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A frequent criticism of education in the Third World is that it is too 
academic in nature — that Western curricula and values have been 
imposed upon indigenous cultures. Such international curricula and 
international standards, it is argued, are inappropriate, especially for the 
majority of people in developing countries who live in rural areas. 

In this paper we examine attempts to reform secondary school curricula in 
twelve developing countries and identify the lessons to be learned in the 
light of past experience and insights derived from our own empirically 
grounded research and evaluation in Papua New Guinea. 

An historical context 

Of all controversies concerning education in the Third World, that relating 
to the relevance of school curricula has perhaps the longest history. It is 
also one of the most complex and enduring. 

Clearly the colonial powers transferred much of their Western education 
systems to their 19th and 20th century dependencies. African schools such 
as Yaba, Achimota, Fourah Bay and King's College Budo, for example, 
were modelled upon Western counterparts. Universities, such as Makerere 
in Uganda, were developed as offspring of prestigious parent institutions 
(Ashby, 1966), and even bureaucratic systems were fashioned upon those 
of the colonial power. Supporting and guiding the transfer process were 
personnel sent out from the metropolitan countries, international agencies 
and the educational philosophies embodied in differing national foreign 
policies. The French, for instance, were particularly intent on establishing 
colonial education systems based closely upon the home country model 
(and language); and to the present day this influence holds strong in former 

* Based on a paper presented at the Fourteenth Annual Conference of the 
Australian and New Zealand Comparative and International Education Society, 
Queensland University, 1-5 December, 1986. 
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colonies (Bray, Clarke and Stephens, 1986). 

A formal education rapidly assumed importance for the individual. 
Success in schooling conferred knowledge, skills and, above all, status in 
colonial society. Educational qualifications became increasingly 
necessary to secure modern sector employment and Western academic 
curricula and language proficiency were clearly accorded greatest value. 
In this wider context of personal rewards education came to play an 
increasingly important role in the process of social stratification (for an 
account of this in Papua New Guinea see Bray and Smith, 1985), and the 
formal schooling that was originally imposed became an international 
commodity much in demand throughout the developing world. 

On the other hand criticism of Western models of education and Western 
academic curricula has an equally long and contentious history. From the 
outset of colonial schooling vigorous efforts were made by some to relate 
teaching to the local context and to the perceived 'needs' of the indigenous 
people. Mission educationalists, who frequently pioneered the first 
schools, often emphasised a community orientation that would prepare 
the young for re-integration into village society as productive citizens and 
Christians. Indigenous languages — which were used as lingua francos and 
to facilitate the spread of the gospel — were also favoured, and in some 
cases mission policy tolerated aspects of local culture and values that were 
deemed to be compatible with religious objectives. 

Such mission educational philosophies were reflected in the Phelps-Stokes 
Reports on education in Africa (1922; 1925) which, in turn, had a marked 
influence upon international colonial policy (King, 1971). The subsequent 
British Colonial Office Memorandum on 'Educational Policy in British 
Tropical Africa', for example, argued that: 

... education should be adapted to the mentality, aptitudes, occupation and 
traditions of the various peoples, conserving as far as is possible all the healthy 
elements in the fabric of the social life, adapting them where necessary to 
changed circumstances and progressive ideals as an agent of national growth 
and evolution (1925, p.4). 

These principles became central to British educational policy in the 
colonies and the literature of the period is replete with examples of 
educational initiatives designed to 'adapt' school curricula to the nature of 
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rural communities. In Tanganyika, for example, Mumford (1930) 
attempted to integrate formal schooling with elements of tribal organiza
tion. His school, opened at Malangali during the late 1920s, used village 
elders to provide instruction in traditional ways. Buildings and furniture 
were based upon local designs and studies incorporated academic subjects 
and practical projects relevant to local agricultural and industrial 
potential. Mumford's particular experiment lasted little more than three 
years, but more widespread efforts to relate the curriculum of 
Tanganyikan Middle Schools to the practicalities of rural life were made 
during the 1950s. 

In nearby Kenya, the Jeanes Teacher Training system — "the nearest 
practical application of the Phelps-Stokes recommendation for Black 
Africa" (Bude, 1983, p. 346) — was similarly inspired. Further afield 
Gandhi's basic education scheme in India attempted to reform the 
academic model; and here in the Pacific the adaptation concept was 
supported by colonial officials such as F.E. Williams (1935) and W.C. 
Groves (1936; see also Dickson, 1978), the first Director of Education for 
Papua and New Guinea. 

