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PREFACE

s

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

Perhaps it is not remarkable that the demands have been exerted so
consistently on such a variety of nations, nor that the response to them
has for the most part been so gquick and positive. The nations examined
in this book are remarkably similar in that all have a long and honour-
able tradition of public education, an industrialised economy and a
high standard of living. At first glance it even appears that their
solutions to the problems posed by recent educational demands are un-
usually”similar: structural reform, curricular reform, compensatory
and/or individualised learning systems -~ examples of each are easy to
find in any setting. Yet a cleser reading ol the five case studies
reveals wide and interesting variations: in priorities, in perceived
solutions, in strategies evolved or developed to implement them.

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

An explanation of this point can be found by comparing, even
superficially, Scandinavian countries such as Norway and Sweden on the
one hand and the United States of America on the other. At least from
the viewpoint of the outside observer, Norway and Sweden have much in
common. Both relatively small in terms of population, they can also
claim a remarkably unified social and value structure. Furthermore,
their style -~ if such a generalisation can be made -~ seems to be to
have a clear idea of goals and then to set about methodically reaching
them. This process is aided by the existence of strong ceniral govern-
ments which are able to plan and to legislate with a reasonably clear
assurance that what they propose will be achieved. Thus there exists in
Norway the National Council for Innovation in £ducation whose mandate
it is to make reality of reform laws passed by the central Parliament.
The Parliament, concerned in recent years with "large questions of the
role of schools in Society", and sure enough of its constituency, has
concerned itself largely with structural reform and new curricula - on
a national scale, )




The situation in the United States is quite different, even if the

- question of relative size of total population is ignored. The American
federal government is based on a system of checks and balances so fine
that it is often hard to determine either the source of impetus or its
ultimate manifestation. The situation is furtner complicated by the
well-protected existence of states' rights - particularly the control
of education - and, once the issue of taxation is raised, by municipal
and regional claims as well. Perhaps more important, the rich diversity
of the American population inevitably means conflicting social and
ethnic interests, values, and views of national priorities. The past
decade of American life has indeed been one of fast-changing gcals and
objectives and of massive social upheaval. Much of the upheaval has
connected itself to education and made demands accordingly: in the light
of this political and social background, it is not surprising that
American educztion responded by producing such a varieiy of innovations
in every area and at every level that the final array can be quite
bewildering, whilst at the same time providing a vast reservoir of .
experience for others.

England and the Federal Rpublic of Germany likewise'provide difier-
ences quite distinctly their own. liriting of her own country's approach
to recent educationzl change, the author of the English case study notes

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

in the most general sense which inspired  the last major education
act: the need ‘o widen opvortunities and eliminate the poverty

both of indivicual children and of the public provision of education
(1). There is no national plan for education, no law which specifies
where development is necessary as in some OECD countries. There is
almost no theory. The poini is characteristicelly made in a recent
ma jor report on education (2): 'We invited the help of a number of
distinguished educationists and professors of educational pnilosophy
«e. They all confirmed the view that general statements of aims
were of limited value and that a pragmatic approach to education
was likely t0 be more fruitful.'"

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

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




I. THE NCIE

History of E2ucational Reform, 1935-~1969

During the ll-year period from 1935 to 1946, five education acts
in Norway attempted to unify the diverse elements of the education
system, While the objectives were clear, the results were not always
satisfactory, and many problems remained unsolved; so in 1947, the
'Coordination Committee for the Schools System' was formed. But during
its five years' existence, it became clear .hat coordination of the
present school system was not enough to solve all Norway's educational
problems, The CCSS pointed out that new solutions must be found by
systematic research and experiments in schools.

In 1954, the Royal Norwegian Ministry of Church and Education
sponsored a special bill for innovation in education, which was passed
in the Norwegian Parliament (Storting) on 8th July, 1954 (see Appendix
1). This made systematic research the basis for innovation in education.
It was hoped, thus, to enable the education system to keep up with rapid
changes in society. The former system of innovation instituted by CCSS
evaluation and reports had been found time-consuming and inefficient.
Structural changes in education had often occurred too late, amd
teaching was thought to have suffered from a lack of systematic research.

The Act appiies to the whole of the Norwegian educational systen,
including general, vocational and teacher educaticn. So experiments -
on the structure of the system are no longer blocked by divisions in
the structure, Curricula, teaching methods and administration are also
tackled, with change following experiment. In order to coordinate and
direct both experiments and government evaluation and re orts, a central
administration was set up under the Ministry (see Fig. 3). It works in
close cooperation with the Norwegian Research “ouncil for the Sciences
and Humanities (NAVD) and other research institutions.

The National Council for Irnovation in Education (NCIE), which is
attached to the Primary School Division of the Department of General
tducation, has advisory authority. All proposals for resecarch and experi-
ments are evaluated by NCIE, which is made up of experts in both educa-
tion and research. Before any accepted proposal can be put into effect,
it must be submitted to the 'expert advisory council® of the particular
division in the Ministry concerned. Initiative for research can come
from the administration, or from schools, or even from individuals. The
Ministry takes the final decision, and the NCIE has then the full auth-

or%ty to manage the experiments and development projects. (See Chapter
Iv).

The Act provided for two new bodies - NCIE (originally it had seven
members but since 1968, nire members), and the sacretariat of }CIE.
Both were established in 1954, but their inzrluence was not very strong
until the sixties: at first they sutfersd from lack of both funds
and recognition. But now the secretariat has abcut 30 staff members
and supports several part~time specialists, such a3z directors of
experiments, research workers, consultants and technical production




staff. Also, in 1970, some 1,000 teachers were working under contract
on NCIE experiments.

Phe first experimental work of the Council was an attempt fo unify
the lower secondary level of educaticn. Experiments led to a new law,
the Elementary Schools Act, which was passed on 10th April, 1959: for
the first time in Norway there was a common law for both city and rural
districts. This law also made it possible to extend the seven-year
elementary school to nine years of compulsory education (usually seven
years of elementary school and two or three years of 'comprehensive’
school - an optional tenth year was also made possible). This extensive
reform - leading to the nine-year school - certainly seems tne most
important educational reform in Norway this century: it was to be
carried out by the NCIE.

Its success, particularly for the valley districts, can already
be seen in the steadily increasing number of young people who are
choosing to stay on at schcol beyond the leaving age of 16,

Before 1954, Norway had different laws for rural and urban commun-
ities. BEducational opportunities varied considerably from one area to
another according to local regulations and the condition of the local
economy. After the seven-year elementary school, access to the next
level of education (continuation school and junior high-school) was
determined more by socio-economic background than by ability.

The first move was to put together the continuation school and
junior school under one roof, still on a separate course basis. Then
gradually the NCIE began to work on the reorganisation of the curriculum
and the reduction of distinction between students choosing the general
course and those choosing the vocational course (see Fig.2).

The greatest problem was the organisation of pupils in the main
written subjects in the new comprehensive schools. The first attempt to
solve this merely divided the students into two groups - those following
the general course and those following the vocational course. But it
soon became apparent that the level of ability within these two groups
was not homogeneous. The second attempt divided the subjects into three
levels of difficulty ~ allowing only those who followed the most
difficult course into the senior high-school (gymnas). This system has
not been entirely satisfactory either, as parents have tended to want
their children to learn at the most difficult level. So since 1965, the
NCIE has been experimenting with teaching/learning systems which allow
instruction to be geared to thc individual to a large extent.

During the period of reform, organisational and structural changes
have led to experiments in teaching methods (see Section V). Among these
are: preparatory classes in English given by teachers with little or no
knowledge of English with the help of teaching/learning systems; teaching
groups of different sizes; remedial classes; optional subjects; pro-
grammed learning for mathematics; individualised learning in Norwegian
and mathematics; adding part-time work to vocational training courses.
The reform of compulsory education has inevitably shown the need for
reform of teacher education: experiments in the colleges started only
in the sixties, and restructuring has been considered only in the past
few years.




Early in 1969, the Council. published a three—year plan; an outline
of the plan is given below.

l. Intensified experiments at the elementary school level, with
emphasis in three particular arsas:

a) pre-school and elementary instruction

b) problems of streaming (including individualised pfojects)
c) problems of education in sparseiy populated areas.

2. Reform at *the senior high-school level, with experiments in
the following areas:

a) new senior high-school model
b) combined vocational and senior high-school.
5. Continued experiment and reform in teacher training colleges.

4, Intensified reform in special education.




II. OBJECTIVES OF REFORM

An attempt is made in the following section to present the general
tendencies of experiment and reform; it is assumed that the type ond
extent of the tasks confronting Norway in the next few years will emerge
from this picture. It should be recognisazd that the objectives described
may be dictated by national considerations and, of course, that the aims
and direction of change affect the strategy chosen.

Presumably, the common denominator in the extensive reforms under-
taken is democratisatvion, the desire to attain a socially equal educa-
tional system in which each individual student is given the optimum
oppcrtunity for growth.

The objective of equal opportunity for all in education has
profound social, economic, educational, psychological and political
consequences. To attain this godl, not only external structural measures,
but also changes in the nature of opportunity itself are necessary.

This xind of change is only possible if a general positive attitude and
political willingness for improvement exist. /inother necessary pre-
condition is that the situation favours research and experiment, with
the real possibility that implementation of improvements in the educa-
tional system may result.

Norway, like many other OECD countries, has made great changes in
ner educational system, These changes have taken place mainly in the
elementary and lower secondary school. At the present time, Norway is
concentrating on the problems of the senior high school, higher educa-
tion and teacher training. Another. central consideration in Norway is
the schools for handicapped children, and there is reuson to believe
that it will rema.a so in the next few years.

The direction and objectives of current Norwegian experimental
activities in education are summarised under the following nine general
subjects: structural changes; learning process; curriculum; role of the
teacher; evaluation of student achievement; physical facilities and
equipment; organisation of the school; the role of the school in society.

Structural changes. Vith other Buropean countries, Norway is continuously
working on structural reforms. The 9-year comprehensive stchool was brought
into operation in 1954. Current development in this field concentrates on
the upper secondary .~hool system with a coordination or an integration
of the vocational schools and the gymnasium. Structural changes will also
take place in teacher education, in the decentralisation of universities
and in the new forms for post-secondary and recurrent education.

Experience gained from the 9~-year comprehensive school reform has
clearly shown that structural change alone does not fulfil the goals
of the reform. It is essential that developments in curriculum and in
educational technology take place at the same time. This, however, means
putting more resources into development work than has, until now, been

possible, (;7
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The goals for structural reforms are pnliiical, social, educational,
cultural and individual. As a main goal, access t0 further education is

. probably the most important. In this connection equality of educational
opportunity is the main focus. Thcsz are, of course, also educational
goals like establishment of flexible systems in which students do not
meet irrelevant barriers. This again, of course, has implications for
social mobility, and possibly also for the economy (at least for the
individual economy). °

One important aspect of structural change in Norway has been local
school development. This is due to the fact that a mere compirehensive
system with less streaming into different types of schools enables
smaller communities to have their own school. In a sparsely populated
country like Norway, this is an important goal in itself.

Learning wrocess. Today there is a more open attitude towards the
individual's creative possibilities. This is true not only in aesthetic
and practical subjects, but also in other fields such as the natural
sciences, mathematics, -ethics and social subjects.

A positive evaluation of the creative elements in the learning
process would have consequences both in educational methodology and
evaluation. Unfortunately, there is still a large gap here between
intention and reality. Conscious effort is needed in order to retain
and promote a general recognition of the more spontaneous motivations
(curiosity, the desire to create, interest, etc.) and a watchfulness
is needed so that the more external motivations (pressure from parents,
marks used as punishment, etc.) are not allotted too much importance
in the school's life and activity.

Most EBuropean countries still live with an 'encyclopaedic' school
tradition. The rapidly increasing treasury of knowledge and changes in
living conditions have necessitated the development of principles for
selectioa of material in which ability to gain knowledge is given greater
emphasis. XKnowledge, in the traditional sense of the word, is then given
a secondary position in relation to ether aspects of education. Learning
with insight and through logical thinking is favoured over more or less
mechanical processes. Emphasis, particularly in the natural sciences,
is placed more on inductive learning in which the students' own
discoveries of the prohlems are central.

Within individual fields of study; also a shift can be seen from
the subject matter itself to the development of proficiencies. Greater
emphasis is placed on oral proficiency, both in the mother tongue and
foreign languages; on ability to assimilate knowledge through new media
like television; and on mathematical reasoning as in "modern mathematics".

Today the school is taking on greater responsibility for social
education. This requires greater emphasis on methods and activities
which promot2 the child's ability to gradually become independent and
to lead an irdependent =ocial l:ife in a group activity.

large demands and greater responsibility are placed on individual
members of a highly developed industrialised society. The school
recognises that such responsibility can only be borne by an individual
who has high perscnal morals. A sense of responsibility and of eihical




Aruitoxt provided by Eic:

behaviour are not achieved by authoritarian directives towards specific
goals, but ratner by developing the individual's ability to take an
irdependent attitude towards life. This can be promoted by, among other
things, greater responsibility for personal learning and independent
work in smalier groups.

