madam, 

Miss D. Venkatasamy, Head o~ Humanities and Social Studies 

Department, is conducting a national survey of teachers participa

ting in the actual implementation of the Social Studies Project. 

The Purpose of the survey is to take stock of the Social Studies 

Project in schools and to measure its problems and progress. 

You can help by getting every teacher involved in Social Studies 

teaching to complete the questionnaire which is hereby attached. 

Completion of the questionnai're will take a small amount of your 

teachers' time, but their responses are of great importance to the 
Mauritius Institute of Education Social Studies programme. 

Teachers do not b«ve to write their name on the questionnaire 

and the information will be treated as confidential. All completed 

questionnaires are ~o be returned to Miss D. Venkatassa~. 

Your co~operation in responding to the questionnaire and its 

prompt return will be deeply appreciated. 

Your§ sincerely, 

. "Director 
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M A U R I T IUS INS TIT U T E 0 FED U CAT ION 

1 (b) 'DEPARTMENT 'OF, 'HUMANITIES 

" 'AND . 'SOCIAL' . STUDIES 

The Form III Teachers 
of Social Studies 

u.f.s. The Principal 

, , . , ............ . 

R€duit, 

18 February 1980 

Miss D. Venkatasamy will appreciate it very much if you could, 

please, respond promptly to the questionnaire that was mailed to you 

a fortnight ago. As pointed out in the original cover letter signed 

by the Director, Mauritius Institute of Education, your responses 

are of great importance to the Institute, Your co-operation will 

be therefore deeply appreciated. 
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2 • .. SrUVENT 's . Q.UESTIOfilfilA IRE' . (SOC IAt . STUVl ES I 

It This is not a test. We want your personal answers to the 
questions below for they will help us to understand better 
how you learn. 

11. Do not write your name on the Questionnaire. Simply circle 
the appropriate letter in (a) and the appropriate numbers 
in (b) below: 

(a) Boy •• •• · , , . • • • • • • • • • • B 

(b) Girl • • , . • • • • • • • • • • , . G 

(b) Type of school you are studying in. (Circle only 2 appro-
priate numbers). 

State School • • · , • • • • • • • • • • 1 

Junior Secondary School • • • • • • • • • • 2 

Private School • • • • • • • • • • • • 3 

Urban School • • • • • • • • • • • • • • 4 

Rural School • • • • • • • • • • • • • • 5 

1. For each of the statements below, decide whether they are a true 
or false description f~Y~ Social Studies class, and check the 
appropriate box thus: X 

(a) Our teacher always gives the information we need 

(b) In class we read the Social Studies textbook 
so as to know its content. 

(c) Our teacher asks questions that compel us to 
think a lot before we answer. 

(d) We are given sufficient time in class to 
discuss certain probl~ of society. ) 
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TRUE FALSE 

TRUE FALSE 

TRUE FALSE 

rr'RUE . FALSE 



2. 

(e) We have to find info~ation on our own 
sometimes. 

(f) We bring pictures and other materials of 
our own in the classroom. 

(g) We seldom discuss the problems of man in 
society in our class. 

(h) On certain occasions, we carry out visits 
or surveys outside the schools. 

(t) In class we somet~s use books and reading 
materials other than our textbook. 

(j) We spend ~ch of our time in the Social 
Studies lessons listening attentively to 
our teacher. 

(k) The questions that we are asKed in class 
are ~inly to explain what our book has 
told us. 

(l) Our homework includes reading out of the 
textbook or writing answers to questions 
in our book. 

(m) The teacher is responsible for preparing 
the classroom pictures and charts. 

(n) As part of our homework, we look for 
other sources of information 01 ~arry 
out our own investigation. 

TRUE FALSE 

TRUE FALSE 

TRUE FALSE 

TRUE FALSE 

TRUE FALSE 

TRUE FALSE 

TRUE FALSE 

TRUE FALSE 

TRUE FALSE 

TRUE FALSE 

(a) Below is a list of the objectives of studying Social Studies. 

A. Learning facts about man and society. 

B. Developing ideas and concepts. 

C. Being able to look for various sources of information. 

D. Being able to interpret maps, pictures, charts, graphs etc. 

E. Being able to work and participate with others. 

F. Developing tolerance for cultures and societies diffe
rent from one's own. 
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G. Being able to accept the views of others and to 
change one's own view in the light of further 
infornlation. 

