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SUMMARY

A study of the impact of the Palestinian curriculum was commissioned by Belgian
Technical Co-operation at the end of 2004, and conducted by a team of two
international consultants assisted by a national consultant. The study focussed on the
themes of identity, values and thinking skills as central concerns in the First
Palestinian Curriculum Plan. Nine schools in the West Bank and Gaza were visited
for case studies consisting of lesson observations, and focus group discussions with
students, teachers and parents. A focus group discussion was held with UNRWA
supervisors, and questionnaires completed by ten individual teachers and eleven
Ministry directorates and district administrations.

The main finding of the study is that the curriculum is beginning to have a noticeable
positive impact on the students in the three selected areas. The new generation is
learning about, and are secure in, their identity as Palestinians and citizens of the
world. They can articulate and discuss well, and demonstrate competence and
emotional intelligence in their thinking skills. Their personal and social values are
strongly held, other-related rather than egocentric, and solidly founded in Islamic
belief and universal human values.

The very close correlation between the intentions stated in the curriculum plan and the
impact on the students can be accounted for by the strong support for the curriculum
expressed by teachers, parents and administrators, and the motivation of the students
to learn their own curriculum. There is a very strong identification with and
ownership of the curriculum by all concerned for its anchoring in Palestinian culture
and society, its modern content and international perspective, and the promotion of
positive values. In other educational systems it would be more usual to find great
differences of opinion about, varying support for, and opposition to, a curriculum.
Thisis not the case for Palestine.

However, teachers, parents and administrators are concerned that the curriculum is
incomplete in its presentation of the history and geography of Palestine, and wish to
see full information about Palestine since 1948 included. Students also expressed the
wish to learn more about their own culture as well as the world at large. All
interviewed feel that the curriculum is overloaded with content, and that skills and
values can be further developed if a better balance can be found. From the teaching
observed, the team also felt that more effective use of teaching methods would
enhance students' skills devel opment further.

One of the most significant findings in terms of values, given the current situation of
Palestine, was the very strong and unanimous support for peace and conflict
resolution with Israel expressed by students, teachers and parents alike. The students
grounded this in their own personal values and upbringing in the family, in Islamic
values and human rights. At the same time they were disillusioned at the futility of
negotiations so far. There was no expression of hatred or aggression towards Israel,
except for one student only (of 115). Severa students expressed the desire to learn
Hebrew “to read and understand what others think”.
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In the light of the debate stirred by accusations of incitement to hatred and other
criticisms of the Palestinian textbooks, there is no evidence at al of that happening as
aresult of the curriculum. What is of great concern to students, teachers and parents
alikeisthat although they wish it, studentsfind it difficult to accept peace and conflict
resolution as a solution to the conflict, and teachers find it difficult to teach, while
soldiers and settlers are shooting in the streets and in schools and checkpoints have to
be braved every day. It would seem that the occupation is the biggest constraint to the
realisation of these values in the Palestinian curriculum.

The message that came clearly across from the students was: “Peace is our dream, for
ourselves and our families’ as one of them put it.

Vii



1. BACKGROUND

The Palestinian Ministry of Education (now Ministry of Education and Higher
Education, MoEHE) started a project in 1994 to create the Palestine Centre for
Curriculum Development (PCDC) and to build capacity to develop the first
Palestinian curriculum, with support from Italian trust fundsin UNESCO. Thiswasto
replace the existing Jordanian (West Bank) and Egyptian (Gaza) curricula being used
in Palestinian schools. A second phase of the project was initiated in 1996 to finalize a
five-year plan for the development of the first curriculum and textbooks. The key
product was the First Palestinian Curriculum Plan, approved in 1998. The
UNESCO/Italy support ended in 1999, by when the textbooks for Grades 1 and 6
were ready. World Bank support to PCDC started in 1998 and is ongoing.

In 2000, the government of Belgium through Belgian Technical Co-operation (BTC)
began supporting the development of the textbooks of the new curriculum, and to date
has funded the production of textbooks for Grades 2-5 and 7-10 of the basic education
cycle. The teaching of the first semester of Grades 5 and 10 is ailmost ended, and the
development and implementation of the entire basic education cycle is thus nearing
completion. BTC has aso funded the in-service training of teachers through the
Directorate-General for Teacher Training and Supervision (DGTTS) in implementing
the new textbooks, and through the Assessment and Evaluation Centre (AEC) the
evaluation of the first print run of each book for corrections and adjustments to be
made for the second print run.t The implementation schedule for the new textbooks,
including the in-service teacher training, has been completed as follows:

2000- | 2001- | 2002- | 2003- | 2004-
School year: | 2001 | 2002 | 2003 | 2004 | 2005
1 2 3,8 4 5
6 7 |5Tech| 9 10

Grades:

The first students to benefit from the Palestinian curriculum started in Grades 1 and 6
in 2000, are now halfway through Grades 5 and 10, and thus have followed the
Palestinian curriculum for four and a half years at the time of this study. This impact
study was commissioned by BTC to synchronise with the completion of the first
implementation for the basic education cycle of the new curriculum, and towards the
end of its current phase of project support to education in Palestine.