It should be the task of the school to providie students with
experiences that increase opportunities for making inteliigent choices,
The human being is confronied today by far more numerous and more
complicated decisions than ever before and therefore some preparation
is necessary. Students should be taught how to make these decisions.
However, well-intentioned advice and prescriptions are of littie use
in stimulating tnis kind of development.

Curriculum. The curriculum must be interpreied as something encompassing
more than a certain amount of knowledge. It must be defined as +he
school's total life in which proficiencies and attitudes, the ability

to lexzrn and the acquisition of working methods, etc. are integrated
parts of the whole,

The growin; volume of knowledge and other rapid changes in society
have led to ienewed consideration of the choice of teaching material.
Today the "normal" school curriculum is in a state of constant revision,
The exacting demands of our age reguire that the subject matter studied
be actually representative and be able %o grovide inzights into life
which are wvalid bvoth for siiuations beyond the school community and for
tomorrow.

Teaching/learning svstems. In Norway, most of the develorments in

education are directed towards ihne develogment of new teaching/learning
systens. Resources for inuovation have increased and efforts are veing
coordinated to create these changes. This tendency makes possibvle an
individualisation of studies which was previously difficul{ to put into
practice,

Teaching/learning systems may be defined as those where a definite
method of instruction, advanced subject material and a systematic
instruction organisation are closely combined. As a prerequisite, such
a system is tested on studenits before it is implemented. Development
work in tThis field is based partially on the methodology of self-
instruction and only rarely itakes the form of programnmed instruction in
the usual sense of the word. However, it does retain the most important
elements of the "instruction technolozy" that has been developed from
prosrammed instruction.

Advanced learning aids systems have proved very expensive, Fusther-
more they require expertise in areas that have previously been given
very little attention in the production of teaching aids, require
co-operation among research, production and testing, and make new demands
for co-operation between the publishing company and the national
authorities,

There is also a tendency towards making the size of work and
instruction groups more flexible. Both large and smaller groups of
various sizes are being used according to the type of learning situation.
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The class as the only study group is disappearing. Replacing it to an
increasing degree will probably be flexible scheduling wnich will allow
different learning situations.

Role of the teacher. The role of the teacher is undergoing rapid cnange.

From being the recognised source of xnowledge and the "examiner", the
teacher is becoming more of a guide, a2 source of inspiration and an
orsaniser of knowledge for the students. The teacher's new role leads
to specialisation within the teacning staff, which again leads to
"team-teaching" and other forms of co-operation among teachers. In his
role as group leader, the teacher retains much of the oral contact he
previously had as a teacher of a whole class.

ilew objectives, changing rsquirements for knowledge, protficienciles,
attitudes and teacning methodology are having a profound efiect on the
role of the teacher. In the early stages of development work on teaching
methodology, the emphasis was often to too great a degree cenired upon
teaching aids. Later developments have tried to treat the entire process
of learning as a whole, taking into account elements such as inter-
personal relationships, the acquisition of knowledge, and other aspects
of the school's objectives.

As the elumentary process of acquiring information becomes
gradually depenient on supplementary means of prasenting material, the
ieacher musi taike a role in the projects that cannot Le handled as well
in any other way. The function of the teacher as a guide is particularly
that of helping students with self-criticism, primarily ofX their own
acnievements, promotins creativity and encowrazing the formation and
development of personal visws. As the organiser the teacher must
constantly help the individual stuudent to find those teaching alds
vhich are most suitable to the particular situation.

dvaluation of student achievement. Because of the retro-active effect

that tests and examinations nave on instruction and the importznce which
evaluaticn has ror the individual pupil and society as a whole, all
developmen: work in school should be accompanied by an efrort to Iind
forms of evaluation that are in accordance with the objectives of the
school system. The changed objectives described in the above paragraphs
must also lead to a new consideration of the role of evaluation in the
learning process.

The most important aspect of new thinking in the field of evaluation
is the creaiion of a system for continuous evaluation, which would
effectively help the student in ihe process of learning. cmphasis is
placed on the fact that the measurement of resulis is to serve to inspire
the student and give him the possibility of evaluating his own achieve-
ments. Diagnostic tesks play an important role in more advanced
instruction programmes, particularly in the teaching/learning systems.

Just as important is the fact that a continuous evaluation system
would offer feedback %o the instruction system, providing greater

possibilities for worthwhile change. Typically, exranded work on eval-
uation methods leads to work on goal analyses.

- 14 -~
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In most countries examinations have served as the criterion for
selection for further schooling and placement in employmeni. Today
attention should be focused on both examinations and the school as a
whole as the selective mechanism in society. There are many indications
that the traditional examination determines distribution ability only
to 2 very small degree. The necessity for systematic efforts to arrive
at suitable admission tests with the greatest possible relevance te
those demands which will be made of the student in future situations
is becoming evident.

Physical tacilities and equipment. Today there is a tendency to use

school buildings and equipment during more of the working day. There
are examples of the utilisation of buildings for up to 10 hours a day.
This is partly due to evening instruction, partly because of study time
at schonwl, hobby activities and adult education.

With changes in teaching methodology, the physical layout of school
buildings is also changing. The tendency is towards the greatest poss-
ible flexibility. The typical classroom will probably be less used,
while larger rooms are becoming more common. This makes groupings poss-
ible either in an ordinary size classroom or in groups or various sizes.

The production of eguipment for schvuols is becoming 2 big industry.
In some countries emphasis is placed on very expensive equipment, as
for the natural sciences. Other countries choose an intermediate solu-
tion in which some advanced equipment is combined with reasonably priced
equipment, wnich has even been partially produced by the students them-
selves. It seems that the utilisation of special equipment varies con-
siderably from school to school. The author thinks that the equipment
should be looked upon more closely as an integrated part of a learning
system.

Orzanisation of the school. In Norway,the organisation of the schooli

has traditionally tended to be rather static. Therefore, it is necessary
to increase self-government of the individual units and crezte an organ-
isational system with a dynamic structure.

With the changed role of the teacher and a different kind of
teaching methodology, students find themselves in a new position in the
organisation of the school. "Student democracy", i.e. increased rights
for students in the decision-making process, is a question under current
consideration. Tnis question, however, is a part of the question of
"school demociacy", and should be seen in this context.

«ithin the individual school, there is a tendency towards greater
job specialisation based on special training for ihe various categories
of staff (and not the least the school authorities). Co-operative
routines are developing amon3 the various members of the scnool staff
and between the staff and institutions outside the school.

Role of the school in society. The school is no longer considered to be
a closed social system in Norway. Instead, attempts ars being made to
find areas of contact with th: scciety around it, both in the loeal
community and in the life of the society as a whole. In the locnl

- 15 -
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community, co-operation is being developed for leisure time activities,
between teachers and youth leaders, between school and home, etc. In
some countries, such co-operation is regarded as an integral part of
the educational plan itself, and tendencies in Norway indicate a devel-
opment in this direction.

Contacts with society in general are 21so being sought. Represent-—
atives of society as a whole participate directly in the designing of
the school's curriculum. This is true for the initial drawing-up stage
as well as for the process of constant revision of curriculum plans.
The "practical vocational orientation" in Norway is one example of this
development.




IIf., STRATEGI®S OF THr NATIONAL COUNCIL
FOR INNOVATION IN EDUCATION (NCIE)

The expert advisory council called the NCIE was formed to regu-
larise the procedure of experimentation and reform of the entire school
system and bring control under one administration. It was further under-
stood that the NCIE was not only to make administrative decisions about
the reform of the school system, but also to experd resource and per-
sonnel to carry out these decisions.

The first project of the NCIE was plarning for the development of
the 9-year school. The strategy used in this process was, for the most
part, the traditional method of central planning and control carried
over from the 1947-1952 pericd when the CCSS was in operation. The
attitude persisted that it was possible to realise changes in the school
system under previously devised reform plans.

The NCIE recognised, of course, that this strategy could only be
- successful if planning were based on pedagogical realism and on good
curricula. The planning stage was therefore followed through by several
publications on principles and practice for the 9-year school and
teacher training.

All work was carrieu out at the NCIE rather than in the schools
themscelves, Teachers and other experts were vrought in as consultants.
All avaluations, decisions and changes were made at the NCIE,

There was a great deal of disagreement btoth as to the principles
and the :actual form of the 9-year school. The communities themselves
were allowed to choose whether they would introduce the 9-year school
or not. However the NCIE retained responsibility for the method in
which this was to be carried out, the objectives of instruction, the
form of organisation, the curricuwlum and the kinds of examination.

By 1964 the strategy of the NCIE had begun to change, the extensive
reform of the school syztem in the form of the 9-year school had re-
vealed a number of pedagogical problems, and work of a more systematic
practical nature was begun.

The strategy of systematic experimentation in the schools can only
be undertzken in close co-operation with the teachers of trose schools.
This co-operation necessarily leads to an intimate dialogue on prin-
ciples and practical possibilities.

The starting point for this strategy was the use of the "dissemin-
ation theory", which may be defined as a change-strategy where cen-
trally planned reforms are implemented and disseminated throughout the
whole system. The purpose of using this strategy was to bring about
changes which could lead to reform of the whole educational system.
(See Chapter V for further details).



In principle, this strategy leads to co-operation with the
teachers in the schools. In actuality, however, such was the case with
only a relatively small number of teachers and schools. Usually tue
NCIE has itself taken the initiative for the practical experimentation
projects.

The introduction of change means thnt teachers are given extra
work that may often be a great burden. This requires read justment and
expenditure of time and money. Therefore, the strategies of reduced

teaching duties and added economic compensation were triec as a moti-
vation for experimental activities.

The strategy of reduced teaching load was first used during the
early period of introduction of the 9-year school. The teaching time
for all teachers was reduced by one hour a week to ease the problems
of readjusiment. This nour was used Ior co-operative work among the
teachers and for supplementary and further education in informal groups
in schools.

During the later period of practical experimental work, each par-
ticipatins teacher was given a reduction in teaching duties for every
course given according to an experimental plan.

The strategy of economic compensation was used vhen the experi-
mental work was accompanied by special projects: for example, the
construction of materials, report work, evaluation, etc. Compensation
was either in the form of additional money or periodic leave of ateence of
about a week at a time. However it is obvious thai economic means only
partially compensate for the exira work whicin confronts the teacher in
the process of change.

To what degree is economic compensation or reduction of teaching
duties the right means to use to movivate teachers to undertake experi-
mental work? To what degree can the teacher be expected to readjust to
new daily work and to what degree must exira financial compensation be
used to motivate experimental activities? The NCIE has long been aware
that these questions must be considered in relation to the whole role
of the teacher.
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IV. ASSESSMENT OF THis STRATEGIES AND
ACCOMPILISHMENTS OF THE NCIE

The following critical analysis is based solely on the personal
Judgement of the author. A systematic assessment %o explore, for example,
the views of teachers, parenis and other interested groups, has not yet
been undertaken.

Position of the INCIEK in the MCE. The Innovation in Education Act gives
broad powers to the central administration to make changes in the school
system. In the author's opinion, the major changes in the development of
the Norwegian school system are mainly due to the position which the
KCIE vas given in relation to the MNinistry of Church and Education (the
decision-meking body) and to the school system (%the operative body).

In Norway an organisation for research and experimentation is
usually either attached to a university or exists independently. It
normally has a "safe” pozition with a great deal o: freedom ir %he trad-
itional sense, wnich is often at the expense ¢f its ability to take
action. The NCI: however, in addition to iis research and experimentation
functions, has been given unusuzl powers to act to change the school
system. 1 this is desirable as a main objective, the position of the
NCIE in relation to the MCE and the school system has been vwell chosen.

The NCIE is an advisory body t» the MCE. In practice tnis has meant
that the NCIE has had executive zuthority in the implemeniation of the
S-year school reform. The HCE takes the final decision on KCIE proposzls,
but in reality has been devendent on the educational expertise of the
NCIE,

Followinz the resolution in the Storting on the principles of
reform for the S-year school and particularly since the Zlementary Schools
Act of 10th April, 1959, the iCIE has in practice acted as an adminisira-
tive body for putting the 9-year school into operation. This has led to
direct contact with communities, schools, and teachers. From the point
of view of the IICIE, this contact has seemed quite satisfactory ani had
made possible a flexible readjustment to new problems.

The NCIE has been given a strong organisational position for imple-
menting change which was previously politically determined. However,
every reform activity in the school system confronits the NCIE with pro-
blems of evaluation. In all administrative, organisational, economic,
social and educational evaluations there is a choice between aliernatives.
The administrative body thereby has a decisive influence on the direction
wnich the reforms take. The guestion is to what degree the KCIE, in its
organisational position, has managed to solve this problem in a factual
and objective manner.

In addition to the aim of implementin; reform, every organisation
for research and experimentation must have a further objective. Its
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task is not to make changes without delay, but to introduce improvements
in the school system based on the intentions whicn the peoples' repre-~
sentatives had for the reform. Clearly the capacity for objective evalu-
ation is required. This raises the question of whether an organisation
responsible for implementation oi reform can, at the same time, be com-
pletzly objective in relationship to the practical results.