H. Thinking about one's own attitudes and values. 

I. Accepting responsibility in a changing society. 

Rank these objectives in order of their importance to you. In 

the spaces provided below, starting from the left at numDer 1, fill 

in the letter of the objective which you regard as the ~ost important. 

For example, if you think. that the ~ost important one is "Being able 

to work and participate with others", you put E under nUJlJher 1. Then 

choose the one that you consider the 1llost important among the other 

eight and put its letter unde'X"2, and so on, 

I 2 3 4 5 6 7 8 9 

1 ,'I ] ] , J " -- J r r -1' 1 MOST MOlTANT LEAST 
IMPORTANT IMPORTANT 

, 1 
MOST 

(b) Your teacher ~y or ~ not rank these objectives in the 
same way as you h~e done. In the spaces provided below, 
rank thete objectives in the order of their i~ortance as 
you think. your te.acher ~ght have X'anked them. 

1 2 3 4 5 6 7 8 9 

-I I- I I 1 I -I I 
IMPORTANT LEAST 

IMPORTANT IMPORTANT 
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HOW - DOES - -GARCON -THINK - -AND - -FEEL? , 

4. Students are quite different from one another in how they think 

and feel about their schoolwork, about one another and about their 

teacher. Garcon, a Fo~ III student, is facing a series of , 
situations in his Social Studies classroom. How do you think 

he thinks and feela about the following si:tuations? Complete 

the sentence under each of the situations given below to tell 

what Garcon is_thinking and feeling. -Thete-atenotightotWTong 
• 

. . answers. 

A. At the very beginning of the Social Studies course, Garcon's 
teacher has told the class that it is good for them to take 
an active part in their lessons so as to make Social Studies 
the exciting subject that it is. 

To participate actively in the lessons, Garcon thinks that • 

B. Garcon and his classmates are. studying their second Social 
Stu~ies Unit, "World Co-operation". They are advised by 
their teacher to collect and bring in class additional in
formation on this theme. 

Gar~on decides he must help the teacher. So he ________ _ 
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C. Garqon and his friends are discussing among themselves 
about the best way of getting good results in their Form III 
Social Studies examinations. Some of his friends say that 
all they have to do is to memorise the facts in their Social 
Studies textbook. 

Garcon hi~elf has got other ideas. He feels that , -------

D. At the end of a three years' course in Social Studies, 
Garcon knows that he will have to choose subjects other 
than Social Studies for the Form V Examinations. 

He feels that ----------------------------------------
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M A U R I T IUS INS TIT U T E 0 FED U CAT ION 

3 (a) DEPARTMENT OF HUMANITIES AND SOCIAL STUDIES 

Tel. No. 54-1031 

The Principal, 
u.f.s. The Director, 
Mauritius Institute of Education. 

Sir/Madam, 

R~duit, 
11 June 1980 

Post Graduate Certificate Students in Social Studies are being 
sent on classroom visits on Fridays during the period 20th June to 
18th July. This is part of a special assignment based on the admi
nistration of an observational schedule (the Flanders Interaction 
Analysis) and testing its utility as a precise technique which would 
standardize classroom observations in various regions of the island 
by several observers. The visits will take place in Form 111 Social 
Studies classes only. 

I shall be grateful to you if you, would, please allow the 
student the permission to visit your school and to provide him/her 
with the necessary help that he/she will require in this respect. 

Thank you for your co-operation. 

Yours sincerely, 

D. VENKATASAMY (Miss) 

DV/GD 
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3 (h)' .. fLANVERS ' .. ~ . INTERACTION ·ANALYSIS . CATAGORIES' tFIACI 

TEACHER RESPONSE 

TEACHER TALK 

1 •. Accepts·feeling. Accepts and 
clarifies an .... I\ttitude or the feeling 
tone of a pUpil in a non threatening 
manner. Feelings may be positive or 
negatIve. Predicting and recalling 
feelings are included. 

2. . Praises 'or ·ertcoura$es. Praises 
or encourages pupil action or be
haviour. Jokes that release tension, 
but not at the expense of another in
dividual; nodding head, or saying "UM 
hm?" or "go on" are included. 