1.1 The concept of impact

It is necessary to define what we mean by impact, since the term is used variously by
development agencies. For the purposes of this study, the following definition is used
asagenera bass.

Impact concerns long-term and sustainable changes introduced by a given
intervention in the lives of beneficiaries. Impact can be related either to the
specific objectives of an intervention or to unanticipated changes caused by an

1 See Annexe 2 for asummary of the processes of curriculum devel opment, textbook production and
printing, teacher training, and textbook eval uation.



intervention; such unanticipated changes may also occur in the lives of people
not belonging to the beneficiary group. Impact can be either positive or
negative, the latter being equally important to be aware of.?

It is thus not a study of curriculum effectiveness in the sense of how well students are
achieving measurable learning outcomes in each subject. Nor is it a study of
curriculum efficiency, which is the extent to which curricular means and resources
(human resources, knowledge, time, materials, space and physical facilities, and
financing) are being best or most economically used in order to achieve curriculum
effectiveness. Nor is this a project evaluation of BTC support, looking at inputs,
processes and outputs/outcomes.

Impact is at a deeper level, less tangible and therefore less easily measurable, and
goes beyond the lifetime of a project. Few development aid agencies have projects
where impact, in the sense in which we use the term here, is taken into consideration
from the outset and where baseline indicators are identified for monitoring and
evaluation. BTC was no exception in this case.

Impact evaluation is first and foremost a qualitative study. When conducted in a
fourth generation or later approach to impact study? it is a thorough and participatory
process using grounded theory. The evaluation is designed only after discussions with
those involved, possibly aso including their logbooks, written work, workshop
products, etc., trialling and refining instruments and methods; then implementation
and anaysis, and finally validation of findings and interpretations with the same
stakeholders as at the outset.

Neither time nor resources were available to enable such a thorough and protracted
process. Above al, the limitations on free movement and time created by the Israeli
occupation of the Palestinian territories precluded it. Consequently this impact study
had to be designed along more conventional lines, but with the intention of going in
more depth than just an evaluation of the effects or outcomes of a project (either or
both of which are also called impact by various agencies).

1.2 The approach
The task was to explore if the curriculum was beginning to have an impact on Grade
5 and Grade 10 students after following it for four and a half years. In what waysis
the next generation beginning to become the sort of citizen that Palestine wants to
see? What factors promote or constrain the impact of the Palestinian curriculum? Are
the intended consequences beginning to be evident? Are there any unintended
consequences? The starting point was the First Palestinian Curriculum Plan (1996).

1.2.1 Analysis of the First Palestinian Curriculum Plan

The First Palestinian Curriculum Plan is a mix of two different types of document
merged into one. Parts of it are curricular statements of intended learning, and other
parts outline plans for the process of designing and implementing the first cycle of the

2 Blankenberg, F. Methods of impact assessment research programme: Resource pack and discussion
?aper for the case studies phase. (Den Haag: Oxfam UK & Novib, 1995)

Guber E. and Lincoln, Y., Fourth generation evaluation. (London: Sage, 1981) Van Harmelen, U.,
Avenstrup, R., and Adams, J., Evaluating Change. An Impact Sudy of the Life Science Project,
Namibia, 1991-2000. (Copenhagen: 1BIS, 2001).



new curriculum. For the purposes of this study the Curriculum Plan was analysed to
identify what its fundamental intentions are in terms of learning and teaching. Some
of the statements about intended learning and teaching are grouped under the headings
of System Objectives and Curriculum Philosophy, but the distinction between the two
is not always clear: several concepts could be one or the other or both®. The key
concepts relating to longer-lasting change in persons and institutions are:

System objectives:

democracy

international understanding and cooperation based on equality, liberty, dignity,
peace and human rights

national and cultural identity

the Arab nation: working toward unity, liberty, development and prosperity of
the nation.

students develop intellectually, socially, physically, spiritualy and
emotionally, to become responsible citizens, able to participate in solving
problems of their community, their country and the world.

critical thinking, and problem solving skills.