The main criticism of the activities of the NCIE is that during its
first 10 years it was too limited by its organisational position (in
regard to the MCE and the school system) and that it did not have an
adequate capacity for objective evaluation. In addition, reforms meeting
major aims were often implemented in spite of the obvious negative
effects they could have.

The difference besween an organisation for research and experiment-
ation and an administrative organisation should be that the former
remains free of political pressures, in so far as practical and objective
experience shows that intended aims cannot be achieved. In the author's
opinion, the organisational attachment of the NCIE to the MCE has been
a weakness in this connection. The NCIE has not managed to differentiate
adequately between change and improvement. This becomes most obvious in
the implementation of socio-political aims.

Barly in the reform work, the attitude of the political bodies was
marked by relatively simple optimism with very few criticisms of an edu-
cational nature. The author believes that later develorments have shown
that even political aims can be achieved but that their accomplishment
must be based to a far greater degree on research and practical experi-
mentation. .

School reform. A school undergoing a continuous process of development
is one in which work must constantly be in a state of revision and im-
provement. To make this possible there must be an organisaiion that has
the power and capacity to carry out improvements and the ability to make
critical objective evaluations.

Curriculum requirements change rapidly accoraing to external social
conditions. The school therefore must encourage the formation of groups
representing the various sectors of society which can continuously carry
out analyses of objectives, subject materials, and current needs and
which can revise the curriculum accordingly.

The contact between the business and industrial seciors and the
vocational school nas traditionally been good. However there are no
mechanisms that relate the needs of other interest sroups to the decision-
making process. Therefore the necessary basis for change is often
lacking.

This lack of adeauate contact with outside organisations as a basis
for change is also true of the school's relationship to other segments
of society such as the home and places for leisure time activities. The
needs “hich these environments express to the school for knowledge,
proficiencies and attitudes are often so diffuse that it is very diffi-
cult to use them as a basis for continuous revision of the curriculum,




For these reasons, it is important to expand tnose groups both
inside and outside the school that together can define and improve the
duties of the school.

Polling reform must include work on more than just the curriculum.
All factors wnich influence the learning process must be the object of
experimentation and constant improvement: the school society, the rela-
tionship between students and teachers, the roles of both. The adminis-
trative and organisational aspects of the school's work must also be
given far more attention.

Most important of all, the school system as a whole must be taken
into consideration. Changes in one type of school or one part of ihe
system automatically influence other parts as well. This is particularly
true of the institutes responsible for preparing teachers for the type
of school undergoing change.

The NCIE has rot expanded its administration enough to assure ade-
quate rolling reform. Curricula have been in a continuous process of
revision but the basis for these revisions has been somewhat flimsy.
This is not due to a lack of understanding of these problems on the part
of the NCIZ, but rather to a lack of resources and qualified research
workers. In addition, the expertise necessary for the evaluation of the
agualitative needs of education are not to be found in Norway. Even bus-
iness and industry do not have any organisations which can articulate

the needs of the various work sectors.

Teacher training. There may be disagreement as to the role the teacher
will play in tomorrow's schools. Few will disagree, however, that he is
an essential actor in today's schools for the achievemen:t of the azims
of reform. Indeed it is likely that his role will become even more im-
portant especially ii the imperative to improve teacher quality contin-
ues in the years to come.

In Norway, as in most other countri=s, the teacher training colleges
and the elementary schools are subordinate to different divisions within
the ministry. (See Figure 3). This may be one of the reasons why contact
between them has been poor. There does not seem to be 2 mechanism in the
school system that automatically results in changes in teacher education.
The MCE has tried to correct this situation through the establishment of
a co-ordinating committee between the Council for Teacher Training and
the HCIE.

In the coming decade the NCIE is confronted with even greater co-
ordination problums in the relationship between the teacher training
institutions at the universities and the senior high school. It is diffi-
cult to imagine a thorough reform in the senior nigh school system with-
out comparable changes in the education of teachers. This will be diffi-
cult organisationally and administratively. It clearly raises the ques-
tion of an expansion of the mandate of the NCIE, which at present has
no authority for experimentation and reform within the universities.

The difficulty of carrying out reforms in the teacher training
colleges is partly due to the division of teacher training into a two-
level system beginning at the comprehensive school level. (See Figure
4). Before the Q=-year school was put into effect, the universities were
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responsible for the education of junior high school teachers, special
teacher training colleges for continuation and vocational school teach-
ers, and general teacher training colleges for elementary and continu-
ation school ieachers. Because of this situatior, effective co-ordination
of teacher training has been very difficult.

This situation has presented the teacher training colleges with a
dilemma. The plans for instruction in minor subjects had been thought
of as an alternative to the university curriculum plans, but in general
have been tased on: ther insie2d. This has often bsen necessary in the discuss-
ion about gqualifications that is very current between the universities
and tne teacher training colleges.

Experimental work in the teacher irzining colleges has mainly served
t0 solve the current problems of the 9-year school, that is to qualify a
sufficient number of teachers. This nas been a very important task. Dur-
ing the pasriod of enormous expansion whicn the elementary school has ex-
perienced, the demand for teachers has not been met either quantitatively
or qualitatively. Today, although the 9-year schocl is in operation in
two-thirds of the country, there is still a lack of fully qualified
teachers. In the near fuature, however, this will no longer be a problem.

Several experiments have been underiaken particularly on ihe curric-
ulum. To a large degree, the teacher trainins colleges have taken over
instruction of minor suvjects at the university level to give tha teach-
ers in itraining the necessary gqualifications for teacning at the compre-
nensive school level in the 9~year school.

when should reform begin in the teacher iraining colleges which pre-
pare the faculty for txnose sChools inati are to be reformed? Presumably
the ideal would be that the teachers be gualified before reforms in the
schools where they are to teach are put into efrfect, but in rractice
“here are severali problems in the application oi this princigle.

Reform reguires constan:i changes. These changes are pariicularly
numerous during the first years of reform. If the objective is to edu~
cate teachers for itomorrow's school on the basis of future school needs,
difficulties arise because these needs canunot be clarified until signifi-
cant experience has been gained from experiments now under way in today's
schools,

The iCIE has no:t managed to carry out extensive reform in the
teacher training colleges. Teaching plans, student-teacher relationships,
methodological siructure, ani the relation betiween tneory and practice
have no: been reshaped to correspond with the G-year school reform. In
+the past few years, however, a great expansion of experimenizl work has
been undertaken, and the author veliuves that this will bring construc-
tive results in the near future.

Centrally-directed reform of the school svstem. The creation of the
NCIE showed greater ihan usual flexibiliiy on the part of the central

covernment, even so, several of the characteristic features of central-
isation can be found in the work of the NCIE, particularly during its
first 10-year period.




The much-discussed ‘centralisaticn of the comprerensive schools
throughout the valley districts provides a2 useful illustratior of the
unfortunate aspects of a centrally-directed experimental activity.

In the beginning the HCIE believed that fully adequate educaticnal
opportunities were pousible only at schoels of a certuin optimum size,
preferably having at least 4 classes at each level. This wos partial.y
explained by the organisation of the school and par=ially by the necessg-
ity for a "fully adequate choice of zubjects", wricn the HCIE considered
essential.

The creation of large school unitis meznt radical centiralisation of
scnoocl facilities in many of the valleys. Lons distances to schools,
the abandonment of school sites which were full of tradition, and the
construction of boarding schools were necessitated by following this
course.

Naturally, the resistance to this idea of centralisation was very
strong in the rural valley districts. Worway, a country with four mill-
ion inhabitants living in the varied terrain of tjords, icountains and
islanas has, of course, a number of disiricts where the school itself
is a cultural centre of decisive imporiunce.

The re:xction against the centralisation policies of the LCIE took
many forms. several comsmunities delayed the introduction of ihe Q.year
scnool as long as possible in the ho:e that developments nigcht turn in
the direction of swaller school units. Indeed, recent develorments have
clearly taxzen this direction.

It took several years before the i{CIE was willing to re-evaluate
its plans for large school units. The attitude of the iHCIE was under-
standable. Of course, a lack of resources and qualified personnel, and
an experimenisl design without objective evaluation criteria did not
offer adequate opportunities for effective communication, rapid revision
or the necessary service activities,

It is obvious (and presumably was t0 the NCIiE at ithe time) that
good educational opportunities cannot be nrovided througi the size of
school units alone. Purely external organisational solutions like thit
can only form a framework for the school's activities., If instru-ztion
prohbleus are to be solved, educational measures are required. As long
as i1t was fairly improbavle that such extensive educational ezperiments
could be undertaken, the organisational structure was chosen +that nad
ihe greatest possibilities for success. Theooretically, large school

Junits would have a better collective teaching staff, greater choice of
“subjects, better eguipment and better administration.

Developments since the early 1960's have snown ihat large school
units do rot always produce better educational opportunities. Later
investigations (based on nation-wide norm tests, among others) made by
the IHCIE indicate that schcols with as few as 2 classes 2% each l:svel
offer satisfacliory educational opportunities. This size school will
very probably be the most widespread when the O-year school has been
put into effect throughout XNorway.

Of course, a reduction in the size of school units means more com-
prehensive schools in the country, fewer and smzller boarding schools,
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and shorter distances to schools. it should be added that experimenta-
tion by the NCIE with small comprehensive schools in the 1960's has had
positive results. The HCIE is presently working intensively to improve
the organisation and economy and the educational opportunities in these
schools.

The above illustration of centraliy-directed reform can be typical
of the criticism aimed at the NCIE. In its working strategy, the NCIE
did not pay sufficient attention to local reactions. It might be said
that a productive dialogue or a heal-hy communication process was not
always in evidence.

The conclusion that can be drawn frow this illustrationr is that
the NC1E, as an administrative boay charged with the task cf putting
the 9-year school reform into effect, played the traditional adminis-
trative role to a very large extent. Systematic controlled experiments
were not made to act as regulators of the decisions that were made.
This is the danger confronting the NCIE with its mandate and its organ-
isational position in relation to the decision-mzking authorities.

The KCIE approach to systematic experiment. In Norway, educationali
experimentation in schools has been g£oing on as long as schools have

existed, Tnis type of experimentation can be defined 2s "the develop-
ment work of the individual teacher". (See Chapter V). The systematic
experiments in education directed by the KCIE is defined as "experiments
that aim at introducing new elemenis into sections (large or srall) of
the toital school situation, that are tested on the basis of systematic
plarning and follow up ana are evaluated on the vasis of previously set
criteria. It could be claimed that the NC1E, as an experimential body,
should consider such innovations to be its main task.

Criticism is justified on several central points. Within the frame-
work of the reform drawn up, there were a number of unsolved educaiional
problems wiich can only be solved through research and systematic prac-
tic2l experiment. Such measures were aot undertaken until 10 years after
the beginning of experimental worx in education.

R although the work carried out by the NCIE should have formed the

‘ oasis for 2 number of interesting research projects in the schools,
actually such research was stimulated only to a very small degree by
the NCIE. Partially due to a lack of resources, but mainly to 2 lack of
confidence in the sciences which would have been involved, this led to
a separation of experimental werk from research. It is possible that
Norwegian school research wousid long since have developed researchers
+o work on the everyday problems in the schools if the NCIE had made
greater efforts to prepare its way. -

Co-operation with research institutions was a prereguisite for the
NCIE mandate. Muring the first 10 years of NCIE activity, this vas essen-
t1ally a paper regulation. Even though resources were small a gradual
recruitment of research workers for projects in connection with KCIE work
would have meant a great deal to an active research environment in LKor-
wegian schools. On the other hand, it must also be stated that the uni-
versities ana their leading research workers did not utilise the oppor-
tunities either. However, it is not appropriate here to criticise the
role of the university.

- 24 -
Q

ERIC a3

s |




i

In the author's opinion, criticism of the NCIE for a lack of
follow-up and evaluation of its experiments is based on partially in-~
correct premises. First of all, practical experimentation was the main
purpose for establishing the NCIE. Its work was to be reform base¢d on
previous political decisions. With the meagre resources the KCIE had
at its disposal and its continued lack of scientific personnel, it would
be quite unreasonable to expect scientific follow-up of the reform work.
It can also be asked whether scientific methods had yet been developed
which could have made a total evaluation of the effects of extensive
school reform. There is reason to doubt this.

The "dissemination theory" strategy used by the NCIE is not an
unusual approach to experimentation. The approach has three steps (see
Chapter V, and Figures 5 and 6):

(a) An experiment in the preliminary stage is tried out in & few
schools. Evaluation and revision are made after one or iwe
experiments. The teachers are usually especially well motivated
and very well qualified.,

(b) The field phare is a stage in which the completed teaching aids
and teacher manuals are tried out. The teachers are the regular
teaching staff of the school, but they are usually given a
training course in advance. The field phase could cover from
50 to 300 classes.

(c) If the field phase is successful, the project will be intro-
duced in the whole school system (operative phase).

This strategy is based on experiences from oiher sectors of society,
primarily the agricultural sector.