3 •. ·Accepts·or·uses·ideas·ofPuPils. 
Clarifying, building, or developing 
ideas suggested by a pupil. Teacher 
extensions of pupil ideas are included 
hut as the teacher brings more of his 
own ideas into play, shift to category 

. five,. 
" ', ....... '. '. ' ", . , . : . : . ~ ... , ...... , . , .. , , ... , , . 

4 •. ·Asks'suestions. Asking a question 
about content or procedure based on 
teacher ideas, with the intent that a 
pupil will answer. 

5. "Lecturing. Giving facts or opinions 
about CQntent or procedures; expressing 
his own ideas, giving his own explana
tion, or citing an authority other than 
a pupil. 

6 •. 'GivinS'ditections. Directions 
c~nds, or ord~rs to which a pupil 
is expected to comply. 

7. . ·Ctieicidrtj'ot' justityirt$' authority. 
Stat~ents intended to change pupil 
behaviour from nonacceptable to acceptable 
pattern; bawling. someone out, stating why 
the teacher is doing what he is doing; 
extreme self~reference. 

4J6 



RESPONSE 

PUPIL TALK 

INITIATION 

SILENCE 

8, . ·Pupil~talk~·te$portse, Talk by 
pupils in response to teacher. Teacher 
initiates the contact or solicits pu
pil statement or structures the situa
tion. Freedom to express own ideas 
is limited. 

9 •. ·Pupil~talk~·irtitiation. Talk by 
pupils which they initiate; expressing 
own ideas; initiating a new topic; 
freedom to develop opinions and a line 
of thought, like asking thoughtful 
questions; going beyond the existing 
structure. 

10.' ·Silence'ot'confu$ion. Pauses, 
short periods of silence and periods 
of confusion in which communication 
cannot be understood by the observero 

---
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4 •.. CLASSROOM 'OBSERVATIONAL 'SCHEVULE' . (SOCIAL 'STUVIESl 

(adapted from W. Evant':1 and EclbJard M. Behrman~ 7,9'17) 

Name of School: . Dates of Visits •.... ---------------------- -----------

1. Teacher ensures that lesson 
objectives are made clear to 
the class. 

2. Contribution of teacher and 
class is approximately equally 
balanced. 

3. Teacher supplements the stu
dent's textbook content, 

4, Teacher uses a reasonable 
number of visual devices. 

5. Students are encouraged to 
find information from a 
variety of sources (e,g. 
pictures, ~ps, doc~nts 
etc.) 

6, Teacher develops ideas, concepts 
··and generalizations-, 

7. Teacher strikes- a balance 
between factual and thQught
provoking questions 

B. Discussion between teacner 
and class, teacher And groUp, 
teacher and individual is 
encouraged, 

41B 

A 

1st 2nd 
visit visit 

3rd 
visit 

1st 
visit 

IJ 
2nd 3rd 

visit visit 



9. In the treatment of value 
issues, students are given 
the opportunity to clarify 
their own attitudes and values 

10. Students are encouraged to be 
objective in discussion and 
in evaluating information. 

11. Recording work is discussed 
with class but students are 
free to write or draw. 

A 

1st 2nd 3rd 1st 2nd 3rd 
visit visit visit visit visi t·. visi t 

...... I ...... ' .. . 

. ·Note: 0 ~ characteristic not observed 1 • characteristic observed • 

Comments by observer# ................. , , .............................. . 

Mauritius Institute of Education, 
RSduit. 

14 March 1980 

DV/GD 
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MAURITIUS INS TIT U T E o F EDUCATION 

, '5 ~ '500'i8.1 Studies Test, , 'October' 19'80 
• , .: _ $. t .• , ' 

Form III 

Time: lis hours 

Name: 

School: 

SECTION (60 marks) 

AnBWl' A.LL Questions 

In questi.ons 1 to BS, put a c1.'l'a'Le round ths tetttn' that best an8'I.t)B1'S the 
question. 

1. 

2. 

The Sahel is fOU1ldt :In 

A Europe, 

B South America. 

c Africa. 

D Asia. 

The UNESCO general 

A Dakar. 

B Paris. 

C New York. 

D Santiago. 

headquarters is found in 

3. Chien de Plomb, now a reclaimed' area of Port-Loui., was formerly known al 

4. 

A Bassin des chaloupes. 

B Trou Panfaron. 

C Mer Rouge. 

D Ba ss in Caudan. 

An example of a heavy industry in Por.t-Louis 

A Th. micro-jewels factory. 