Curriculum philosophy:

Palestine is the homeland for all Palestinians, preservation of Palestinian
identity, unified society in aspiration, loyalty, culture, behaviour and goals
reflecting the intellectual, cultural and geographical characteristics of the
Palestinian people

Palestinian curriculum stems from faith in Allah

Palestinian identity is deeply rooted in the Arab-Islamic culture

freedom, emancipation, development, democracy and unity

the history of the Palestinian people and comprehending it within the Arab-
Islamic history

rich vivid history shared with other peoples and nations due to the strategic
geographical location of their country and to their religious historical
characteristics

realize the independence of Palestine, act constructively with other nations,
and participate in the development of human ideas, and in humanitarian,
political, economic, and cognitive issues

providing the young people with principles of understanding their own limits
and to what extent they can participate in international culture

full and better understanding of tradition and produce a creative thinking
ability to preserve and develop it

keeping the solidarity and unity of the family and methods of developing the
internal relationships

Arabic language

foreign languages

special emphasis and focus on technology, ecology, demography and their
relation to development and socia growth

avoid preaching and reciting as these are useless in producing or building the
character able to use the scientific critical thinking in research, analysis and
application.

* The English translation of the curriculum plan was used for this study.



appreciate the wonders of the arts and literature
- represents the set of norms and values prevailing in local and international
societies
- love of cooperation, peace and a balanced relationship in the realm of national
or international relations
- psychologicaly and socially balanced people aware of others' limitation and
themselves
- the State of Palestine, with Jerusalem as its capital. This confirms that the
curriculum should be responsible for:
1. fostering within the coming generation certain national, regional,
religious and human values.
2. endowing students with needed skills.
- conveying essential knowledge

Obviously, not all the above can be observed in a limited study such as this one. For
the sake of focussing the study, and for organising the material for analysis and
reporting, three more generic conceptual areas were identified under which many of
the above could be grouped. These three conceptua areas are: Identity, Values and
Thinking skills. The groupings are outlined as follows:

Identi
Family:
solidarity and unity of the family and methods of developing the
internal relationships

Palestine:
permanent homeland
Jerusalem the capital
intellectual, cultural and geographical characteristics of the Palestinian
people

Arab:
Arabic language and culture
Faithin Allah
Arab-1slamic history

International :
English
history shared with other peoples and nations due to the strategic
geographical location
a balanced relationship in the realm of national or international
relations

Values:
national, regional, religious and human values
unified society
freedom, emancipation, development, democracy and unity
norms and values prevailing in local and international societies
cooperation, peace



Thinking skills:
understanding of tradition

creative thinking

scientific critical thinking

problem solving

appreciate arts

psychologically and socially balanced

technology, ecology, demography and their relation to development
and social growth

1.2.2 The case study design

The aim was to observe to what extent the fundamental intentions of the new
curriculum were having an impact, or not. This was to be done by observing
classroom practice and eliciting discourse which could be analysed in terms of the
intended impact and any unintended impact, and to triangulate the perceptions of
students against those of teachers and parents.

The field work consisted of case studies of 9 schools in different parts of the country.
The sample represented the north, centre, and south of the West Bank (6), Gaza (2),
and UNWRA (1) with a balance between urban and rural, and boys and girls
schools. The schools chosen represent average-performing schools except for one
which is above average. The focus of attention was on Grades 5 and 10 since students
in these grades have had the longest exposure to the curriculum. The original design
was for two/three team members to (i) observe lessons (ii) each interview one of the
teachers observed and facilitate focus group discussions with (iii) teachers from
Grades 5 and 10 respectively (iv) a group of students from Grades 5 and 10
respectively (v) representatives of the parents council and (vi) district officials, and
with MoEHE directorates-general.> Semi-structured interviews with the focus groups
gave the discussions the flexibility needed to pre-empt participants anticipating what
they thought team members might have wanted to hear, thus eliciting as authentic
responses as possible.

1.3 Implementation

It was not possible to trial the approach and instruments prior to the start of the
evaluation, due to the mourning period after the death of President Arafat. The design
of the field work was therefore modified after trialling at the first school. Owing to the
uncertainties of the situation caused by the occupation and closures, it was not
reasonable to expect teachers to stay on much more than an hour after the end of
school for afocus group discussion, in order for them to get home. Nor was it possible
to interview teachers observed separately as this would have delayed them even more
and returning home late and alone is a risk. The individual interview was therefore
used as a questionnaire to be filled in and returned. The same was done with the focus
group discussion with district officials and with MoEHE directorates-general, owing
to lack of time. The focus group interview schedules were refined and the pacing of
the day visit was finalised after the first school visit. The focus group discussions

® See complete set of instruments, Annexe 1.



with students were organised during the last lesson instead of after school. Parents
were interviewed either during and after the break or after school, and teachers
immediately after the end of school. Even so, in some schools not al teachers were
able to stay behind. In some cases it was not possible to observe more than one-two
lessons each in a school because the arrival of the team was delayed by road closures
and checkpoints.