After 1963, the idea of special experimental schools was discussed.
The analogy to agriculture with its experimental farms is quite inter-
esting. However, because of the experience of some other countries, such
schools were not established. Experience had shown by that time that
even excelient experiments at these special schools were difficult to
"disseminate" into ordinary schools.

Instead, the NCIE chose in the beginning to establish experimental
agreements with two communities in the vicinity of 0slo. Ease of commun-—
ication was one of the advantages of this choice. In addition, both
communities were in the process of putting the 9-year school into effect.
The objective was to initiate more systematic practical experimentation
in the schools in these two comm:nities.

These communities were responsible for the "primary experiments".
Several good projects were developed in these scnools during the primary
phase. A number of good ideas and several very competent teachers helped
make tnis work an important part of the NCIE programme.

The teachers of course were given special terms for carrying out
this work. A reduction in teaching duties and sometimes cash payment
were the main means of compensation. Supplementary courses, scholarships
and contact with NCIE consultants were also used.
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Several experiments are now taking place in the schools. None of
them, however, has as yet been undertaken on a nation wide basis (the
operative phase). However, one of these experiments "project teaching,
stuay technioues and annual planning" had been widely disseminated long
before the field experimentation was finished as schools all over Norway
on their own initiative began to apply these measures.

The most important objection to this experimental strategy lies in
the modest dissemination effect the experiments have had. =Zven within
scnools where primary expariments have been carried out in selected
classes, the experience has not spread to the r2st of thne clasgses. o
Schools in the same neighbourhood have for a number of years been un-
affected by these experiments, and schools in surrounding communities
have shown very little interest in them,

This lack of dissemination may be due to inadequate information.
Fotivated teachers could be informed through the NCIE annual report to
the MCE which is published and sent to all schools througnout the coun-
try. However, with today's increasing flood of publications, this form
of information is not enough.

Lack of dissemination may have other explanations. Teachers may
not have been convinced that the experiments are justifiable., Evaluation
may have been poorly founded. Equally, many teachers may be frightened
away by the extra amount of work that educational re-organisation
requires.

The main reason for the lack of dissemination, in the author's
opinion, is probably that the experimental strategy itself is rot :rocd
enougzh for ail levels of experiments. If experiments are to fulfil tueir
aims in education they must be based on one of two possible conditions:

(a) Evident benefit to teachers. Teachers must feel that tne change
is beneficial and necessary to them. Those oxperlmen 5 wnich
have been thoroushly tested must be of such persuasive guality
that teachers feel they represent an important ste. forward
which must be taken in spite of the various readjustment
difficulties. .

Experiences in other sectors where change is implemented show
that tnis kind of conviction rarely occurs if a person does

not feel that he is in an exposed position. For example, a
businessman will quickly change his old mathods if they lead

to a deficit. He has relatively simple and clearly defined
criteria 28 the basis of Lis evaluation, the operational resultcs.
In eduvlation, where so many objectives are reievant, the indi-
vidual teacher will be more free in his evaluation. It is seldom
thnat he will feel direstly threatened.

A process of change that comes as 2 challenge from the ouusiae,
for example, from the HCIE, must build on information wnich can
convince the teacher that the change will actually improve the

teaching situation.
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(b) Teacker identification with change. The other condition for
dissenination is that the teachers themselves have helped to
make the changes. Only in this case will most teachers identify
with the change.

Through gradual involvement in the creative work of a project,
the teacher who is perhaps initially an opponent oi the project
often becomes convinced of its justification.

Experience gained from preliminary experiments and in part from
field experiments show that it is this involved teacher who
changes his methods of instruction. Field experiment teachers
are chosen on a voluntary basis and participate to a certain
extent in the evaluation of the experiment.

If the hypothesis is valid that existence of one of the two (or
both) above conditions is essential, what chance has the traditional
"dissemination theory" of being successful?

Even the Norwegian school system with all of its centralised leader-
ship, cannot force a teacher to readjust (except to changes in the curr-
iculum). To what degree is it possible to get the wajority of teachers
to take part in development work as long as ihe change necessarily means
a great burden of work? It is the author's opinion that this is possible
cnly if the project itself is so convincing that it is quite impossible
to ignore its value (the first condition above). There are very i'ew such
projects. In change that the teacher does not feel to be completely
necessary (because he is not sufficiently convinced), the burdens are
too great. Built-in mechanisms necessary for such a process of growth
are not part of the structure of the teacher's job.

If changes considered valuable are to be carried out by means of
less convincing projects, it is of course far more difficult to put them
into efiect in the school system. How then can they be put into efiect?
In traditional dissemination theory only 2 verv small number of teachers
take part in the development work (teachers in the primary experiment
phase). later, the teachers take part in an already developed project
tnat other people have prepared. The NCIE experience has shown, in the
author's opinion, that it is not possible to get most teachers to par-
ticipate at the later stage. They do not feel this to be .a part of their
work.

In so far as it is undesirable to base continuous development in
education solely upon the large and convincing practical experimental
projects, another strategy for change must be tried. In Chapter VII an
alternate model for change to that based on dissemination theory is
discussed. It is important to produce a model for change in education
which offers both interaction among teachers, school and school adminis-
tration and maximum opportunity for the NCIE to promote various kinds of
innovation.




V. EXPERIMENTATION AND RES#ARCH:
DEFINITION AND QUALIFICATIONS

The following definitions and qualifications are not intended to
draw rigid lines between the various activities of experimentation and
research, In many experimental projects, these distinctions are meaning-
less, and in all cases the various types of experimental work have a
great many features in cocmmon.

Most important, the Norwegian school needs all the types of experi-
mentation and research described here. These efforts must satisfy the
"quality demands" which may be presupposed as conditions for their use.
For Norway this means far more systematic planning of the projects,
closer co-operation and more effective organisation.

In the context of Norwegian education, the word "experiment" has
been used in several ways. The NCIE has been working on experiments
within the school system for many years. The projects have been of many

types, the working methods have differed and the results have been
varied.

The 9-year school innovation, characterised in this pager as a

reform, has often given the impression that experimentation is synonymous
with a different school system.

On the other hand, experiments have been equated with the develop-
meintal work of individual teachers. It is not unusual, for example, to
hear in a senior high school the word experiment used to describe a

teacher's use of a non-prescribed textbook, even thougnh the curriculum
remains the same, ‘

In other cycles, the word experiment implies certainly the presence
of strict scientific requirements,

The following paragraphs attempt to clarify these varying ideas.
Of particular concern are the various preconditions for experimentation,

the requirements for objective control, and for the generalisation of
the results.

School reform. School reform in Norway will always mean extensive inter-
vention in the school system, in its structure, pattern of organisation,

content and methodology, and often in addition it will affect administra-
tive and financial conditions.

Such extensive changes will always be prepared by decisions and
committee evaluations in the MCE, but can only be put into effect by a
political decision in the Storting. In most cases the Storting will make
a decision on a new law or a provisional bill before any innovation or
educational reform is introduced. In other words, the NCIE does not have
the power to make the decision to put a reform into operation.

-29 -

2 i
3-n-------I-I-IIlIllllll!lllIlll.lIllIlIllllllllllllllllllll.ll-




In some cases, and in the further expansion of innovative activi-
ties, there is a possibility that the Storting may to a greater aegree
base its decisions on knowledge and experience gained from experimenta-
tion and research. This is true only to a very small degree at the pre-~
sent time.

Thus, a school reform is based on a political decision. The policy
of the Storting has been to consider in the broadest possible perspec-
tive the role the school is to have in society. During this century,
the tendency in the development of the Norwegian school system has been
towards greater equality in the educational opportunities for both city
and rural people, increasingly longer compulsory education for everyone,
longer comprehensive education, greater social justice in educational
opportunities and increased educational resources. Today education is

the government programme which costs the Norwegian taxpayer the most
money.

Part of the NCIE mandate is to carry out reforms in the schools.
The most difficult and most decisive question in this work is how the
NCIE regards its role. As long as the mandate given it by the dtorting
is interpreted as a limited one with little possibility for deviaticn,
it is difficult for the NCIE to avoid the role of an administrative
body (not formally but actually). If however the mandate is interpreted
as a broad outline for action with the possibility for adjustments and
revisions, the NCIE can choose its role much more freely. In order to
make a reform possible, all school bills are gradually being given such
a broad definition. Therefore the author believes that the NCIE should
regard itself as a body having as much independence as possible and one
which puts special emphasis on objective evaluation of practical results.

What possibilities are there today for objective evaluation of re-
form work? Objective evaluation, the author believes, lies in the possi-
bility of close co-operation among experts in the various social sciences
and experts in other fields, for example, economists or architects, who
have some connection with the problems raised by a reform.

It should be recognised that educational reform has widespread con-
sequences for social development as a whole. If it is desirable to direct
development, a research environment that is problem oriented in relation
to overall development must be established. For example, it is not certain
that educational research is the most important science in the planning,
execution and evaluation of a reform. Research on how recruiting, selection
and environment affects school-home and school-work problems may be the
most central effort in relation to social goals. The most important thing,
howevaer, is to achieve team research across traditional scientific boun-
daries.

Only when a reforiu is followed up in this manner is it possible to
draw general conclusions. In putting the 9-year school into operation,
the NCIE was confronted with such great problems that research-oriented
follow-up was nearly impossible. Today however it is possible to set up
a research environment for the reform work to be carried out on the senior
high school system.
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Any reform has to be followed by continuous revisions which imply
curriculum changes in the broadest context. This work should be the
responsibility of the ordinary administration. The NCIE's responsibility
is to introduce the major changes and find practical solutions to the
new problems.

Systematic experiments. Systematic exzverimentation means the introduc-
tion of new elements into sections (large or small) of the total school
situation which are tried out on the Lasis of systematic planning and
follow-up and which are evaluated on the basis of previously set criteria.

In principle the process of experiment is "scientific" in that it
requires systematic thinking and evaluation based on the greatest amount
of objective information possible. (See- Figure 5). Even in limited
experiments, however, traditional scientific methodology will be diffi-
cult to apply. For example, in the introduction of larger teaching/
learning systems, results of objectives analyses and pupils analyses
lead to a plan that is so difierent from traditional instruction that
not even the achievement in the discipline is comparable to ordinary
instruction. The kind of innovation and the objectives will thus, to a
great degree, determine the possibilities for systematic evaluation.

The process of experimentation may be looked upon as consisting
of 5 major steps: nlanning, construction, practical experiments, evalu-
atiun/revision, and dissemination (see Figure 5).

Planning requires extensive work to develop the idea which is
based on certain needs and on which the project is built. For example,
it is often desirable to undertake analyses of the capabilities of the
pupils, the validity of the method, etc. 1In this case, it is necessary
to present material and carry out a small "exploratory test".

In the planning stage it is also necessary to have as great access
as possible to information on similar efforts from other places in tne
world, together with information zained during the quelifying stage
from those who are to participate in the experiments.

The idea of preliminary experiments is that planning can be altered
according to the results. Until the present time, changes in planning
were based on teachers' reports and achievement tests.

It is important to attach evaluation experts to the process of
practical experimentation in education as early as the planning stage.
They should take part in the qualifying of the ceachers participating
in the experiment, help carry out the primary experiments, and direct
the work of evaluation.

Systematic thiniing in experimentation means that current exper-
iences lead to current changes. The work of revision not only affects
the ideas of the planning stages, but also leads to changes in the

qualification of teachers, practical planning, curriculum, instructional
methods and evaluation.

Only by following these steps is it possible to arrive at learning
materials, a teaching method and a form of organisation that together
* can give the desired result. The aim must be to create a plan that will
guarantee the school the promised results. ‘
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Developments by individual teachers. Educational development has never:

been dependent on systematic innovations. Rather, the teachers themselves
have always had the responsibility. Even thougn the requirements for
quality today demand extansive co-operation between teachers and other
experts (see previous section), it.must be remembered that development
will depend on the individual teacher's efforts.

In Norway it is customary that individual teachers test new educa-
tional ideas in their own teaching. It is difficult to give any statise
tics on how many teachers are carrying out experiments of this type.
However, the number of registered experiments alone is impressive.

A typical feature of this kind of development work is that it is
based on the ideas of the individual teacher. As a rule it is carried
out independently. Obviously it is important for the teacher to prove
the feasibility of his idea. He is highly motivated, and there are few
factors that contribute more to good teaching than this. An improved
instruction situation for the students often results.

The transfer value of such experiments is rather dubious, as it is
doubtful whether other teachers would be able to carry through a plan
devised by one teacher to suit particular conditions - and achieve the
same results. However, in some cases such experiments lead to larger
experimental projects that can be the basis for a later sustained project
which is more broadly based.

It may be agreed today that the most important aspect of development
work is the strengtnening of the more systematic experimental work. How-
ever, the author feels tnis may be unwise if it is done at the expense
of development work by the individual teacher. The importance that such
a renewal of tne instruction plan has for the teacher, his colleagues at
the school and nis students must not be forgotten., The demands of system-~
atic innovation must not be allowed to discourage the individual teacher
nor to cause him to consider his efforts worthless. The former would be
unfortunate; the latter most probably untrue.