Indeed, such was the prominence of the adaptation philosophy that it is 
possible to argue that it was this type of adapted curriculum that the British 
(and other) colonial authorities wished to impose. This was the inter
national commodity in education that they would have preferred to deal 
in. 

Policy versus practice 

A review of the literature relating to the history of adaptation policy 
reveals the repeated failure of practitioners to translate stated policy into 
practice (Crossley, 1984). Some successes are recorded, such as Litowa, 
Mayflower or Mua Hills Schools in Africa (Weeks, 1974), but more often 
than not these, like Mumford's case in Tanganyika, were small in scale and 
ephemeral in nature. Widespread and sustained reforms were few and far 
between, but the Western academic model became even more firmly 
established in practice, if not in policy. Following political independence 
the curriculum dilemma retained its prominence in many developing 
countries, with repeated criticism of the Western academic model being 
paralleled by a perceived failure to effect significant change. 
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This raises a number of crucial issues for those considering contemporary 
initiatives of a similar nature. At the most fundamental level attention is 
drawn to the complexity of the curriculum dilemma faced by 
developing countries. Western academic curricula were not always 
transferred simplistically and purposefully. Transfer did occur but alter
native pressures from the educational community, both in the 
metropolitan centres and the field, were far from absent. The nature of the 
'imposition' was also more complex for, as Foster has forcefully argued 
(1965), it was often the clients of education — the students and their 
parents — who rejected locally adapted curricula in favour of the academic 
model. Moreover, supporters of modern variations of the adaptation 
philosophy must themselves acknowledge that they too can be accused of 
attempting to transfer educational policies from the West. The potential 
significance of the latter issue is well demonstrated by reference to the 
American antecedents of the Phelps-Stokes Reports. These derive in part 
from efforts to establish a distinctive and separate 'industrial' education 
appropriate for 19th century black youth in the southern states. Here the 
potential social ramifications of a 'second class' curriculum generated 
bitter controversy and opposition to dualistic educational policies by black 
Americans themselves (King, 1971). 

One key factor in the curriculum dilemma is therefore the issue of dualism, 
for just as the industrial programme was to be offered only to American 
blacks, so too were adapted curricula designed only for the colonised. The 
children of the colonisers received the Western academic curriculum that 
conferred access to positions of power, wealth and status in society. Since 
independence the actors have changed but the game has remained much 
the same. New indigenous elites can be seen promoting agriculturally and 
practically relevant curricula for rural youth, while securing more 
prestigious academic studies for their own children. In Papua New 
Guinea, for example, International schools that follow international 
curricula are increasingly seen as a superior private option for the wealthy 
elite (Smith and Bray, 1985). Politics is thus at the heart of the dilemma, 
for different educational opportunities can so often be seen to lead to 
different chances in life, and those already underprivileged rightly fear 
they will be the recipients of the raw end of the deal. 

The second key factor that we wish to draw attention to at this stage 
concerns the process of educational reform for it is often the case that 
unrealistic social goals (such as the prevention of urban drift), ineffective 
implementation strategies or dependence upon charismatic leaders, have 
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undermined the chances of widespread success from the outset. Such 
factors, for example, contributed to the failure of the "blending of 
cultures" or "rural-bias" policy pursued by Groves in Papua and New 
Guinea; a failure that can also be traced back to the politics of a dualistic 
colonial system. 

Contemporary initiatives 

Before examining contemporary policy and practice it is useful to add 
further conceptual clarity to the debate. With reference to terminology, 
'adaptation' and 'rural-bias' are rarely used as descriptors today. Projects 
embodying many of the underlying principles of such former policies are 
now variously known as 'community based', 'education with production', 
'relevance education' or 'diversified curricula'. Within this spectrum of 
initiatives there are common features and a variety of differences — some 
of major significance, others less so. We can also usefully identify three 
different types of curriculum adaptation. These consist of: changes in the 
factual content of the syllabuses; changes in teaching methods; and 
changes in the social function of the curriculum. Different initiatives may 
undertake one or more of these changes and may, in fact, attempt all three 
simultaneously. 