The general curriculum intentions are the same for studentsin all grades, so the same
approach and instruments for the focus group discussions were used for both Grades 5
and 10, but adapted on the spot to the level of the students. Further, al the discussion
guestions were a framework to be adapted as each discussion developed and not
necessarily al to be gone through with every group. As usual with this approach, it
turned out that each group had its own emphases and some questions triggered more
response in one group than in another. In most cases, discussion would emerge from
one guestion and develop into answers to several other questions at the same time.
The facilitator was not bound to follow the given sequence of questions, but could
move flexibly when the discussion went in a particular direction. If the discussion
began to get off track, the group would be brought back by a different question. In
nearly all cases, the core questions were covered and the difference was more in the
depth in which issues were explored. None of the questions was found to be entirely
redundant during the exercise, but most time was used on those relating to the three
main themes of the study.

The intention was to come to as normal a school situation as possible. Schools were
notified at somewhat short notice, by force of circumstances rather than by design.
With one exception (a misunderstanding which was cleared up on arrival), they did
not make any special preparations for the visit. All the schools and teachers were very
open and flexible in accommodating the team’s wishes. The instruments for focus
group discussions were semi-structured, enabling the team to prompt and probe and
the team has no doubt that the responses obtained were authentic.

Unlike many education systems, Palestinian teachers do not have a copy of the
curriculum plan nor of the subject syllabuses from which to directly plan their
teaching and select materials. There were no Palestinian materials at all previously,
only the Jordanian and Egyptian textbooks, which the new Palestinian curriculum and
textbooks have replaced. The first cycle of the Palestinian system is an instructional
systems design (1SD) approach, where the teaching/learning materials are de facto the
intended curriculum.

Teachers therefore have to try and gain a deeper understanding of the principles of the
curriculum through the learning objectives for each subject and unit in the textbooks.
This does not give them a direct global understanding of the curriculum (curricular
literacy). Teachers in Grades 5-10 are mostly single-subject teachers (although some
teach two subjects and a few three), so most do not get any cross-curricular view of
the curriculum either. Teachers are given some general information about the
curriculum principles in the in-service induction courses for the new textbooks.
During the school visits, the team had to explain to the teachers that the interviews
were not about the textbooks and subject syllabus (insofar as the textbooks are the
syllabus for the teachers), but that there exists a curriculum plan which was the basis
of the study.



1.3.1 Coverage
Nine schools were visited, of which 5 were girls and 4 were boys. School

enrolments ranged from 384 to 1600 students. Class sizes ranged from 22 to 52, with
only two below 30 and fourteen with 33 or above. Eighteen classes were visited, and
40 lessons observed. Teaching in ten subjects was observed including Arabic,
Mathematics, Natural Science, Civics/Social Studies, National Education, History,
Geography, Technology, English, and Isamic Education. A total of 115 students
(almost equaly divided between Grades 5 and 10) were interviewed in 16 focus
groups, as were 72 teachers in 12 focus groups. The combined teaching experience of
the teachers interviewed represented all grades and all subjects. 40 parents were
interviewed in 7 focus groups, and their experience of the new curriculum aso
represented all grades. 15 UNWRA supervisors were interviewed in one focus group.
10 individual teacher guestionnaires were returned, as were 11 questionnaires sent to
directorates-general and districts.

1.3.2 Limitations

The case study approach and such a small sample is by no means statitically
representative, nor was the sampling cross-sectional. The analysis presented here is of
these schools, students, teachers and parents only, at this time, under these
circumstances, given this approach. No lower primary classes were included, being
below Grade 5. Nonetheless, the similarities of certain features between these schools
and between the responses of the three main groups of people reached are so striking,
that the team believes that some of the observations made here might well apply to the
system as awhole from Grades 5-10.

1.4 Further developments

The approach used here was proven to be fruitful in that it gives a rich quantity and
quality of material. Careful structuring in advance made it possible to sort the material
efficiently for writing up. On the other hand, owing to the constraints mentioned
above, it was not possible to conduct this study as a complete impact evaluation and
much greater depth would have been desirable.