Innovation by demonstration. The main objective of systematic experimen-
tation in education is to put innovations into operation throughout the
whole school system. The results must be of general value.

The value of the "demonstration innovation" is perhaps that it serves
mainly as an individual example of the possible. It would be unrealistic
to think that the experiment in its full breadth would immediately be
applied elsewhere. Educational problems, personnel problems and economic
problems would prevent this. On the other hand, such an experiment might
give birth to certain changes in the system, mainly because it helps to
create a changed attitude towards the problem to be solved.

Certain results may be achieved by this approach, but at present
only by use of unrealistically large resources, specially qualified
teachers and specialised equipment, etc. For example, it is of course
possible to show that children can be taken from slum districts and
helped to achieve just as well as ckildren from higher social classes,
if very large resources are used. Such an experiment would have value as
an example. It would perhaps convince the political authorities of the
necessity for allocating funds to specific sectors. It would change the
attitudes of the teachers, parents, students and taxpayers!
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The "demonstration innovation" is a type of experiment which is
very little used in Norway. The great effort and resources which must
be put into such an experiment and the varied results which ensue, make
it unsuitable as a systematic innovation. However it could be the begin-
ning of a large-~scale reform.

Curriculum development. Up to the present time in Norway, curriculum
development has taken place through committee work, and has mainly been
seen as revisions of content and timetable. Using committees is often
inefficient. 3uch a working method should be replaced by systematic and
continuous revisions, a part of rolling reform.

There are several reasons why the committee work method is no longer
satisfactory. The changes within individual disciplines take place so
rapidly that continuous revision is necessary. Didactic and methodological
research constantly result in new information for the construction of
curricula. Changes in curricula must have their starting point in system-
atic testing. Curriculum changes imply changes in the total learning pro-
cess. It i3 then an innovation which has to be dealt with as an educa-
tional tecnnology-~process.

Prerequisites to continuous curriculum revision are expanded co-~
operation among "product users" (those who engage graduates, for example,
the university, industry, etc.), research in individual subject fields,
international information and educational research. As these conditions
are lacking in Norway, it is important that their development becomes an
objective. The possibilities for Scandinavian and international co-oper-
ation in curriculum development are under consideration (see Chapter VII).

The role of educational research in innovation. In Norway, a sharp divi-
ding line has traditionally been drawn between experimentation on the one
hand and research on the other. This line has been particularly marked
because tradiiional experimentation has lacked many of the conditions
necessary for systematic experimentation in education. On the other hand,
the research tradaition has been marked by problems of iundamental research,
and particularly educational research. Only in recent years has this pic-
ture begun to change.

Common to systemé,tic experimentation and educational research is an
advanced systematic thinking. It is difficult to evaluate the importance
of the two different forms of systematic thinking. This is, in the author's

opinion, more a question of nuance in the set conditions than a qualitative,
difference.

Educational research in this context must be considered as the clar-
ification of school problems with the aid of scientific methods. This
means that educational research, no matter how practically oriented, must
work on the basis of reliable data. This again sets special requirements
for the practical research situation.

Traditionally, the objectives of educational research have not in-
cluded participation in the process of change. The purpose of research
has been rather to ask questions and to seek answers. This must continue
to be its purpose. Whether it should become involved in the actual process
of change is a question of values of an ethical and practical character.
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The answer is not so simple and lies outside the province of this paper.

Traditionally, perhaps, school teachers have considered experimen-
tation more useful than pedagogical research, This of course is impossi-
ble to jud%e. The truth is obviously that there is an interplay (active
or passive) between experimentation and research that makes these forms
of development dependent on each other.

There are a number of contact surfaces between experiment and edu-
cational research. Before a reform or an experiment can be put into op-
eration, the problem itself must be defined. Research can help to clar-
ify existing conditions. Thereby it can also help to direct the experi-
mental work towards the most central objectives for change.

It is necessary to make research co-operate with experimental work.
If this is possible, there will be 2 solution to both economic and organ-
isational problems. The requirements for qualifying researchers must be
considered in these plans,

Research projects should be organised as larger co-operation pro-
jects. Since this will be expensive, these research projects must also
be given priority.

Can the research workers' own wishes be met? For these projects he
will not be as "free" as in "self-developed" projects. The author believes
that society must be allowed to "buy the services" of educational research
workers. This means channelling resources to applied research in accord-
ance t9: the needs society has for reform and experimental work.

The importance of systematic thinking, particularly in experimen-
tation, has been mentioned previously. (See page 32), This is true of the
planning stage as well as of the evaluation stage. Educational research
has a long way to go in Norway before it will be able to participate fully in
this process. One of the reasons for this is the probleins of recruitment
of researchers which are related to traditional requirements for quali-
fication for scientific positions. This has led to a lack of instruments
suitable for the evaluation of practical experiments. Some work has been
done, however, and there are positive signs that the work has now entered
a health phase,




VI. THE PROCESS OF INNOVATION IN EDUCATION

In the preceding pages, the process of innovation within the frame-
work of NCIE activities has been described. It would, of course, be
naive to believe that school development is solely dependent on formal
experimental work. It has already been shown that even the idea of experi-
mentation includes a great many diverse activities., This means that devel-
opments take place under very different conditions.,

Outside forces which influence innovation. In order to understand thor-
oughly the forces which determine the developmental work of the school,
it is necessary to discuss those influencing forces which lie outside
what can be properly called experimental activity.

The most important factor is the established social system and the
direction of development it takes. The school is influenced by a number
of social factors. Among them, inertia within the system (not necessarily
opposition to change) is the most important in understanding the system.
Other important components of the system are established economic arrange-
ments, interest groups (for example teacher associations), and commercial
producers of teaching aids upon which the school is dependent in order to
maintain instruction.

The most important outside influencing forces in instruction are
probably the publishing companies. In Norway, textbooks for the school
system are produced by private publishing companies. Textbooks are decided
upon for the schools through an arrangement for approval that is regulated
by law. The publishing companies are dependent on this regulation and
usually produce textbooks along traditional lines. They must produce books
that will sell which means that they first of all are approved by the MCE,
secondly are accepted by the teachers and, thirdly, are relatively reason-
ably priced (because the individual communities cover the expenses of
teaching aids). It is the author's opinion that publishing companies in
eifect direct much of the development work in educaticn in Norway. One of

the main tasks of the NCIE must be to stimulate thcse companies to revise
their approach.

It has already been explained how committee work precedes every school
reform. It is the author's opinion that the school structure and education-

al reform is directed to a greater degree by committee work thar by respon-
sible political bodies,

It has been maintained that what particularly characterises education-
al reform is that it is politically determined. Perhaps this is true only
formally. Political influence on committee work lies mainly in the select-
ion of members to the commititees, and the Government can to a certain
degree direct the committee by determining its composition.




However, as a rule in Norway, school committees are strongly domin-
ated by one group, the teachers. i'hey have, of course, important exper-
ience to bring to a school committee. but they are only one group, and
there is reason to believe that they will usually be rather conservative.
It is therefore not surprising that the results of much of the committee
work done in the last 15 years do not appear remarkably radical.

Other groups in society (for example, students, parents, business
and industry, etc.) that could perhaps have other views on aims and
content have very little influence on the committee work. The co-operation
that is necessary among different groups in society in the evaluation of
school development leaves a great deal to be desired.

To a certain degree the work of the LCIE has changed this situation.
A committee no longer works in a vacuum. It can refer to experimental
results, and it can to a certain degree refer to those points in the
committee proposals that must be verified by experiments. Up to the pre-
sent, however, the contact between committee work and experimental work

has not been good enough. The whole method 01 choosing committees is thus
put into question.

It is presumably a political gquestion as ©to how the various influen-
tial forces in society should be organised. There can really be no doubt
\ that it is the political bodies which, in the last instance, should
’ direct the development of the school on behalf of society. This is the
guarantee democracy offers, that individual interest groups do not take
over the direction of society. The author believes that the political
bodies have not fully taken into account the interaction which the var-
v ious forces within and outside the school have for school development.
Only when the importance o: the various influencing factors is understoci
will the political bodies have the possibility for directing the process.

Criteria for development of the school system. If it is possible to
promote the development of the school, the possibilities of promoting
development throughout the whole school system must be considered. The
NCIE has the responsibility for only a part of school development work.
Usually it treats only the develovment of its own activities. This is
planning on too narrow a scale.

Those factors which contribute to the promotion of all development
activities in the school system must be found. It may well be that the
measures then used will vary greatly. It is quite certain that, following
such a broad policy, all kinds of development activity must be taken into
account, activities both long range and short range, as well as experi-
ments both of radical and completely ordinary nature.

What characterises a school system with a good capacity for change
and renewal? Lacking supporting experimental data, the author would like
to choose three criteria which have been shown to be of great importance
in other sectors (business and industry).

1. There should be a short distance between the creator of an idea,
the decision maker and sion maker and the person wr person who actually applies the idea. What
does this mean for experimental work? The three parts of the process
should be represented in the same group. However, it is unthinkable that
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every development measure in the school system can be organised in such
a way that these three actors can be found within the same group.

In a centrally directed school system it is obvious thet both reform
and systematic experimentation are characterised by very complicated team-
work in which the innovators of the ideas come from different gioups. As
a rule, those who make decisions will be other people (voliticians) out-
side of the system and those who are to put the ideas into effect (teach-
ers) are still another group. .

Conditions are difrerent for the development work of individual
teachers and in part for curriculum developments. If at all possible,
the teacher's energies for creative work should be freed at the same
time as he is given greater opportunity for making his own decisions.

2. The school) system should be flexible enoush to adjust to current

needs. It appears that the Norwegian school system cannot meet this
requirement. It has been shown above how rigid a centrally directed school
system is. As a rule it follows written procedures, regulations and laws.
Planning is divided among several bodies and those who have daily exper-
ience with the needs have little or no influence on the decisions that

are nade. 4

What is characteristic of the centrally directed school system is,
in other words, a very slow process of feedback. At times it appears
there isn't any such process at all. Decisions are made centrally to a
very large extent. The decisions which the individual school can make by
itself are very few and often uninteresting in relation to those problems
which confront the school. The procedure an individual teacher, student
or school administrator must follow to be able to influence a decision
is a very long and arduous one. This is evidently the most serious weak-
ness in the Norwegian school system.

The slow feedbhack process is partly related to the fact that the
school does not have clear objective criteria for its "productivity".
This makes it difficult to measure the effects that lack of adjustment
has on the school's teaching results. ¥hen, in addition, the procedure
for effecting change is very long and difficult, there is very little
reason for teachers to suggest change. The author believes that so many
barriers are built into the daily mechanism that any vossibility of day
to day improvements is obstructed. Thus Norwegian schools have relatively
few possibilities for adjusting to current needs. This is true locally
and also very probably true centrally.

How must the feedback process work centrally so that the total
school system may be able to adjust to current needs? In the first place
mechanisms must be established in society that register the needs dis-~
cuzfed here. Such mechanisms have been very poorly developed.

Since society has noi managed to articulate its needs, the school
still operates in a vacuum. In the business and industrial sectors, the
work of clarifying educational needs has just begun. iluch too little
effort is being expended in this area, and the contact the school has
with these two sectors of society, aside from the vocational school
sector, is very poor. ‘




Other examples indicating that the school system does not have the
ability to adjust quickly to current needs are seen in the manner of _
recruitment to the teachiny; profession and in the ineffective committees
vhere recommendations are put into effect long after tiheir evaluations
have ceased to be current. '

There exists, in Norway, a relatively well developed school psycho-~
logist service. In some ways tnis works as a feedback mechanism within
the school system. The problems which school psychologists work with are,
indirectly, of importance for the development of the school. However,
there is no clear mechanism for channelling the experiences of the school
psychologist to an organisation that can change the existing conditions.

In some ways the school represents a kind of "stability ideology".
The school system is established in such a way that it becomes a world
unto itself. This orten gives the involved groups a feeling of security,
but it hardly results in a good school system.

3. Conflicts in the school system are not solved by regulations
an¢ firmly fixed procedurces, but are used to stimulate imaginative
solutions to problems. Con’licts arise in every system. Yhere people
meet, where they work together, conflicts arise. The problem is only how
the conflicts should be resolved. This does not mean, of course, that
the struciure oi the system itself may not be the reason for conflicts.
The manner in which we allocate responsibility, authority and duties can
be a beginning of conflict. The pressures we place on students. lack of
commurication and strict examination procedures can be other sources of
conflict,

In a school system in which responsibility and authority are hignly
centralised, the local authorities will, to a great degree, ve limited
by laws and regulations. Within these are, of course, opportunities for
personal judgement, and a good school administrator will presumably be
able to create a co-operative climate in which conflicts have the great-
est possibility of being solved in a satisfactory manner.

The danger in a centrally direcied school system is that confiicts
are solved only in a bureaucratic manner by reference to the prescribed
regulations. This can only encourage passivity in both students aud
teachers. 1t is not unusual that certain rules remain on the books for
many years in spite of their untenable nature. In some cases teachers
as well as students are able to sabotage them.