Perhaps here is a further key to the dilemma, for our analysis of past 
experience suggests that, while all changes may be difficult to implement, 
attempts to change the social function of the curriculum cause the most 
controversy. Moreover, this tends to be the dominant characteristic of the 
projects with which we are concerned here — projects designed to make 
schooling more practical in orientation and more relevant for those 
school-leavers who will not find places in further education and the 
modern sector of the economy. As we have already noted, schooling of this 
nature can be perceived as restricting, rather than creating opportunities 
for upward social mobility. The association of such projects with rhetoric 
that proclaims indigenous cultural content and values along with 'better' 
teaching methods helps facilitate superficial support, but such content and 
method changes frequently perish later, along with the controversial socio
political dimension of the change itself. 

What then does this imply for contemporary initiatives? Are we to 
condemn all efforts to challenge the Western academic model? Will the 
clients of education systems themselves reject any such initiatives? Is the 
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criticism of academic schooling itself misconceived? Or are there realistic, 
acceptable and more relevant possibilities for change in school curricula 
within the Third World? 

Policy makers throughout a wide range of developing countries certainly 
believe school curricula should be made more relevant to the values, 
activities and problems of rural communities as the following chart of 
recent initiatives demonstrates. However, in the light of the arguments 
presented above, perhaps the political motives for such reform vary as 
much as the projects and change strategies employed do. And how are 
recent initiatives progressing, what are their strengths and weaknesses; 
and, given our own experience within Papua New Guinea, what lessons 
can be learned from such endeavours? 

Lessons to be learned 

The chart is designed to facilitate comparison and presents 12 
encapsulated descriptions of recent attempts to adapt secondary education 
in the Third World. This list is far from definitive. Other significant cases 
could be included, but it is felt that they would only amplify the pattern 
presented here. 

The comparisons are revealing in many ways. The international 
dimension of so called indigenous reforms is perhaps most apparent since 
on closer analysis nearly all cases tabled were dependent upon expatriate 
staff; and those in Nigeria, Fiji, Kenya, Tanzania and Seychelles were 
sponsored by foreign donors (who may initiate, appraise, assess, plan and 
impose). The predominance of dualistic systems is also significant (and 
revealing in political terms), as is the absence of systematic after-care or 
follow up support for school leavers attempting to return as productive 
members of their home communities (see also Crossley, 1985). 

Most attempts to change systems at the secondary level have encountered 
serious obstacles because they have been introduced in the context of a 
dualistic system. Of the 12 nations on our chart only two, Papua New 
Guinea and the Seychelles have neither streaming nor a hierarchical 
system of different types of secondary institutions leading to different life 
chances. The reform in St. Lucia was meant to result in a unified junior 
secondary system for all youth, but due to insufficient resources only eight 
of sixteen schools were built, thus perpetuating the elite secondary 
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oo Chart 1 

Attempts to Reform Secondary Education in The Third World 

Innovation, Sponsor 
Country and Date 

Brigades Serowe Brigades 
Botswana Swaneng Hill 
1965 Movement 

Min. Educ. 

Comp. Hi. Sch. West Nigeria 
Nigeria Min. Educ. 
1965 USAID/Harvard 

Jr. Sec. Ed. Min. Educ. 
St. Lucia 
1969 

J. Sec. Sch. Min. Educ. 
Fiji UK Funds 
1969 Private 

Industrial Ed. Min. Educ. 
Kenya (Swedish Aid) 
1969 SIDA 

Nat. Inst. Ed. Media Min. Educ. 
Colombia 
1973 

Objectives 

Training for those who do not 
go to academic schools; education 
with production; integrate theory 
and practice, cost recovery. 

Restructure; relevance education; 
adaptation, academic and practical 
streams in one school, six years. 

Restructure, Jr. Sec. betw. primary 
and academic secondary, achieve 
expansion, diversity, improvements. 

Restructure from 8-4 to 6-(4-2); help 
underachieving Fijian rural students; 
reduce exam backwash. 

Introduce practical subjects in 
academic sec. schools, supplement 
academic courses. 

Combine academic and vocational 
studies in a 2-2-2 multi-track 
programme in high schools. 

Process 

Agricultural and Industrial Work 
teams; block teaching; ad hoc curr. 
integration; development and culture 
studies; dependent on volunteers. 

UK CHS model; Harvard team curriculum 
development; streaming; addition new 
subjects; 1200 pupils new facilities.. 

Three year syllabus; rural locations; 
rural orientation, resource centre; 
objective 16 JSEs, funds for only eight. 

Original plan six, rapid development to 
40; rural educ, approp. craft courses; 
1975 develop 'multicraft' syllabus. 