B The Chemical Fertilizer Plant. 

C The Shoe factory. 

D The soap-making industry. 

420 

ia 



5. Which of the folloring groups of wmen immigrated to Mauritius at the very 
end of the nineteenth century? 

A Indian. 

B Frepc,h. 

C African. 

D Chinese'. 

6. Tbe income per bead of the countries below is considered to be hish,except 
tbat··of· 

7. 

A Cauda. 

B Libya. 

C France. 

D Tauzania. 
. ",,'" .' •. '.' ','0,:,· '0 ~ Mal..nu er i tion . OeCUI'. when. 

" . 

A people do not eat the right kind of food. 

B people eat the right kind of food in wrong quant·ity. 

C people are short of food 0' 

D people eat more than they should. 

8. One of the activities of FAO in Mauritius is the setting up of 

A the Institute of Education. 

B the School Farm project. 

C the Sugar bulk terminal. 

D the North Irrigation Scheme. 

9. The International Court.ot Justice 

A promotes advancement of people in colonies. 

or • I prOllJDtes t'ile development of edu-cation. 

C advises on international law. 
!I, 

D maintains peace and order in the world. 

10. In what order the following cities grew up in the past? 

A Ur, Mohenjodaro. PompeU, Montpazier. 

B Mohenjodaro t Ur. pomp .. ii, lIoatpazier. 

C U~. Pompeii, MOhenj odaro, Montpazier ~ . . 
", ... 1..,'"', . 

D Mohenjodaro, P9apeii, Ur, MOntpazler. 
! l'~ , ~_ ' ; , '~ 
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11. The hinterland of a 'port is best defined a8 

A the countries from which a port collects its imports. 

B the area found around a port. 

C the area on which a port is found. 

D the countries to which a port sends its ptoducts. 

12. The smallest suburb of Port-Louis is 

A Cassis. 

B Roehe Boh. 

e Bell Village. 

D Vall'e pieot. 

13. The Central Business District of Port-Louis has not grown much hori~tally 
because 

A of too much traffic. 

B of the attraction of tall buildings. 

C of the high cost of living. 

D of' tbe high cost of the land. 

14. MOst Indian labour came to Mauritius from 

A the western coastal area of India. 

B the eastern coastal area. 

e the north-we8tern area. 

D the central area. 

15. The Chinese came to Mauritius as 

A free immigraftt •• 

B immigrants under contract. 

C o1d immilJ!an t •• 

,D slave-tradel'l.. 
• 

16. The populationden.ity of' .CQ1.IDtry la, obtained by 

A adding the total POPUlation of that country to its area. 
;. . f . 

B dividing the total population Q~' that country 'by ~t.aarea. 
• 4· ..', 

C substractinl tbe are., from· the total population of that" country • 
..;,: < , • • .' ':. • .... : .)"~. \,~~ 

o multiplying the total'population of that coua.try by its &1;'ea. 
• . l . jo. 
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17. World Cooperation is a necessity because 

A many states are members of regiofla.1 organisations. 

B too many countries have become independent. 

C the gap be~e~ rich and poor countr.ies is widening. 

D various races are found in all countries. 

18. Man began to live ~n t;'fi!rman,ent settlements when 

A men started to lead a nomadic life. 

B farming became an organised activity. 

C power was used to drive engines. 

D the population WEll reasonably big. 

19, New housing schemes for the ",age earners who work in the ~ndu8trial or harbOut 
areas of Port-Louis have been provided, 

'{ t ; l~ :; :AF~ nul- '~e' h4tbbur. 

B in the inner city, 

C in the reclaimed areas. 

n on the edge of the city, 

20. Which of the following is not a traditional role ~or ~men in Mauritius? 

A Working as clerks. 

B Teaching, 

C Working in industries. 

D Nursing. 

21. Study the cartoon below and then answer the questions, that fo}.;low •• 

" ~. , 



22. 

I 
, . 

(i) . Which of the following is not a problem being shown in the cartoon? 

A Man showing sympathy for beggars. 

B Lack of cooperation between rich and poor countries. 

C Poverty. 

DMalnutrition. 

(ii) The problem in the cartoon is most likely to be found in 

A AUiltralia. 

B USA. 

C West Germany. 

D Uganda. 

(iii) One way to solve the problem shown in the cartoon is 

A the provision of housing facilities. 