What has the solution of conflicts to do with the process cf inno-
vation in education? It is obvious that a school environment in which
conflicts are resolved in a bureaucratic manner does not encourage
creative activity within the system. This again means that the school
system does not have the feedback it needs to nave in order to be able
constantly to adjust to current needs. Unsolved conflicts in a system
are the first sign that the organisation is not functioning as it should.
Wwhen these first signs are choked off by the authoritative rules laid
down by central authorities, there is very little possibility for con-
tinuous improvement! :

This relationship between the manner of solving conflicts and the
creation of solutions to problems has general validity in all areas of
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the school system, whether the student-teacher relationship, the school
curriculum, its objectives, the economy, etc.

Requirements for the school system in the process of innovation. The
NCIE was created to promote innovation in the school system. In order
to do this, it should then be quite aware of what demands it must make
of the system and of its own work within the system.

Communication on all levels is the first requirement that should be
made of a school system in the process of innovation. The secrecy which
often surrounds the planning process on the central level must necessar-
ily be considered an obstacle to communication. The lack of possibilities
which the individual teacher and student have to communicate their needs
is another obstacle.

Cpen channels for communication are a requirement for a fruitful
dialogue between the decision making body and those who have to implement
the decisions in the system. If the planners, the politicians and others
who determine the development of the school are to have continuous con-
tact with the life of the school, the channels of communication should
be as open as possible,

At present there is a great deal of talk avout school democracy in
Norway. This is actually an expression of the fact that the teachers and
students want to have some influence in the decisions that are made.
There is often weakness in such simple matters as keeping even interested
teachers informed on results that could be of use in their own experi-
mental work. A partial explanation is undoubtedly that reporting as well
as the more scientific follow-up are time consuming processes. However,
this is no excuse for lack of communication,

The school has not been very good at "selling its ideas". Use of
the concept of marketing is unknown in the school. It is obviously a
question of "selling" ideas in this case. The written report is not a
very satisfactory sales instrument. If it is really believed that the
results of experiments will benefit the schools, it must be seen that
they are "sold" in the system. The use of television, fTilms and modern
marketing methods are nccessities today. People's time is being competed
for. They must be convinced of the quality of the "products".

The author believes that the NCIE has the greatest responsibility
for keeping the channels of cowmunication open. It should be sensitive
to reactions in the systew, and it should itself zive out information
on plans as well as the results of its activities. :

The use of information is the first requirement to enable the inno-
vation process to get started. However, if the contact of the NCIE with
the sclhiool system is only on the information level, the author believes
that it will be unsuccessful regardless of how good the information is.

This year the NCIE is making public its Three-Year Plan for devel-
opment work in the schools. (Sce Chapter I). It is obvious that this
plan will be of great importance for the direction developments will take
in the Norwegian schools in the 1970's, The NCIE is presenting its ideas
for open discussion. The #CIE wants all who are interested in the life
- of the schools to have the opportunity to influence the directives for




school development. Teacher associations, student groups and parent
groups are ovviously "consumer-interested". ill taxpayers as well as
governmental authorities are of course directly affected by the plans
tnat are to be tried. For this reason the !ICIZ wants a debate on its
work before developments become too firmly fixed. This is decisive for
any favourazble innovating activity.

It may be concluded then that neither presentation of information,
marketing of ideas, nor communication is sufiicient, The necessary lack-
ing component may obe the ability on the part of all participants
(including the NCIE!) to listen.

Local school units in iorway must be jiven greater responsibility
in experiments. This does not necessarily mean a shift from the central
direction of experiments to local direction. It means something quite
different: a process of continuous co-operation among all parties con-
cerned, those who create the ideas, those who make decisions on them,
and those who apply the ideas in experimentation. All links in experi-
mental work must be forged together as participants, not just as the
means to accomplish a particular job. This process ia already under way
in a number of projects. However it is still not unusual that someone
"at the top" in the system will try to "sell" an idea for testing.

The task of the NCIE is to change and improve the school system.

This docs not mean only presenting proposals for solving problems. Its
role must be far more active. It must be involved in making changes in
the desired direction. The NCIE must also be in a position to act as an
effective surveying body between the forces on the personal and local
levels on the one hand and on the national-political level on the other.
It must in many ways be a communications and service organ in the school
system.

The NCIE has been and always will be the school's "bad conscience",
never satisfied with existing conditions. It does not stand alongside
the school system, but rather in its midst. This position points out the
difference between a traditional researcih body and an experimental body.
The experimental body bears the responsibility for the direction of
developments. Its function is more to influence than to investigate.

The NCIE is in danger of becoming. a part of the static organisation
system even though, by its nature, it is concerned with innovation. For
example, tiais could happen by its insisting on an innovation policy that
it wants to carry through regardless of opposition and obvious weaknesses.

It has been shown that the generalisation effect is dependent on
objective follow-up. The NCIE must set strict requirements for the follow-
up of its ovm work. This can be done with informal talks, good communi-
cations and the aid of teachers' rerorts on the various projects. As a
rule, however, this will not be enougn. Increasingly greater quality is
demanded of the experimental projects in the schools. They must, there-
fore, be followed up by verification. The author believes the NCIE has
the responsibility to develop evaluation instruments thet measure the
aims and achievements of the projects. )

There is inherent contlict in. these points. The NCIE, with
its close ties to the ICE, is very much in danger of engaging more in
experimental policies than in objective experimentation. Possibly the best
solution would be to separate the responsibility for running experiments
from follow-up. :
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VII, PRACTICAL CONQEQUENCES OF INNOVATION
FOR EXPERIMENTAL WORK:

Exvansion of local administrative responsibility, The above para; ravhs
indicate that the Norwegian school cystem is over~centraliszed in its
decision making processes, with a resulting negative effect on the pro-
cess of innovation. Is innovation promoted by decentralising the decis-
ion making process? Decentralisation is no panacea. In so far as it
afi'ects the develo;ment work of the individual teacher it is obviously
an advantage. But where more advanced experiments are concerned, the
situation is a difrferent one.

Some development projects are that large units are necessary to
make implementation financially feasible.Teaching/learning systems, with
& combination of methods, materials and organisztion, will generaliy
reqgquire large expenditures and specialists from various rields. Thus
experimental work must be ceniralised. Some projects have conssyuences
for the whole nation, (e.g. school structureg. They carnot then be
aecided at local level.

The problems in the innovution process are neither solved by
centralis..tion nor by decentralisution. The statement of the problem iz
incorrect. The gquestion is ratner: in the process of innovation, what
projecis and what responsibility can better be resolved by large units
ratner than small units, and what projccts can better be resolved by
small units? As has already been impliea, large experimental projecis
reguire large units. smaller projects can be taken care of by smaller
units, often by the individual teacher. A crucial reguirement in all
experimental work is good communication at all points in the process.

The NCIE believes that liorway must expand the service units in the

. local syster. From these the schools can be given help in their develop-
ment activities. Even relatively simple educational development work
today requires simple teaching aids, compendia, audio~visuzl aids, etc.
In an individual school the teacher is seidom given the service he neecds.
The projects become too big for him alone. At other times the teacher
needs information, insyiration and stimulating ideas in orier to be able
even to start any development worik. The HCIE believes that local educa-
tional service centres can give this service.

The educational service centres will act in close co-operation with
the NCIE and other central service units, to give the teachers the necess-
ary support (e.g. evaluation and techniques). The service centres can
also serve as communications links between the schools :ind the NCIX, It
is nhoped that, through this activity, original ideas will be created
that can be further built upon in larger experimental projects.

In 1969, four service centres will be in operatvion in ilorway. If
this arrangement is successful, the NCIE will recommena that similar
arrangements be carried out througnout the country.
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The establishment of service centres is, in one way, a part of the
0ld "dissemination theory". That is, NCIE field experiments can be dis-
seminated more easily to the country's schools. At the same time, it is
a recognition that experimental work locally must be stimulated and
offered opportunities for growth.

The NCIE intends to go one step further. A new project, as part of
a new experimental strategy, will begin in the spring of 1969. The pur-
pose of the programme is to offer each individual school the opportunity
for seli-development beyond the possibilities that are already available.

The programme, which is being worked out in co-operation with the
Institute for Organisation Development (0slo), aims at training teachers
and students in the critical evaluation of existing working conditions.
It is composed of three parts and has clearly defined objectives. (see
Appendix 3). 4ith the aid of intense group work and suitable instruments
for measuring group reactions, the school will be able to define its
"status". The programme will then also aim at helping the teachers and
students to define the aims they have for their work. Finally, a devel-
opment programme for the school for the next few years is to be estab-
lished. In this last phase it will be necessary to have help from out-
side, both from the existing service centres and from the NCIE,

The main objective is that the school itself will propose the
measures it finds necessary. If the school wants to go beyond what the
laws allow,it should also be possible to achieve this in co-operation
with the NCIE. It is intended to offer the plan to all schools in the
country if experience proves that those schools that have carried out
the programme in the primary experiment have arrived at a development
plan that is feasible. :

Up to the present time, the source of experimental strategy has
been the HCIE and its practical programmes, Often, of course, these
ideas have had their origin in the evaluations made by the teachers. As
a rule it is the individual teacher who has had the ideas for important
projects. uven so it has not always been possible to disseminate the
practical experiments to other schools. Where it has been a question of
purely administrative and organisational ideas, it has been possible o
carry these through using laws and regulations. It has been more diffi-
cult, however, to disseminate ideas for the renewal of the inner life of
the scnool. The author believes that this is closely related to the fact
that a renewal of the school's inner life is dependent on the participa-

tion of the teachers and the students and of their own involvement in
the process.

The role of the NCIE in the school system will, of course, be a
different one than at present. There is reason to believe that the NCIE
must to a greater degree be a service body for the needs which the schools
articulate. Presumably the schools will clarify their needs far more
explicitly. Besides implementing larger development projects (systematic
experimentation) which the schools undoubtedly need, the NCIE will perhaps
be forced to accept their consequences by taking a new role.

It is possible that this plan will lead to such a great burden of
work that the NCIE will not be able to continue as previously%® The
author however feels confident of the benefits of a re-organisation in
accordance to the need for innovations in the schools. It is the author's




hypothesis that an interplay between the NCIE and individual school
units will lead to 2 fruitful dialogue that has great possibilities of
being successful. This means that the school system can enter into a
planned renewal process of far greater extent than previously seen.

On the one hand, the individual school units must take the respons-
ibility themselves at the local level. They must be given the opportunity
to become self-developing. In the author's opinion, the work of develop-
ment must begin where the schools are willing to begin, and it must con-
sider the tempo of development suitable to the individual school.

At the same time, the NCIE has two functions. 1t must serve both as
a service body and as a development body. As a service body it helps the
individual schools carry out the overall development prugrammes for the
schools. As a development body it implements large practical experiments
that lie far in advance of the programmes for the ordinary school. The
NCIE must work on far reaching projects in order to offer larger pros-
pecis for the work of innovation. The NCIE can contribute beneficially
to the dialogue by pointing to its own results and to those of other
development bodies. In this way the development programmes of the indi-
vidual school can be revised relatively early and be replaced by a more
radical programme for renewal,

If innovations are really to enter effectively into the school sys-
tem, they must pervade the whole system, including the administration.
There is a danger in the establishment of a special research and develop-
ment body in an organisation., The rest of the system may easily accept
this as meaning that the experimental body will "take care of" the devel-
opment activities while the rest of the system remains unchanged.

The development body must first and foremost consider its task as
being one of initiating change. It is not to be the operative body.
Other bodies should take upon themselves the work of development. The
administrative body of th2 individual school should be responsible it-
self for the development work. '

The development body must do its part to see that this becomes a
reality. In the beginning phase, the development body will, as a rule,
have to take upon itself the implementation of innovations. For certain
types of project this will perhaps become a permanent arrangement.

The NCIE report to the MCE and the Storting for 1967, entitled
"The Division of Work between the Nationzl Council for Inrovation in
Education and other lLducational Advisory Councils", gives a helpful
statement about the NCIE role in development work. (See Appendix IV).

The role of the teacher in innovation. It is most important to evaluate
whether the role played by the teacher today serves the objectives which
the school wants to realise. A constant renewal of its work is presum-

ably a matter of the greatest importance in enabling the school to better
achieve its aims.

The role of the teacher is, in general, to instruct. There is little
or nothing in the system that encourages him to participate in develop-
ment work. The education of the teacher, the system of wages (the teacher
is paid for instruction time, not the amount of time he actually works),
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the lack of service institutions, etc., make development activities an
extra burden., This is often more than the ordinary teacher can manage.

Individual teachers already play an dimportant part in the work of
innovation, They may begin witn their own educational development projects,
or contribute to centrally directed experimental work, or take part in
committee work, etc. However, the ordinary teacher is relatively unaffect-
ed by this work. He does not participate in initiating innovation. As a
“rule he has innovations imposed on him after they have already happened.

As far as the author is aware, no investigation has yet been undertaken
in Norway of the type of teacher who participates actively in innovation.
It would obviously be interesting to map the motives for thnis work.