Four programmes in wood, metal, elect-
rical technology and power mechanics; 
formalized syllabus for each. Volunt. 

Six year multi-track program in selec-
ted high schools, intro. first two 
specialized second two, narrow last 2. 



Practical Bias Min. Educ. 
Tanzania World Bank 
1967 

Pre-Voc. Studies Min. Educ. 
Sri Lanka 
1972 

Community Hi. Schs. Min. Educ. 
Kiribati Private 
1977 

SSCEP NDOE 
Papua New Guinea Provinces 
1978 School Boards 

SNYS 'Villages' Government 
Seychelles Aid Donors 
1981 

ZIMFEP ZIMFEP 
Zimbabwe Min. Educ. 
1981 

Implement self-reliance, meet manpower 
needs, establish pre-vocational 
studies in high school. 

Solve youth unemployment; address 
inequality of educ. opportunity; 
promote economic growth. 

Restructure system (9-3 to 6-4-2), 
vocational orientation, create more 
practical CHS (but maintain KGV). 

Help stem migration; develop more 
relevant education enable youth to 
contribute to rural dev; improve 
teaching; de-institutionalize. 

Radical reform to restructure; 
address inequality; lack of 
knowledge; reduce dependence; 
implement ideals. 

Re-integration of pupils after 
war; relevance education; 
integration of theory and 
practice; production. 

One track program selected sec. sch. in 
either HE, ag, tech. or comm. Academic 
courses plus major in one voc. major. 

Addition of examinable pre-vocational 
courses in Junior Sec. Schools; local 
content to syllabus. 

Separate schools, local character and 
curriculum, suitable to life on iso-
lated atolls (low cost High Schools). 

Pilot schools, intensive school-based 
in-service and curriculum development; 
Core Projects, Integration, Out-
stations, Community Extension, etc. 

School for all 15 & 16 yr olds (4 for 
nation) in 'villages' including work 
study, block teaching, health, sports 
radio, agriculture, industry, etc. 

Schools integrate work and study on 
agricultural or industrial establish-
ments (similiar Brigades in Botswana); 
employment creation officer. 



© Chart 1 continued: 

Country 
Level and scale Follow up 

Economic versus 
academic goals 

Structure 
system 

Subject 
integration Outcomes 

Botswana 
Secondary 
Start 1, later i 

Employment 
in Brigades 

Academic & 
Economic 

Dualism 
(2 kinds) 

Yes Eclipsed by demand for academic 
schooling. Academic schools adapt 
some of FEP approaches. 

Nigeria No 
Gr 7-12 (Focus U&12) 
1 Pilot 

Academic Dualism 
(4 kinds) 

No Streamed best students in Grs 11 
& 12 to take technical subjects, 
copied by private schools. 

St. Lucia 
Form 1 to 4 
Population 

No Academic Dualism 
(2 kinds) 

No Failed to become universal, thus 
selective & competitive. Syllabus 
written & teachers trained. 

Fiji 
Form 1 to 4 
17, 26, 30, 40 

Kenya, US$5M 
35 Schs. (7-10) 
1000 to 2500 

No Academic Dualism No SSEE exam kept due to parental 
(3 kinds) pressures, demands private schools; 

rural/urban & racial splits; 
restructuring fails. 

No Academic Dualism 
(4 kinds) 

No In to elite urban schools, costs 
high (20 p/c); IE unknown to em-
ployers; hi status in schools. 

Colombia 
19 Special Schools 
3% of Sec. Schools 

No Academic Dualism 
(3 kinds) 

No Diversification does not change 
what grades do; same patterns 
as conventional schools. 

Tanzania 
Of 200 Sec. Schools 
% with biases not kn? 

No Academic & Dualism No Training not match jobs; u/e 
Economic (3 kinds) hi agric. grads. costs not match 

benefits; ag. course cheaper. 



Sri Lanka No Academic & Dualism No Parental and elite resistance, 
All Junior Economic (N kinds) manipulate to avoid PVS; abandoned 
Secondary Schools by new government in 1977. 

Kiribati No Academic Dualism No Independence 1979. Terminated fol-
Four Pilot (2 kinds) lowing review in 1980. Return to 7 
572 Pupils yr. pri, two exams. (2nd chance). 