There are numerous themes and issues which should be followed up from this first
attempt to evaluate the impact of the curriculum and these are mentioned in the course
of the presentation and analysis of findings and in the conclusion. Readers will no
doubt identify additional topics arising out of this study, for further investigation. The
team itself has taken an end-point perspective from the classroom, of where and how
the curriculum, textbooks, evaluation of textbooks, and teacher training meet. This
perspective provides feedback to the PCDC, DGTTS, and AEC, and has implications
for other directorates-general as well. It is strongly recommended that this sort of
approach should be used in a wider selection of schools and/or to analyse specific
issues by teams of three, consisting of one from PCDC, one from AEC and one from
DGTTS. This would strengthen co-operation and communication between the
directorates, and enable each to contribute with their perspective and learn from the
others. Beyond this, it is hoped that this study can be a useful contribution to the
further development of the Palestinian curriculum, and a wider contribution to
approaches to curriculum eval uation.



2. CLASSROOM OBSERVATIONS

In the conceptualisation, design and development of the Palestinian curriculum, the
issues pertaining to identity, values and critical thinking were deemed essential in
preparing students for their future. In the design and development therefore, emphasis
was placed on developing a new set of images. images that portray the student as a
thinker, a creator, and a constructor — images which evoke student learning through
their search for meaning and understanding, and images which are underpinned by a
strong sense of national identity, strong values and higher-order thinking skills. The
guestion put in this case study is. To what extent is the curriculum beginning to have
its intended impact on the studentsin terms of :

- identity

- values

- thinking skills?

In addition, the question also has to be answered: To what extent is there any evidence
that there is unintended impact of the curriculum, be it positive and/or negative? The
purpose of classroom observations of the interactions of the students and teachers was
to provide a basis for comparison with what emerged in the focus group discussions.
To what extent was there evidence that the pedagogy used promotes or constrains the
curriculum intentions and hence its impact on the students?

As noted in the introduction, forty lessons were observed in a total of 18 classes,
which ranged from 22 to 52 students per class. Teaching in ten subjects was observed
covering Arabic, Mathematics, Natural Science, CivicdSocial Studies, Nationa
Education, History, Geography, Technology, English, and Islamic Education. The
team managed several times to follow the same class with different teachers, and in a
few cases were only able to observe one lesson each in a school. A member of the
team sat at the back of the class filling in the observation schedule, with an interpreter
whispering translation where necessary.

2.1 I dentity

The issue of identity was not an explicit topic in any of the lessons observed, but was
implicit in several, e.g. a poem which was read, and references to Palestine in English
and in Geography. Nonetheless it was very clear that a strong and positive identity
prevailed at al the schools visited. This was made explicit in the focus group
interviews with students, teachers and parents. The different groups interviewed all
agreed that the new Palestinian curriculum fostered a sense of pride and achievement,
because it is their own product, teaches about Palestinian issues and realities, and
addresses Palestinian needs. The subjects identified as strongly enhancing and
promoting a national identity are Civic education, History, Arabic, Religious
education, National education and Geography. Some of the other subjects, such as
Natural Sciences, Home Science and Arts also promote identity through local
relevance and examples.



2.2 Values

The social atmosphere of the school shows something of the context of values within
which the curriculum is to operate. Students, teachers, school management, and
parents were very welcoming to guests, as the team experienced. Students accepted
the observers with great openness and willingness to cooperate. Teachers were willing
to allow the observers (strangers) in their classrooms, some without having received
prior notice and/or without a proper briefing as to what was expected of them. They
were all willing to respond to questions, and teachers stayed beyond official school
time sometimes at considerable inconvenience to themselves, even running the risk of
sudden closure or personal danger from soldiers or settlers if returning home aone.
At al the schools the generosity and hospitality was overwhelming, with the study
team being offered refreshments, and in most cases also lunch and small gifts. Thisis
part of the Palestinian culture and bears out some of the responses from the student
focus group discussions.

Teachers demonstrated values of commitment, a caring attitude towards their students
and a sense of responsibility towards their well-being. Although students did not
initiate activities in class, their eagerness to respond to teachers' instructions and
questions, and the disciplined way in which they behaved revealed a participative and
supportive social environment. The students demonstrated respect for teachers and
class-mates, and there was openness to different points of view, although it was
mostly the teacher talking. Students were attentive and committed and tried to stay on
task, even though some of them were on the periphery and little attempt was made by
the teachers to involve them. Students accepted responsibility for their learning by
their eagerness to respond, and the ways in which they attended to the tasks assigned
to them. This sense of commitment and responsibility sometimes results in enormous
pressure on the students, as elicited from teacher and parent focus group discussions.
Despite the positive and mostly attentive atmosphere, students were not really
encouraged to take initiative and to participate in other ways than to respond to
teacher instructions and questions.

The values of mutual respect, discipline, hospitality, generosity, willingness to
cooperate and to assist, and commitment to the task were thus very clear from the
classroom observations and school atmosphere. Even though the teaching observed
was mostly conventional, there was a real sense that the teachers and students were
engaged in a meaningful activity. How values are treated explicitly in teaching was
not possible to determine on these visits, since they were not part of the content of the
lessons observed .