The teacher must feel that development work will benefit him at his
own work. If this is to be the case, he must not stand alone. Educational
service centres must give him the assistance he needs. Further, he should
receive supplementary wages for any 'overtime' connected with experimen-
tation. (This is already the case in Norway).

It is possible that there are also other methods of stimulating
teachers to active participation. The possibility that development work
will formally qualify a teacher for a new position should be evaluated,
Today the principle of seniority is used in rilling most positions.
Active participation in development work will actually become useful
experience that should have weight when filling positions. Formally
speaking, there is no basis for this today.

The role of the student in innovation. Very little attention has been
paid to the wishes of the students in the work of development. The newly
developed teaching/learning systems however, have been tested and evalu-
ated according to student reactions. In a sense then, students are
"participating" in the process of development.

Students should participate in development work as a group. They
represent a valuable source of ideas for renewal. The NCIE has already
begun contact work with student representatives. Bipanded experiments
are currently being undertaken on "school democracy" that bduild on
fairly long traditions in this field. Participation is important particu-
larly at the senior nigh school level and in the teacher training colleges,
but it should also involve students in the junior nign schools. .hat kind
of learning can be established without deep involvement from the students
themselve s?

The role of the parents in innovation. In Norway, parents of students
traditionally are not organised as a group. In the local school units
parents do not as a rule comprise a group of any force, and very little
initiative is shown by them. The schools are run by the teachers and the
popularly elected school boards.

It is very difficult to get Norwegian parents actively involved in
the development of "their" schools. Those parent-teacher meetings that
are arranged by the school are usually attended by the parents of the
"successful" students. They are often conservative in reaction to experi-
mental plans. They undoubtedly are afraid mainly that "something new" will
damage their children's chances. Those parents who perhaps need the




guidance and help of the school to the greatest degree,and those who
could vest help the scnool, are often absent from the parent-teacher
mectings. The author believes that one reason the parents stay away is
the feelipg that they do not have any possibility of influencing the

school. They feel that their proposals would 1ot have any influence on
developments and would probably be considered untimely interference.

Parents, of course, represent a very important factor in the inno-
vating process o2 the individual school. Social and economic background
is of decisive importance to the individual development of students. It
is important, therefore, that the schools have the best possible contact
with their parents and come to understand some of their impulses in order
to improve the educational opportunities for the individual student.

A model for the process of innovation in education. The process of inno-
vation in education in Norway, which up to the present time has been
centrally directed, should be divided among several bodies according to
the type of experiment. An effort should be made to try to discover which
projects can best be carried out by smaller units and which can best be
carried out oy central oodies, ‘

The following model for the direction oi the process of innovation
in education in Worway is similar in its wain features to the proposals
now being discussed in the Storting. i‘he form of this wmodel is the
author's.,

1, The individual teacher. What nas been called hers "the develop-
ment work of the individual teacner" is the responsipility of the indi-
vidual teacher and the individual school. Within the existing laws and
regulations, this does not require any central approval. The individual
school should be able to present its own development prosramme. Yhen
necessary, assistance can be obtuined from thz educational service centres,
the expert advisory council for the varticular type of school and the NCILE.

2. The exvert advisorv councils. The expert advisory councit for
each type of school has the responsibility for that type of aschool's
"rolling reform" work (for example, curriculum develovment). This respons-
ibility includes experimental work, the objectives, methods and content
of which may differ from the present arrangements but do not, as a whole,
set lower instruction standards. Possibly the expert advisory councils
should also be given the responsibility for the implementation of the big
practical experiments that are developed by the NCIE in their primary and
field experiments,

3. The NCiB. The main tasks of the NCIE are to treat the experimen-
tal work of the school as a wnole and to stimulate all forms of experi-
mentation,

The HCIE should carry a reform activity (mainly structural changes)
through tie phase of testing in preliminary and rield experiments. It
must 110t bte the resvonsibility of the iCIE to disseminate the reform
tnroughout Norway. This should be done as part of "rolling reform" work
by the expert advisory council of the particular type of school involved.
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The NCIE should then develop larger systematic experiments in edu-
cation. These must be planned and evaluated thoroughly. In this activity,
the NCIE will be the school's main contact with the research institutions.
as a rule the research institutions, in co-operation with the NCIE, should
be responsible for the scientific follow-up of the projects.

The above policies mean a decentrazlisation of experimental work. A
more Flexible treatment of experiments and reforms is then made possible,
All parts of the school syster: become activated in the process of inno-
vation. However, it also makes the establishment of both central and
local service institutions necessary. In the context of the present one-
sided centralisation of the decision-making process in the Norwegian
school system, tris is an important step in the direction of a division
of responsibility and projects among central and local authorities. In
the author's opinion, this development is necessary and in itself an
important innovation!

The model in fact divides the responsibility for aifferent reforms
among different groups. The students, parents and teachers should be
responsible as much as possible for the daily work and development which
influence only their own world. Until now in Norway, such development
has been over-influenced by central authorities. Innovations, however,
which influence a big group, e.g. a total community, cannot be carried
out only as a student/teacher responsibility. Democratic decision-
making has to be taken at the communiiy level with, of course, partici-
pation also from students, parents and teachers. There are also some
innovations which influence the whole natien, for example, structural
changes. The only democratic way to make decisions would be tarough
Parliament, which has the highest democratic responsibility to deal with
the innovations which influence all inhabitants. Here again the develop-
ment itself should be carried through by optimal participation. There
are of course also innovations which have international implications.

It is important to create closer co-operation with other couniries to
ensure the same policy towards these developments.
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VIII. RESISTANCiE TO CHANGE IN *Hii SCHOOL

Everyone who has been involved in experimental work recognises the
expression "resistance to change!" Change, of course, should not be
considered positive without due consideration. Regardless of the area
of life involved (the introduction of new techniques, new organisational

forms, or new social forms), changes create a certain amount of negative
reaction.

Opposition to change is a general phenomenon. It can often be frus-
trating to innovators and researchers. These people will, of course,
usually be convinced that the changes are for the best, at least from
their point of view. Many innovators are placed in an unfortunately
defensive position when they come to introduce innovations. The inno-
vator often comes to consider that resistance to change is one-sidedly
negative. This again creates difficult conditions for co-operation and
can perhaps become an obstacle to innovation.

Sven though the conditions for innovation are made as favourable
as possible, normally someone in every system will react against any
change. Innovations in the school will meet resistance from several
groups: the teachers' group, the parents' group, the studenis, and the
administrators and politicians, There are several kinds of resistance
which nust be met: psychological, practical and ideological.

Grouvns which resist change.

l. Teachers. A number of the conditions of innovation are consider-
ed to be a thrext by the teachers. Several of the systematic experiments
require a new role of the teacher. This can obviously be felt to be a
difficult transition. Other experiments require supplementary education
in a discipline. This means extra work and, possibly, exira expenses and
a loss in wages. The experimental work itself is often demanding. In
attempting to introduce a reform, the teacher will often not be able to
carry through the aims of the instruction plans because satisfactory
textbooks and other teaching aids are lacking. The teacher thus fears
being indicted for the possible poor results, Many teachers probably
avoid development work because they fear that it will demand so much of
them that their students' achievements may suffer.

Particularly the structural experiments that require co-operation
among teachers of different subjects are often opposed. ilso, demanding
co-operation of teachers with higher education and those with a less

solid theoretical background at the same school is not always considered
to be desirable.

The necessity of co-operation with groups newly introduced into
the school such as advisors, psychologists, technical experts and assis-
tants creates unrest and confusion among the teachers. The old role of
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the teacher is regarded as being a safer one. The new specinlicts, in
ihe opinion o. many teachers, do not nave adeguate "undersianding" of
the problems.

2. Parents. Resistance to change in the - aool by the varents'
group is often related to the fact that the prusent school appears to
act 2s a selection :rechanism for rurther education ané tfor proressional
careers. Thus, in the eyes of the parents, a most imporiani role of the
school is to ensure that at least some children acquire the necessary
qualifications.

Phere is a stron; climate of competition in the Norweglan school.
Zompetition to enter the several "closed courses" in the universities
and institutions oif cigher education hac an erfect downwards throush
‘e educational system. bBxperiments that tareaten the achiuvement of
proper qualifications for the "closed courses" will thercfor: be regard-
ed with suspicion. The same is naturally also true of e:periments in
which examination forms and kinds or testing are changed.

Bmotional ovposition to "experimontation" with children wmay be
another possiule cause of resistance. Psychological researcn nay fiven
parents the impressior thai school experimentation can border on danger-
ous manipulztion or tneir children. Similarly, many parent: claim that
young children in particular must be protected fron too many variations
in the structure which wight create insecurity and physical and eriotion-
al difficulties,

3, Students. Students often use wmany oi the same zrguments a;ainst
experimente that their yarents have used. This is particularly irue of
students in the senicr 2igh scnools where comp2tiition tor umchisvement
ot a particular compet-nce i'or gualitvication is strong.

innovations in the cuiriculum and new meiinois oi ingtruction will,
of course, be aisturbins~ tv many stucents. Innovators, wito clalm taav
most students are nappy ulth experimeni and develonmuni in thellr senools,
are undoubiedly correct. However, it ic ovvious that there are also
groups of stuaents who react negatively.

The last few yeors have snown thnt students themsclves not only
want to inTluence and participate in aevelopments but 2lso to direct
items. The author thinks tnat this development will probably increase
in importance. This will of course chunge ihe responsibility for inno-
vation and in a dramatic way chance the roles of existing decision-
malkin = bodies. There is no sinrle solution to this development. Students
should have an increased responsibility in innovation. On the other hand,
they are not the only responsible persons in ths process. The next years
will show whether the educational system is able to find a solution to
these conflictin:; interests or if the students will mrove into an even
more revolutionary phase.

Nature of resistunce to change. Changes in social forms and tne human
environment create insecurity. Most people in Norway are vresumably
brought up in a relatively stable environment. Major variations in the
life zituation are considered ihreatening, and it is not unusiual to find
the reaction of fear. In the extreme,aggressiveness and apathay may be
other reaction patterns.
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There is obviously a threshold value of how much change students,

- parents or teachers will tolerate in daily instruction. The author does
not believe that enough work has been done on this question. Many inno-
vations which have been prepared and carried through have made unreason-
able demands on the ability of both the stuients and the teachers to
adjust to change. Systematic work must be done to develop a reasonable
progression in the projects so that adjustment to innovation and change
may be made easier.

Fany psychological problems could doubtlessly be prevented by good
information, well-prepared qualifying courses, good subject material and
open discussion among; tnose involved. The NCIE has tried to work along
these lines but has only been partially successful. Our experience may
have radical impiications for the stirategy, mainly towards a decentral-
isation of innovations.

The nuthor believes that much of the resistance in the schools to
experiments is aue simply to the faclt that the teachers are not convinced
that the measures are justified. Une of the explanations may be that the
teachers do hot find the resulting "producis" good enough! For instance,
there is a good deal of talk avout the benefits of a4 new role for the
teacher, learning by self-instruction, etc., but how many of the devel-
opnents can be proved to be superior to old methods? There is reason to
doubt that all experimental projects actually rulfil what they promise.
As long as it is not possible to present objective results that actually
snow that tite new measurcs mean real progress in the instruction situa-
tion, wany people will, ana rightly so, be reluctant to accept them.

A teacher must weigh the justifiability of a project that, in spite
of its qualities, will nave many side effccts (for example, on practical
zpnlication, adjustment to the rest oi the school work and to the daily
routine). The aisadvantages, from a purely practical point of view, can
be so great that they offset the advantages the project means on the
educational level,

In the author's opinion, there are several experimental projects
which do not take into account the school situation as a whole. A project
may very well be an excellent one, but considered in a wider semnse, it
can present problems.

Vhat has been implied here is simply that experimental projects
must fulfil stricter recuirements of objective planning and contirol.
For example, when a teaching/learning. system is to be introduced into mathe-
matics, it is not sufficient just to investigate what takes place in
mathematics classes. The follow-up musi also investigate the total
instruction situation. Questions must be asked such as: will this par-
vicular project have consequences for the rest of the insiruction?
Will there be problems of fatigue, discipline or other difficulties as
a side effect in classes other than the mathematics class? Teachers,
students and parents, all have the right to be fully aware of the
possivle effects of a project if it is to be introduced into the system
genzrally. What is advocated here is a systematic approach to innovation.

Every plan undertaken in the school presupposes certain ideas,
ovinions about upbringing, a certain vhilosophy or a definite ideology.
The introduction of a new school structure, the extension of the scnool

day, nev teaching methrods, new roles for the teacher and the student are
all measures that have an ideological basis.
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Innovaticns will usually favour certain facets of the school's
total objectives. Development projects, as a rule, aim at making the
learning process more effective. Projects that change the traditional
relationship between teacher and student may aim at creating a more
critically oriented student with greater independence in regard to the
subject material and to the teacher. Prcjects for broadening the range
of sc.ial groups recruited to the school (from other levels than the
nigher social groups) emphasise social objectives over strictly educa-
tional objectives.