Private CHS continued) 

PNG (5 + 5) 
Pilot Schools 

Seychelles 
Four Villages 
100% 15 & 16 yr olds 

Zimbabwe 
Nine Pilot 
600 

No 
1986 Kagua 

No 

Yes 

Academic & 
Economic 

Academic & 
Economic 

Academic & 
Economic 

Unified 

Unified 

Dualism 

Yes 

No? 

Yes 

Positive evaluation; now in 
extension phase. 

Too early to know, no further 
information; many disasters in org. 
and admin, first two years. 

Insufficient information; Danger 
of having own exam and consequences 
of dualism. 

Sources (in order of country): Van Rensburg (1978), Weeks (1971), Brock and Parker (1985), Hindson (1985), Lauglo (1985), Psacharopoulos 
and Loxley (1985), Narin (1985), Hindson (1985), Crossley and Vulliamy (1986), Lacey (1985), and Fungati (1985). 



institutions. In Fiji and Kiribati the maintenance of elite secondary 
institutions has caused the people to reject both the structural change and 
the examination reform that was attempted (the same situation occurred in 
Solomon Islands). The same pattern occurred in Sri Lanka resulting in the 
demise of pre-vocational studies. 

Streaming tends to negate the intended consequences of curricula change 
because the reform is rejected by parents and teachers for offering an 
'inferior' education. In Nigerian Comprehensive High Schools only the 
most academically gifted students were streamed into practical subjects 
(like mechanics and electronics), but because these were the very students 
who qualified to go on to university the objective of the change was 
defeated. 

In Papua New Guinea, in the absence of streaming of any kind in high 
schools, the practical work introduced by the Secondary Schools 
Community Extension Project (SSCEP) (called core projects) was 
integrated with academic learning. This aspect of the change has helped to 
win its acceptance by pupils and parents as they can see that they are 
improving their examination learning through the core projects. This 
incentive is missing in the other case studies, except for Botswana and 
Zimbabwe where integration is encouraged between productive work and 
subject learning. But in Botswana the dualistic system caused a rejection of 
the reform, and the same could happen in Zimbabwe. 

With reference to the congruence of project objectives and outcomes the 
chart presents a less than optimistic picture. Most initiatives are clearly 
designed to change the social function of the curriculum and ambitious 
social goals dominate. For those that are reported to have achieved 
significant success — and these are few in number — little empirical 
research or evaluation evidence is available. For others, such as SSCEP, 
we should note that documented achievements have been largely confined 
to pilot schools (Crossley and Vulliamy, 1986). SSCEP is, however, an 
interesting example that has made a determined effort to avoid repeating 
some of the most common mistakes made within this field; it is also a 
project that differs from other cases in a number of crucial ways. 

It is therefore in the light of our own evaluations of SSCEP, and with a 
detailed awareness of experience elsewhere, that we attempt to draw 
together some of the more fundamental lessons to be learned by 
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practitioners and academics alike. 

The most basic lesson, and one that has been emphasised before (Foster, 
1975) is that, in the field of curriculum adaptation, those involved in 
contemporary projects can learn as much from the past as they can from 
each other. This is not to encourage the simplistic transfer of ideas from 
one period of time or one cultural context to another. Insights can be 
gained from the experiences of others but specific educational projects 
must also be tailored to the actualities of context both at the macro 
political and economic levels of society and at the micro level of local 
community, school and classroom conditions. A commonly repeated 
mistake made by project developers is, for example, to overload practising 
teachers with new roles; a mistake that ensures both resistance and failure 
in practice. 

This leads to a second point, that of the importance of achievable targets, 
for many initiatives of this nature have foundered upon unrealistic social 
goals. Changes to the school curriculum may contribute to the 
amelioration of social problems (such as problems of the young school 
leaver, migration and unemployment) but they cannot solve such 
problems alone. Unemployment is an economic problem that cannot be 
solved by school systems, though in Sri Lanka, Botswana, Tanzania, 
Seychelles, Zimbabwe and Papua New Guinea, educational reforms were 
given such objectives. In Papua New Guinea, however, the rhetoric of 
SSCEP was quickly altered following the innovation's approval by 
parliament, and its objectives became more realistic in this respect. 