B the provision of refugee centres. 

C the provision of more international aid. 

D the provision of better sanitation. 

Study the document below and then answer the questions that follow. 

Sha:P'lff is a viZ tage ftZl"TTler>. Whe-ft he was asked about the sate of his pl'Oduats 
thiiJ year.. :this is what he totd us "My neighboup tt'ied to oheat me on my 
fmm products Zast year'. But now he cannot; I know hOUJ to count and weigh 
my bags of wheat p!'OperZy. I aZBo know the pr>ioes, fot' I can read them in 
the n6lA1spapers and Wl'ite thsm in my notebooks". 

(i) The main problem which Shariff faced last year was that 

A his farm products were poor. 

B he did not have a weighing balance. 

C he knew the prices for his products. 

D he was illiterate. 

(H) The United Nations. agency which is most li~e1y to have helped 
Shariff to solve his problem is 

A FAO. 
" 

, 

B lLO. 

C UNESCO. 

D WHO. 
.' 

(iii} Th!: United Nations has been 9f help to Shariff by 

A building a prUDary school. 

B providing sanitation facilities. 

C providing adult education. 

D building more roads. 
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23. Study carefully the graph showing rise of population in Sheffield (1600-1970) 
and answer the following questions. 

i 
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I'DO 

(i~ The:population of Sheffield in 1800 was 
'''{',' . . , , ~ ~ '-~') 

JA, ,20,000. 

B 30.000. 

e 35,000. " 

D 40,000. 

" ,,'" , 

(H) From 1800-1900, the population .. iner ... ed by 

A 8 times. 

B 10 times'. 

e 1i"titDe&:; , ~' 

D 15 times. 

,. ..... .. ,,'" 

...' .. 

(iii) After 1800, the population of Sheffield rose rapidly beCause 

A large quantities of Iron ore were discovered. 

B Sheffield became an important port. 

e Sheffield, ~came more important than London. 
<! - '.: • I •. ',.J' ': ) .,' • ~ ~ , 

, , D of the Industrial Revolution which made Shelf'ieId bec~me a h'ighlY 
industrial town. !, ' " 
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'li ,hi. Study the sketch-map b(>l.o,"' and then a.nswer the questions that follow. 

SUBURBS OF PORT-LOUIS ____ a» ... ad • ' ........ 

I 
I 

,,, .... ,.. ,,' 
"'\ .' , t \ , 

\ I \ ... _ ....... 

ASS IS \ OIl) TOWN ~ J , \ 

.. 
I '-~' IVALLEEI "",'" ,. ) .. .., . , _~ \ PlTOT \ VALLEE DES 

,; , .. ,...~,,, ,p .... ~"" ... 
" "" \ .I'\£!I'J.'~ '" ... .. ... \ ' ' ............. .,' \, '" 

" I \, 
TRANQUEBAR \ ' 

ItA Moun ta in Peak 

~ Industrial Area 

\ I 
\ I 
\ , 
, I , 

(i) The name of the peak shown on the sketch-map of Port-Louis is 

A Priests' Peak; 

:B Pieter Both. 

C Le Pouce. 

D L' Echolle Rock. 

(ii) The one suburb of Port-Louis whieh is not marked on the sketch-map is 

(Hi) 

A Stanley. 

B Mangalkhan. 

C Ste Croix. 

J) St Patrick. 

The shaded industrial area shown 

A The Plaine Lauzun area. 

S The Sugar bulk Terminal. 

e The Forges Tardieu area. 

D The Mer Rouge area. 
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25. Read the extract below and answer the questions that follow. 

"Inareaei'YI(J aruetty to chiZdren in Britain couU be part'ly due to more 
TJOmen going to wrk. It has been reported that many chi.:Z.dren. 87,.1.ffer 
f1.'07Tl inj'Ut'g du~' to lack of CCJ:l'e 'and 'attention. One of the reasons: 
for this aouZa be that famiZies are growing smaZZer resutting in less 
support from oZdw tJhiZdren in ·manOfjing the younger ones white the, 
1W:Jtners are at 'JJOrk •.• ., 

(Extract from a Report from the Ninistry of Health, Britain). 

(i) The, problem described in the extract is between 

A children and their mothers. ; . 

B a mother.'» job and ,her obligations. to,. ;ber children,. 