Resistance to experiments can be due, consciously or unconsciously,
to their ideological content. The interaction among the various aims of
the school and the shifting of objective priorities that experimental
work means, is seldom sufficiently clariiied. The author suspects that
the innovators themselves are not very aware of this shift and it is far
less clear than it could be in the presentation and implementation of
the innovation.

A great deal of the resistance to experimental work is indirectly
due to uncertainty and doubt about its ideological basis. An open
dialogue on these guestions is needed to clarify the issues and to
prevent further problems. These questions cannrot be solved .by "social
engineering", "change agents” or any "marketing approach". That would
ve a failure that would completely destroy the possibilities for inno-
vation.
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IX. CONCLUSION

The purpose of this study has been to elucidate the functions of
the NCIE in order to understand more clearly the process of innovation
in education in Norway. The author has taken as his starting point the
activities of the NCIE and has tried to show what actually has been
achieved in its innovation work during the first 15 years of its exist-
ence. The interpretations of the experiences presented in this study are
entirely the author's and have not been verified by systematic research.

Experience gained from the work of the NCIE has been the basis for
reinterpretation of the NCIE work strategy, beginning with a theoretical
model for innovation in the school system. In recent years there nas
also been thinking along new lines concerning the work of the NCIL itself.

The author has tried to bring into this study other forces in the
overall education system that influence the process of change. Some topics
deserving of treatment in another study would be the structure of the NCIE,
the co-operation with producers of learning aids, the "marketing" of change
and the recruitment of personnel for innovation projects. A conscious
decision to limit the scope of the study accounts for the very incomplete

attention given to these topics here.

A word must be said however about the recruitment of personnel. This
is particularly difficult for a small country like Norway. Today it appears
that Norway cannot solve the problem of staffing its development projects
alone, even with the maximum utilisation of existing qualified people in
research institutions, schools, etc. As far as Horway is concerned, inter-
national co-operation is necessary. The logical solution is co—~-operation
within Scandinavia, where the school systems are very similar. Such work
has already begun. It is the author's sincere hope that it will not be
too long before Scandinavia at least can be considered as a natural unit

for the recruitment of personnel for innovation and experiments in the
schools,
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APPENDIX T

EXCRPT F:OM THE "INKOVATION I.i BDUCATIOH ACT"
OF 6th AUGUST, 1964

Regulations concerning the National Council for
Innovation in idducation

Chapter III

1, "The National Council for Innovation in Education is lawfully
nominated by His Majesty. 1t shall be the duty of the Council to serve
the Ministry of Chu.ch and iiducation with advice, initiative and super-
vision upon such matters as are connecied witi experiments in education.

2. "It shall be lawiul for His iajesty to appoint a Director of
Innovation in Bducation to be the executive officer in rharge oi ihe
aéministration and supervision of experiments in education, subject to
provisions autnorised oy the Ministry of Church and dducation. The

_binister shall appoint the necessary secretarial staff, The Council may,

with the consent of the liinister, retain experts.

S "The members ¢f the National Council for Innovation in iducation,
one of whom is to b2 Chairman and one of wnom is to be Deputy Chairman
therefore, shall be nominated by Hig liajesty for a term of office of
three years at a time.

4. -"The Council <huall have a Steering Committee of three, on which
the Chairman and the Deputy Chairman of the Council shall serve as
ex-officio members. The third committee member shall be elecied by the
Council for a term of one year at a time.

5. "The Council shall have two regular meetings per year, ana other
meetings when, or if, the Chairman or the .irector of Innovation in
iducation or at least two other councillors shouli deem it necessary.
A Council meetin: can be called at one week's notice.

6. "All matters of policy shall be dealt witn in plenary Council
meetings, where a quorum is constituted by a majority or the councillors.
Otherwise the Council snall itself decide what vowers should ve delegated
to the Steering Committee. Decisions are made by a majority vote, If the
votes are equal, the Chairman casts an additional vote, Records shall be
kept of the proceedings of the Councii and of the Steering Commitvee.

A transcript of the minutes snall be referred to His iajesty's iMinister.
If a member should not agree on a resolution, he can record his vote of
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dissent. The Council shall give notice of dissent, if any, when its
recommendation in a case is submitted to the Minister.

Te "Expenses in regard to the Rational Council for Innovation in
Education shall be defrayed by the State frowm the budgetary appropriation
for the year in question. The Council shall submit budget estimates to
the Ministry of Church and lducation.” ‘




APPENDIX T3I

STATE LAWS AND REGULATIONS CONCERNING
THE SCHOOL SYSTEM

A, Laws

There is a separate law for each type of school. 4 law contains
articles defining: purvose, principles for the Grganisation of instruc-
tion, length of an instruction period, and the curricuilum. (The curric-
wlum is fixed in se¢t instruction plans by tne KCz)., Also included are
directives concerning: classrooms and equipment, auestions of discipline,
instructions for personnel, wages, ana employment and dismissal, Otner
directives treat: division of expenses between State and local community,
admninistration, and textbooks.

' B, Regulationg

The regulations contain directives in greater detail concerning
the activiiies of the school. These too are fixad by the MCs. The regu-
lations specify the yearly examinations which are given on the basis of
a common curriculum in all schools of the same type. For certain examin-
ations, a common basis for grading is fix:d for the wunole countiry.

C. UFinancial regulations

1. Elementary schools. Botn the State and the Counties give comimunities
important subsidies for the elementary schools. These subsidies vary
according to the economic status of the comrrunity. In adaition, the State
subsidizes teaching aids at 50 per cent of the minimum requirements, and
liie county subsidizes school construction at 50 per cent of total cost,
(In individual cases, the State will also subsidize school construction).

2. Senior high schools. The State subsidizes the senior high schools
by type on the basis of a certain sum per regular student. For example:
about 4,000 Horwegian kroner per regular student in %he senior hkigh
school (gymnas), and about 9,000 Norwegian kroner ver regular student
in the agricultural high school.

The State grants subsidies to the Counties according t¢ their
financial situations. The subsidies vary from 30-75 per cent of all
educational exjenses,

36 Teacher trainine colleges. The State pays all expenses at the
teacher training colleges.
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APPENDIX TIT

THE PIAN FOR TOCAL SCHOOL SELF~DEVELOPHMESNT

A, The three parts to the plan

1. A basic book in organisational practices with examples and projects
taken from the practical every~day life of the school.

2. A course for the teaching staff and representatives of the students
in which group work, self-evaluation and development are measures with
suitable instruments,

3 A follow~up at the school of the resultant developmeni prosranme,

A course in co~operation techniques integrated in the daily instruction
of each class is included in the plan, Some co~operation with the NCIE

or other development bodies in the realisation of the develovment plan

may be necessary.

B, Objectives of the plan

1, To create an open, problem-s0lving environment within the indivi-
dual school.

2. To give the responsibility for the solutions {0 problems and
decision~making as much as r%Ssible to those who have the relevant
information, that is to tkase in the local school, '

3 To expand trust among tcachers, studients and others connected with
the school,

4, To strengthen the drive towards clear joint 6bjectives, and to
increase the co-operative efforts towards these objectives to the
maximum,

5 To increase the feeling of the teachers and the students that they
"own" and "master" the school, iis organisation and working environi.ent,

6. To help the teachers at a school to carry out the process of edu~
cation on the basis of relevant objectives, rather than on the basis of
"established practice”,

Te To increase the "self-guidance" of the teachers and students and
their freedom to work towards independent objectives within the frame-
work of the legal struciure,




APPENDIX IV

EXCERPT FROM THE NCIE REPORT TO
’ - THE MCE AND THF STORTING FOR 1967

"The Division of VWork between the
National Council for innovation in Education
and other kducational Advisory Councils"

"dhich of these projects: educational reform, educational develop-
ment work, demonstration innovations, applied school research and prac-—
tical ezperimentation should the Council work on? Up to the present
time, the NCIE has been working on reform projects and practical experi-
ments., Some educational developmeni work has also been taken up by the
NCIE. There is no clear dividing line between the various types of de-
velopment work in the scl.00l, of course, and therefore it is difficult
to acanieve a cleur d¢ivision of labour,

"In prirciple the NCIK must ba interested in all projects that can
bring the Norwegian school closer to a realisation of its objectives.
This must mean that either the NCIK itself takes the initiative for and

administers the projects or that it encourages and supports other bodies
to do so.

"In recent years the NCIE has engaged in co-operative work with
other educational advisory councils. Contact committees have been estab-
lished between the NCIE and the Council for Teacher sduczation, the
Council for Special Schools, the Council for BElementary Schools, the
Council for Vocaticnal Training for Handicrafts and industry, and the
Council for Senior High Schools to discuss matters of common interest
to the two councils.

"wxperiencss fro.. tinis contact work are positive. The planning of
experiments can be discussed and given priority in a larger forum where
subjects are given a broader elucidation. The handling procedures are
eased ana the discussions o the projects by the two councils btecome
much simpler than they were before. However, this co-operation has not
aimed at ary division oi work among the councils, but rather co-operation
in the preparation of the matters at hand.

"bxperiments in the schools are steadily increasing in extent. The
NCIE is aware that the great expansion of experimental activity in the
senior high school and at the teacher training colleges will lead to
large provlems at the Secretariat. This is onc of the reasons that the
NCIE considers it desirable to arrive at a division of the work among
the councils.




"The most pressing reason the NCIE considers it important that all
of the councils work on the planning of experiments is that this collec-
tive work will lead to greater efforts in experimental work. A precondi-
tion for the allocation of the work projects is, in the opinion of the
NCIE, that all projects be evaluated and given priority ratings by the
existing contact commitiees.

"The NCIE believes that there are grounds for discussing two types
of experiment that can be undertaken to advantage by the respective
councils. First, there are the less extensive experiments that in this
report have been called the development work of the individual teachers.
This work should be strengtiiened and is a very important part ol the
whole. Then, there are the more extensive experiments which have been
tested to a satisfactory degree (in primary experiments and, in part,
in field experiments) and should be put into effect on a national scale
by the councils involved (if approved by the MCE)."
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Figure 1

THE NORWEGIAN SCHOOL SYSTEM

7 13 1Y 4] 16 1) .18 19 Age
| T N A 2 1 N !
TEACHERS' TRAINING COLLEGE {d. ycar course)
TEACHERS’ TRAINING COLLEGE
(2. yeor course) L
) STATE COLLEGE
) UNIVERSITY
COMMERCIAL SECHETARIAT
S3YMNASIUM COURSE OF OSLO
D ﬂ UNIVERSITY
TECHNICAL SCHNOL OF BERGEN
-1  STATE INSTITUTE
FOLK HIGH SCHOOL ] ©F TECHNOLOGY
STATE COLLEGE
OF BUSINESS
COMPULSORY EDUCATION » AOMINISTRATION
e —— oo | WORKSHOP SCHOOL ANO ECONOMICS
- r=a r-="
PRIMARY c o |
COMPREMENSIVE SCHOOLS
sCHooL | N R S | STATE COLLEGE
- — A ,:
l I —D—D—I APPRENTICE SCHOOL oF ._G“' UL TURE
- .
TECHNICAL _TRADE SCHOOL || sT. " *RINARY
cewE
ELEMENTARY TECHNICAL SCHOOL
STATE COLLEGE FOR
PHYSICAL EOUCATION
SCHOOL FOR ARTS AND HANDICHAF T4
INDEPENOENT
L THEOLOGICAL
COMMERCIAL SCHOOL COLLEGE
,
SCHOOL FOR HOUSEK EEPING

SCHOOL FOR HOME ARTS ANO CRAFTS

SCHOOL FOR SOCIAL WORKERS

FISHING TRAOE SCHOOLS

SEAMEN'S SCHOOLS

Note : The diagram gives the siructure of the Norwegian school system. The 9-year compulsory school {for ages 7
10 16) is shown in relation 1o the diverse forms of senior high schoal (gencrally for 3 years, ages 16 10 19).  There

SCHOOLS OF AGRICULTURE, FORESTRY, DAIRYING

is an evident need for coordination of instructian in the senior high school.

Source : Hove, Olav: The system of Education in Norwaoy,
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Figure 2
ENROLLMENT IN VARIOUS TYPES OF SCHOOLS iIN 1966

Per cent

100 .-

90

80

10

60

30-

40

30

20

10

14 years 15 years 16 years 17 years 18 years

- Primary and comprehensive schools
Continuation. schools ’

Secondary grammar schools (Realskole and Gymnas)

Hl Folk high schools

: Vocotional schools

Note : The diagram shows the percentage of each age group attending school in 1966. For example,
40 % of the 14-year age group attended the 9- year school in 1966. Today the figure is about 65 =.
Presumably by 1975 the all students in the 15-16-year age groups will complete the 9-year school.The
development of the 9-year school will then have been put into effect throughout the country, and the
continuation school and the junior high school will no longer exist.
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Figure 4.
TWO-LEVEL SYSTEM OF TEACHER TRAINING
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Note: The diagram shows the organization of teacher iraining in o two-level system. Both the teacher training
colleges and the universities train teachers for the comprehensive school.
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