2.3 Thinking skills

In order to develop higher-order thinking skills, one would expect lessons to be
organised using a variety of methods and approaches appropriate to task. However,
the teaching approach was more or less the same in all the lessons observed: teacher-
centred with the teacher talking, writing on the chalkboard, and asking questions.
Occasionally it was not clear if teachers expected to build on the students' previous
knowledge and experience of a topic but were unable to do so, or whether they
assumed that students would develop higher-order thinking skills themselves. From



the student responses which were mostly short factual answers, the latter seemed
unlikely to be happening in the classroom. With the exception of one or two lessons
there was little facilitation of further discussion or exploration of the topics, some of
which lent themselves very well to the development of critical thinking and the
fostering of values. Most lessons were structured in such a way that students could
only respond to questions posed by teachers using conventional questioning
techniques. Although students were not discouraged from expressing their views or
from asking questions, they were also not invited to formulate questions which they
would have liked to explorein relation to atopic. A few lessons were observed where
teachers did attempt to use other approaches to stimulate student thinking, for
example taking the students through a line of reasoning and modelling how to do so.
In these classrooms there was also a more stimulating visual environment than the
usual mostly bare classroom.

Limited interaction between students themselves was observed, and most of the
interactions were not teacher initiated. Some students assisted one another and a few
engaged in off-task communication. Discussion, brainstorming, cooperative project-
based learning activities and sharing of ideas amongst students could encourage
creative and critical thinking and deeper understanding of concepts and principles,
and could lead to the acquisition of problem solving skills. Thisis a possible area for
focused teacher development interventions.

In the focus group discussions teachers indicated that they do consider individual
differences in their lessons, try to include every learner and adapt and simplify the
curriculum to accommodate the needs of dower learners and low achievers, but find
this very difficult to achieve. Individual differentiation was not evident in the lessons
observed and there seems to be a gap between what teachers believe they do and what
they actually do. Quite a number of the teachers commented on the fact that there is
not enough time to look after sow learners owing to the content overload and other
factors impinging on teaching time, something which confirmed the lesson
observations.

Nonetheless, teaching time was not used optimally and effectively as teachers spent
too much time on students repeating or re-reading sections, or going around the class
checking homework or exercises. The inefficient use of time to some extent
contributes to the perception that the curriculum is overloaded and pitched at too high
a level. The time spent on repetitive activities could be used for dialogue and
interchange among students and for practical application of knowledge. More time
could be spent on project-based and discovery learning activities than on teacher-talk,
although teacher-talk does have its place in the learning and teaching process. Whole
class teaching in which the teacher dominates but facilitates the interactions can be
one of several effective ways of engaging students in conceptual development.®
Higher—evel and critical thinking skills are more likely to result from contextualised
activity-based learning.

6 Taylor, N. and Vinjevold, P. (eds). Getting Learning Right: Report of the President’s Education
Initiative Research Project. (University of the Witwatersrand: Joint Education Trust, , 1999).
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From the lessons observed it seemed as if the teachers knew the subject matter well,
but most did not know or were unable to practice methodologies which are
appropriate to enhance deeper understanding, critical and creative thinking and
problem solving, and therefore stayed within the comfort zone of the more
conventional teacher-centred approach. Where teachers did provide students with
some mix of activities, these were generally not integrated or organised sequentially
in ways that assisted the students to practise the necessary concepts and skills
incrementally. One teacher tried to teach in a different way by changing the
configuration of the classroom, but did not know which methods to employ for such a
configuration, and the class ended in chaos. Another had the students sitting in groups
but did not give any tasks that needed group work.

Despite the fact that there was little learner-teacher interaction in most of the lessons,
and students were mostly cast in the role of listeners, they were attentive and to a
large extent engaged. There was evidence of active listening.” Students listened and
responded to the teachers’ questions and instructions. They were not discouraged
from actively contributing to and participating in the lessons, but neither were they
encouraged to do more than what the teacher required, e.g. to explore, to express their
own opinions, to share ideas and to initiate discussion. In al the lessons observed the
students were very eager to respond to questions and instructions, tried to be attentive,
and were well behaved. However, because of the methods and teaching style used,
only a few students could actively participate at any given time, resulting in some
students becoming disinterested but not disruptive. The teachers did not seem to
notice this and did not make special efforts to involve them. In some lessons
observed, teachers were teaching and responding to the front few rows only.