There are also problems with evaluations of reforms that adopt ambitious 
social goals as the criteria for success. This is because evaluators are 
predisposed towards a negative judgement from the outset. This is, for 
example, one of the more disquietening aspects of an otherwise valuable 
and interesting World Bank evaluation recently completed in Colombia 
and Tanzania (Psacharopoulos and Loxley, 1985). With some sympathy 
with Sinclair and Lillis (1980) we would therefore contend that at least part 
of the rationale for "in-school relevance programmes would thus seem to 
be the direct affirmation that a curriculum which includes these 
programmes is more balanced than one which does not" (1980: 163-164). 
More modest educational goals, such as this, emphasise the content and 
methods changes that come more squarely under the control of teachers, 
schools and education systems. Even so, qualitative changes of this nature 
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are still difficult to achieve without a systematic and co-ordinated 
implementation strategy. The successes of SSCEP, for example, can be 
partly attributed to the intensive guidance and support of the mobile head
quarters team, and the care taken to ensure that changes made did not 
threaten students' perceptions of their chances in academic examinations. 
Examinations, as Dore (1976) and Oxenham (1985) have clearly 
demonstrated, hold considerable potential to facilitate or hinder 
curriculum change, and this is especially so for initiatives that imply a shift 
away from academic criteria. 

More radical changes to the social functions of education (as comparative 
educationalists have long pointed out) must be accompanied by socio
economic changes of a similar scale if they are to achieve success. In this 
respect it is to the Tanzania, Zimbabwe and Seychelles examples in our 
chart that we should return for further study. Politics thus emerge as a 
pivotal issue in the debate, for political factors very considerably 
determine the motives for, and the nature of, curriculum adaptation. Our 
own limited selection of contemporary initiatives shows, for example, how 
apparently similar projects can be favoured by nations with vastly differing 
political ideologies. But there are significant political differences. Socialist 
states may wish to promote education with production for all as a means of 
furthering social change and national development. On the other hand 
capitalistic societies may support similar initiatives (usually for the 
majority and not the elite) as a means of preserving the status quo. As 
critical sociologists, such as Apple (1982) and Bourdieu (1971) argue, this 
perpetuates the process of social and economic reproduction. However, as 
we have already argued at length, dualistic measures encounter 
particularly strong opposition. 

To conclude, we would reiterate the point that curriculum change is a 
difficult thing to effect in practice, especially when academic standards 
appear to be threatened. The international transfer of educational 
innovations is also a complex issue and one that hides in many different 
disguises. While criticism of the Western academic model of education 
may be well founded, many alternative models currently proposed for 
developing countries (be they capitalistic or socialistic) are themselves as 
much an international commodity originating from the West as they are 
indigenous responses to perceived problems. 

54 



References 

Advisory Committee on Native Education in British Tropical African 
Dependencies (1925) Educational Policy in British Tropical Africa, cmd. 2374, 
London. 

Apple, M.W. (1982) Cultural and Economic Reproduction in Education. Henley: 
Routledge and Kegan Paul. 

Ashby, E. (1966) Universities, British, Indian, African. Cambridge: Harvard 
University Press. 

Bray, M. and Smith, P. (eds) (1985) Education and Social Stratification in Papua 
New Guinea. Melbourne: Longman Cheshire. 

Bray, M., Clarke, P.B., Stephens, D. (eds) (1986) Education and Society in Africa. 
London: Edward Arnold. 

Bude, U. (1983) 'The Adaptation Concept in British Colonial Education.' 
Comparative Education 19, 3. 

Bourdieu, P. (1971) 'Systems of Education and Systems of Thought,' in M.F.D. 
Young (ed), Knowledge and Control: New Directions for the Sociology of 
Education. London: Collier Macmillan. 

Brock, C , Parker, R. (1985) 'School and Community in Situations of Close 
Proximity: the Question of Small States,' in K.M. Lillis (ed) School and 
Community in Less Developed Areas. Kent: Beckenham, 42-56. 

Crossley, M. (1984) 'Education and Productive Work: A Comment on Recent 
Additions to the Literature.' Papua New Guinea Journal of Education 20, 117-
127. 

Crossley, M. (1985) The Transition from School: A Case for Co-ordinated 
Support. Paper presented at the Tenth Extraordinary Meeting of the Faculty 
of Education of the University of Papua New Guinea, Goroka. 

Crossley, M., Vulliamy, G. (1986) The Policy ofSSCEP: Context and Development. 
Education Research Unit, University of Papua New Guinea, Report 54. 

Dickson, D.J. (1978) 'W.C. Groves: Educationalist,' in Griffin (ed) Papua New 
Guinea Portraits : The Expatriate Experience. Canberra: Australian National 
University. 