C the smalr family unit and the·big'family unit. 

D cruelty towards children by parent.s .... 

(ii) The article says that the working mother contributes to this 
problem 

A very slightly. 

B to a large extent. 
-- '-~" ,.., ~ ~.~ 

C entirely. 

D only in part. 

(iii) British families are not only small but also nuclear, meanipg 
that 

A they are small units including father. mther and 
children. 

B the units also include grandparents, father; mother and 
children living together. 

c the units include fatber,mother, children and. relatives 
by blood living together. 

D the units include father, mother, children and in-laws 
living together. 

,I 
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26. Do you strongly agree (SA), agree (A), are undecided (7), disagree (D), 
strongly disagree (SD) with the following statements? Circle the 
proper letter/s (e.g. SA if you strongly agree) provided before each 
statement. 

SA A ? 

SA A ? 

SA A 7 

SA A ? 

SA A ? 

A ,1. 

SA A ? 

SA A ? 

SA A ? 

SA A ? 

D SD 

D SD 

D SD 

D SD 

D SD 

D SD 

D SD 

D SD 

D SD' 

D SD 

1. The rich countries are becoming richer 
while the poor countries are b~comin~ 
poorer. 

2. Better farming methods help to solve 
the food ·problem. 

3. Diseases in other countries are of bo 
concern to us. 

4. ECOSOC is doing good ~01k in developin& 
countries. " 

'. , 

5. People living in towns lead a better 
life than those living in rural areas. 

6. SlUllls are features ,0£ cities, fOWld in 
developing countries only. 

f) 1 .• '! 

7. More importance should be given to 
the problem of pollution in the city. 

I' , 

8. Recreational spaces are not necessary 

9.. 

in a city. I ; ; 

Women workers should be tolerated I;P.d. 
resp'ected in 'society. . "1. i. " 'i-i 

10. It is a good thing to give boys and 
girls equal rights to education. 
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SECT 'ON I I( 40 marks) 

Certain p.rtl of the vcrld today are facing an acute food problem. 

'(a) Give 3 cause •. of this food problem. 

(b) ramily Planning may help to sOlve:thb problem. 

Can you lay how? 

(c) N.e two other things that can be done to .solve .,the probl_. 

(i) 

(ii) 

(dj' 'Which' _in ".1:1 ~f the united Nationl can help to solve thb 

proble1 

". , 
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28. 

A Which problem is being dealt with in the picture? 

B Can you name the country in which the monument is found? 

C Name one other historical site which has received similar attention 
from the United Nations. 

DDo you know what happened to the place where this monument was found 
originally? 
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29. Port-Louis is a town that has shown great developments since the days of 
Mah~ de Labourdonnais. 

(i) Give two reasons why the French chose Port-Louis as the harbour 
of Ile de Ftance. 

~a) 

(b) 

(U) 'Name two methods which people used to', travel in Port-Louis around 
the year 1900. ., 

(a) 

(b) 
b cl 

(Hi) (a) "Ihat was the most important suburb of Port-Louis in 18411 

(iv) 

30. (a) 

'; .' 
" t 

; 
. t. id4 

(b) Give one. poss~hle.. reason wy this iurport&nt'.uburbstopped 
flourishing ~terwards. 

.·-1, 

.. . k .... 

Mention two developDler1tl whi.ch-:·h .... "oceUfred in"fh~ harbour since 
1900. 

(a) 

(b) 
-

What do you under-et'and b'Y a 'SUbUrb'? ; . . ' 

~ ... ~' .. _ .... _ .... _------_._-----_.------------------

. 1 "., ';' ;1,. ,.' ;. ' . .f "~ • ! I ; ~ .. :. 

(H) 

(c') (i,-- Would you -!!lay that al."/' suburbs of Port-Louis bave adequate 
"'.,!(,";" i "f.Qtlit,iii'l ~"r" :' ,. ;,'".. "I'.' ·Pi 

,(a) 

(b) 
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31. Study the chart below and. then answer the following question. 

The rate of women particiEation in jobs outside home in Mauritius 

Year 

1962 

1972 

1980 
I 

Rate loT' Women 

17% 

20% 

22% 

(Rate is defined aB number of femaZe workers 
over t;he number of peopZe emp'toyed) 

(0 Do the figures revea.l an increase ill women's employment since 1962? 