2.4 Comments

Judging from the attentiveness, motivation and eagerness to learn on the side of
students in the lessons observed, it appears as if whether the lesson is student-centred
or teacher-centred does not seem to be the ultimately decisive factor in relation to
performance. What seems to matter most is that the lesson promotes understanding of
the subject being taught, that students attach meaning to what is being taught, and that
they are able to engage with the lesson. This is consistent with research done in
similar settings, e.g. South Africa® There is no doubt that the students were
contributing as much as they could and in the way that they could, in a teacher-
centred setting.

The ineffective use of teaching/learning time in the schools visited leads to students
being given more homework and more being demanded of parents to support
students. This can contribute to insufficient understanding or gaps in the
understanding of students in relation to the subject matter and the skills to be
acquired, as some parents do not have the necessary education to facilitate deeper
understanding of concepts (cf. chapter 5). The parents role should be that of
supporting and complementing the teaching and learning at school, and not helping
the teachers cover the curriculum.

"Taylor, N. and Vinjevold, P., op. cit.
8 Taylor, N. and Vinjevold, P., op. cit.
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The focus group interviews with students showed that students were able to think on
their feet, think through issues critically and constructively, and could respond
confidently and in a composed manner to the questions of strangers. As noted, in the
lessons observed the students were very eager to participate and continued to be
attentive despite many of them being on the periphery during the lesson. This
indicates that there is a window of opportunity for teachers to build on and to exploit
more in order to achieve the intentions of the curriculum with regard to critical
thinking and higher-order thinking skills.

Professiona development of teachers, both through pre-service or in-service modes,
will have to be geared towards equipping teachers with the ability and confidence to
use a range of methodologies and strategies to guide students towards the acquisition
of knowledge, skills and values, to use them in appropriate situations, and contribute
to the construction of knowledge. The in-service training which teachers have been
given in the new textbooks is tabulated in Annexe 3.

Although only a small sample of teaching has been seen in this case study, the
teachers confirmed that what the team saw was typical for their teaching as a whole.
Only in one case did a teacher have suggestions as to how the lesson could have been
taught substantially differently and reflections on why she was not able to use the
range of methods which she would have preferred to use. There seems to be a need
for more detailed field studies to be done on to what extent new teaching
methodol ogies are actually being implemented in accordance with the curriculum and
current trends in education, and how continuous professional development can sustain
and build further on what has been achieved so far.
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3. THE STUDENTS

After having observed classroom interactions, the team facilitated focus group
discussions with students from Grades 5 and 10 respectively. Both indirect and direct
questions about the three themes were used to elicit discourse, and consequently the
three themes were partly separate and partly intertwined in the responses’.

The team were very taken with the way the students responded both in Grade 5 and
Grade 10. They accepted the presence of visitors without reticence or affectation; they
were open, thoughtful, and communicated easily; they interacted with each other and
with the team very positively, and nearly all the discussions flowed well, with several
commenting on each other’s responses. Only in avery few cases did the team member
have to work hard to elicit response, or responses were limited to straight answers to
guestions rather than a freer discussion.

Time was also a constraint: having to end the discussions promptly at the end of the
school day owing to the circumstances meant that it was not possible to go into the
depth and explore nuances as we would have wished. Also owing to lack of time and
resources, it was not possible to tape the discussions and have transcripts made. The
team could only note responses, and the brief quotes given below do not adequately
convey the nature of the discussions. They must be taken as key phrases extracted
from the buzz of discussion, and are selected as being representative of the trend of
the discussion except where otherwise noted.

The team were very impressed by the fact that in many cases the students tried to
answer some of the questions in English and did quite well. 1n one group (Grade 10
girls) quite alot of the discussion was actually held in English.

3.1 Identity
The three spheres of identity to be examined were the family, Palestine and
international. The direct questions about identity included:

- How would you describe what makes you a Palestinian?

- What subjects in school help you find out what makes you a Palestinian?

- What for you are some of the most important things you have learnt in those
subjects about being a Palestinian?

- What more would you like to learn about Palestine?

As noted previously, not all questions were asked of al groups, and sometimes the
wording was modified or embellished to reach the level of the students. One of the
lead-in questions to discussing identity was “If a girl/boy from England came and
visited you at home, what would she find was different to her own home and family?’
However, issues relating to identity very often arose when discussing other topics and
those responses a so gave material to use in analysing how the students construct their
identity.

% See Annexe 1
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3.1.1 The family
The Palestinian family is seen by the students first and foremost as where personal
needs are fulfilled, and parents are providers:

- The family fulfils needs. Parents meet our needs for education and other
needs.

- Our parents try to do their best to raise us in an acceptable way...They take
care of us.

Characteristics of the Palestinian family compared to others were said to be that it is
close-knit, and the family “...understands more about religion and values...”.
Respect for parents is important. A few students differentiated specific roles in the
family along conventional lines:

- Our fathers talk, our mothers raise us...Our grandfathers teach us history and
traditions.