Dore, R. (1976) The Diploma Disease. London: Allen and Unwin. 
Foster, P.J. (1965) 'The Vocational School Fallacy in Development Planning,' in 

C.A. Anderson and M.J. Bowman (eds) Education and Economic Development. 
Chicago: Aldine. 

Foster, P.J. (1975) 'Dilemmas of Education: What We Might Learn from the Past,' 
in J. Brammall and R.J. May (tAs) Education inMelanesia. University of Papua 
New Guinea and Australia National University. 

Fungati, M.T.L. (1985) ZIMFEP's Experience in Establishing School Leavers 
Employment Creation Programmes. Conference Paper, Youth Programmes 
and the Transition from School to Work, Wageningen. 

55 



Groves, W.C. (1936) Native Education and Culture Contact in New Guinea: A 
Scientific Approach. Melbourne: Melbourne University Press. 

Hindson, C. (1985) 'Post-Primary School Non-Academic Alternatives: A South 
Pacific Study.' Comparative Education 21,2,135-156. 

King, K. (1971) Pan-Africanism and Education. Oxford: Claredon Press. 
Lacey, C. (1985) 'The Seychelles National Youth Service,' in K.M. Lillis (ed) School 

and Community in Less Developed Areas. Kent: Beckenham, 171-192. 
Lauglo, J. (1985) 'Practical Subjects in Kenyan Academic Secondary Schools: A 

Summary of the General Report.' Stockholm: Swedish International Develop
ment Authority. 

Lillis, K.M. (1985) School and Community in Less Developed Areas. Kent: 
Beckenham. 

Lillis, K.M., Hogan, D. (1983) 'Dilemmas of Diversification: Problems Associated 
with Vocational Education in Developing Countries.' Comparative Education 
19, 1. 

Makwati, D. (1985) Views on My Experiences of Boitheko in Serowe, Botswana. 
Conference Paper, Youth Programmes and the Transition from School to 
Work, Wageningen. 

Mumford, W.B. (1930) 'Malangali School,' Africa 111,3, 265-292. 
Nairn, A. (1985) 'Change of Curriculum = Change of Attitude? A Discussion of 

Recent Attempts in Sri Lanka and Britain to Inject Pre-Vocational Studies 
into the School Curriculum,' in K.M. Lillis (ed) School and Community in Less 
Developed Areas. Kent: Beckenham, 193-216. 

Oxenham, J. (ed)(1984)Education Versus Qualifications. London: George Allen 
and Unwin. 

Phelps-Stokes Fund (1922) Education in Africa: A Study of West, South and 
Equatorial Africa by the African Educational Commission. New York. 

Phelps-Stokes Fund (1925) Education and East Africa: A Study of East, Central and 
South Africa by the Second African Education Commission. New York. 

Psacharopoulos, G., and Loxley, W. (1985) Diversified Secondary Education and 
Development: Evidence from Colombia and Tanzania. Baltimore and London. 

Sinclair, M.E. and Lillis, K. (1980) School and Community in the Third World. Kent: 
Beckenham. 

Smith, P. and Bray, M. (1985) 'Educating an Elite: Papua New Guinean Enrolment 
in International Schools,' in M. Bray and P. Smith (eds) Education and Social 
Stratification in Papua New Guinea. Melbourne: Longman Cheshire, 115-145. 

Thompson, A.R. (1983)'Community Education in the 1980s: What Can We Learn 
from Experience?' International Journal of Educational Development 3,1,3-17. 

Van Rensburg, P. (1978) The Serowe Brigades: Alternative Education in Botswana. 
The Hague. 

Williams, F.E. (1935) The Blending of Cultures: An Essay on the Aims of Native 
Education. Anthropological Report Issued by the Government of Papua, no. 
16. 

56 



Weeks, S.G. (1969) 'Agricultural Education in Africa.' Rural Africana 9, 49-61. 
Weeks, S.G. (1970) 'Kujitegema and Ujamaa in Tanzania.' Africa Today 17,1,12-

15. 
Weeks, S.G. (1971) 'Innovation in Education: Comprehensive High Schools in the 

Western State, Nigeria,' in University of East Africa Social Science Conference 
1968-69, Kampala. 

Weeks, S.G. (1974) 'Community Schools in Africa: Is There a Lesson for Papua 
New Guinea?' Papua New Guinea Journal of Education 10,2 October, 39-49. 

Weeks, S.G. 'Education for Village Life?' International Journal of Educational 
Development, forthcoming. 

57 