(ii) (a) In which sector of employment has there been a great increase 
of women participation? 

(b) Can you explain why so many jobs for women have been created 
in this sector? 

(iii) (a) Which other sector of employment has the second highest propor
tion of women workers in Mauritius? 

(b) Would you call this a traditional field or a new field of 
activities for women? Why? 
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5. . (a) ·FOBIIIllSOCtAL STUDIES . SPECIFICATION ·GRID""BVALUATION1980 
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5 
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, '6~ , , 'INTERVIEW' 'SCHEtiULE. 

COns1d$rat10nofth$S1tuat10n1nth$'EarlYY$arsof'th$'PrOj$et. 

1. When did you first hear about the Social Studies Project being 
introduced in your school? 

______ '_'_'_'_'_'_'_' '_'_'_' __ ~Month Year ---------------------
2. When did you first try to teach the new programme? 

Month Year 
--------------------~ ----------------------

3. How long have you been teaching Social Studies? 

4. What was your reaction to the new COUrse at first? 

(a) Very positive. 

(b) Somewhat positive. 

(c) Indifferent. 

(d) Somewhat negative. 

(e) Very negative. 

5. Why did you have such a reaction? 

. . . . . . : . . . . . . . . . .' . . .. ' " . .. . '. " . ... ~ . " . . . . '. . . . . . . . . . . . '. . . . " . " . " " '. . . ... . . 

. . . . : .. : .. : ........... , . ':.'.' :,' .... ,,' .... : ........ ' ... '.' . " ........ . 

6. When you first started to teach Social Studies, did you feel you 
had a clear understanding of the subjec.t, 

(a) Yes. 

(b) No. 

(c) Other (specify). 

If yes, how would you describe the subject? 

If no, what was not clear about the subject? 
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7. Did you believe that there was a need for this new programme? 

(a) Yes. 

(b) No. 

(c) Other (specify). 

If yes, why? ._. _____ - ____ ._._._._. _. ___ ._._. _. _. _ .. _._._._._._. _. _. _ .. _ 

If no, why not? .............. . 
--------------------------------------

8. In order to teach Social Studies, did you think you would have 
to make any changes in your behaviour or in your role as a 
teacher? 

(a) Yes. 

(b) No. 

(c) Other (specify). 

If yes, what were the changes you were expected to make? 

If no, why not? ........................................... . 

9. Werechese changes in your behaviour made clear to you in workshop 
sessions or in the Teacher's Guide provided by the Mauritius 
Institute of Education? 

(a) Yes. 

(b) No. 

(c) Other (specify). 

10. Did you believe that you could make these changes? 

(a) Yes. 

(b) No. 

(c) Other (specify). 
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11. Were the objectives of the Project made sufficiently clear 
to you? 

(a) Yes. 

(b) No. 

(c) Other (specify). 

12. Were you encouraged to describe your feelings about the new 
programme and the materials in schools by the Mauritius 
Institute of Education? 

(a) Yes. 

(b) No. 

(c) Other (specify). 

by your school officials? 

(a) Yes. 

(b) No. 

(c) Other (specify). 

If yes, how did you respond to this encouragement 

by the Mauritius Institute of Education?··················· 

by your school?" ............. , . , , , , .. . 

If no, why do you think no such encouragement was given by 

the Mauritius Institute of Education? ' . , . , ............... , .. 

by your school? , ... 
------------------------------------------

13. Did you find any serious problems in trying to carry out the 
new programme? 

(a) Yes. 

(bl No. 

(cl Other (specify). 
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If yes, what were they? . ________ . _ .. _._._._._._. _. _____ _ 

(Probe: any others?} . ___________ . _. _. _. _ .. _____ _ 

14. How much help from the following did you get to solve these 
pJ:ob1ems? 

1. Great 2. Some 3. Little 4. None 5. Do not know 
(a) the MauJ:itius 

Institute of 
Education 

(b) School 

(c) Inspectors 

15. What sort of help did you get from each of the following? 

(a) the MauJ:itius Insit"lte of Education' .................. . 

(b) School" -------------------------------------
(c) Inspectors' _._._. _. ___ .. _._._. _. _. _. _' _. _ .. _._._._. _. _. _. _ .. _._._._. __ . _. _ .. _._. __ _ 

16. What was your students' geneJ:a1 attitude towards the Project 
at first? 

(a) VeJ:Y positive. 

(b) Positive. 

(c) Indifferent. 

(d) Somewhat negative. 

(e) Very negative. 
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17. What was your own general reaction to the programme in the 
first few months that you tried it? 

(a) Very positive. 

(b) Positive. 

(c) Indifferent. 

(d) Somewhat negative. 

(e) Very negative. 

Considetationof"the"situation today "With "tespect"to"tne Social 
Sttidiesproject 

18. Have you made any change from your first reaction to the 
Project over the years? 

(a) Yes. 

(b) No. 

(c) Other (specify). 

If yes, how would you account for the change? Were there any 
particular people or group of people who influenced your Change 
in reaction? 

If no, do you feel the same way over the years as rou did at 
first? 

19. Do the problems which you faced earlier, continue to exist? 
(Review problems). 

(a> Yes. 

(b) No. 

(c) Other (specify). 
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If yes, which ones? ._. ________________ -_ 

20. Have any new problems arisen since your first attempt to try 
out the Social Studies project and the present time? 

(a) Yes. 

(b) No. 

(c) Other (specify), 

If yes, what are they? ._._.--. ...... _. _ .. _._._._._._._. _. _ .. _._._._._._._. _. _ .. ____ _ 

21. Do you find your classroom practice has improved over the years? 

(a} Yes. 

(b) No. 

(c) Other (specify}. 

Have you tried out anything ney since your first attempt? 

If yes, list new acti.vities· .. , ................. , , ........ . 

If no, why not? ......................... , 

22. In regard to the understanding of what Social Studies is all 
about, do you feel your knowledge of the Project's intentions 
and philosophy has increased over time? 

(al Yes. 

(bl No. 

(c) Other (specify). 

If yes, what has helped you to increase your knowledge of the 
l'roject? 
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23. In regard to the need for a Social Studies programme, do you 
feel the same as previously? (Review previous feeling). 

(a) Yes. 

(b) No. 

(c) Other (specify). 

If yes, why'~ .... , '_' _' _' _' '_'_' ____ '_' _' _' _' '_'_'_'_' _' _' _' '_'_' __ - __ _ 

If no, why_' _______ '_' _' _' _' ' _____________ _ 

24. In regard to the clarity of the objectives of the new programme, 
do you feel differently now1 

(a) Yes. 

(b) No. 

(c) Other (specify). 

If different, why? ' __ ' _' '_'_'_'_'_' _' _' '_'_'_'_' _' _' '_'_'_'_'_' _' _' '_'_'_'_' _' _' _' '_'_'_' ___ 
...... , ...... , ................... , ... '.' ......... "' ........ . 

, ' 

25. In regard to making changes in your behaviour or role as teacher, 
have you changed your mind about being able to make such changes? 

(a) Yes. 

(b) No. 

(c) Other (specify). 

If yes, why?' , , , , , ' , , ' , , 
------------------------------------

26. in regard to the following people who might have helped you at 
firat, has there been any change in the way they have helped you? 

(a) the Mauritius' Institute of Education - (i) Yes. (ii) No. 

(iii) Other (specify). How?""""""'··"'" ' 

(b) Schoo~ - (i) Yes. (iil No. 

(iii) Other (specify). Howf " ' " ' , , , ' , , ' , , " ' , , ,:, " , " , , , 

(cl Inspectors - (t) Yes. (ii) No. 

(iit) Other (apecifyl. How?""·"""'" , . ' , , ' , " ' , , , , 
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27. In regard to your students' attitudes towards the new programme, 
do you feel they are 

(a) more favourable. 

(b) less favourable. 

(cl indifferent to the Project. 

28. In regard to your overall reaction to the introduction of 
Social Studies in schools, what would you say your feelings 
are now? 

InitiaZZy NoW 
Very positive. 

Somewhat positive. 

Indifferent. 

Somewhat negative. 

Very negative. 

29. In general, do you feel 

(a) more eager 

(b) less eager 

to implement the Social Studies in school? 

30. Do you want to mention anything else which has inhibited Or 
facilitated the teachers' efforts to carry out the innovation? 

(a) Yes. 

(b) No. 

(cl Other (specify). 

If yes, what?·" .. , ..... , 

--------------------------------------------

Mauritius Institute of Education, 
Social Studies Section, 
Reduit. 

20 November 1979 

DV/GD 
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