One student thought that it was important to have many children — many boys.

The role of family members (older siblings, parents or grandparents) as counsellors or
arbitrators was often mentioned when there is a conflict to be resolved, and their
advice istaken:

- We listen to our parents.

Inter-family conflicts are also resolved through dialogue.

What comes across clearly from the discussions is that learning about the “solidarity
and unity of the family and methods of developing the internal relationships’ (as
stated in the Curriculum Plan) is taking place. However, there was insufficient time to
probe to what extent the students have a progressive view of gender equity in the
family, and the sharing of work at home, as portrayed in the textbooks. nor did the
students raise the issue themselves. Thisisan areafor further studies.

3.1.2 Palestine

The Palestinian aspect of identity also came across very strongly indeed. A few quotes
exemplify widely held feelings and opinions in response to the question of what
makes one a Palestinian. It is clear from the following that being a Palestinian is not
only a question of belonging to a culture, but also of having a certain set of values.
Values per se will be discussed below, but those stated by the students when asked
about Palestinian identity include:

- We appreciate our customs and traditions
- Wetreat otherskindly and free of conflict
- Werespect and honour others

- Welove each other, help each other

- Wewant justice and equality

During the discussions it emerged that Palestinian identity is inextricably bound up in
the concept of “homeland” or “land” and the present situation:
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- Our land is our dignity and honour, it isinherited through generations
- Thelandispart of our soul

- Wefeel the country is holy

- Wewant our own identity and our land

- We have a homeland

- Jerusademisour capita

Response to the occupation of Palestinian territory, incursion on land, is an integral
part of how students see their identity:
- Wedefend our country, the basis of the conflict island.
- Welove our country and struggle against the occupation.
- Wewill not abandon our country, we will make sacrifices for our country and
not let them take our homes.

Asserting their identity is a resource against the humiliations they endure daily. It is
noteworthy that the students did not play on being victims, nor did they exploit the
victimization which they endure to gain sympathy from the team:
- We must not be shy of our identity in Intifada situations.
- Weare proud to be Palestinian.
- Our life is different from others because of suffering, oppression, occupation,
conflict - but we are as capable as any.

Palestinian identity is bound up in the desire for freedom:
- Wewant freedom.
-  Webelievein God and liberation.

The students thus have a strong sense of cultural characteristics (as also shown under
the family and identity), and the concept of a permanent homeland with Jerusalem as
the capital has taken strong root in the students' identity. Less was said about the
“intellectual and geographical characteristics of the Palestinian people’” as the
curriculum states. The geographical characteristics are <till not finalised in
international agreements, and therefore not defined in the textbooks, and perhaps any
school goer would be hard put to express in words exactly what the intellectual
characteristics of their people are.

3.1.3 Arabic, Islamic
Arabic and Islamic culture were sometimes mentioned in response to the general
guestion of identity, sometimes in relation to the specific question “What subjects
help you find out what makes you a Palestinian?’ In terms of the latter, Arabic,
Religious Education, History, Geography and National Education were most
frequently mentioned:
- In Arabic we learn our own language and culture.
- Religious education teaches us about our culture, the Q'ran, and how to
behave. History gives us information about our past and enhances our identity.
- Weknow more about our culture and how to develop and build society.
- If we submit to the existing conditions, we would lose our faith. We have been
through it and learnt how to deal with it.
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Religious belief isimportant to nearly all the students:
- We are very religious — most people go to the mosgue and follow the rules of
Islam.
- Maybe we are not so religious, but we are conservative. (said in response to
the above)
- Wefollow Islam — the prayers and beliefs.
- Islam gives us strength, and urges believers to learn.

The students are very aware of Arabic and Moslem identity in general. Typica
statements were:

- Weare proud to be Arab.

- We have aMoslem identity.

Once again it is evident that the curriculum is beginning to have its intended impact.
The team did not visit any schools which had Christian students. The Palestinian
curriculum, alone amongst Arab countries, offers Christianity as an alternative subject
to Islamic Education for Christian students'. It would have been interesting to see
how Chrigtian students construct their identity in an Islamic context, and further
research should be done on this.

3.1.4 International

The key concepts selected from the curriculum and grouped under identity were:
English as an international language
history shared with other peoples and nations due to the strategic
geographical location
a balanced relationship in the realm of national or international
relations.

The students’ awareness of their identity as members of an international community
was not elicited directly, but emerged through discussions about their view of the
future and how they were being prepared for the future. Many students see the future
of Palegtine as dependent on science, technology and an international perspective for
which the English language is the gateway:

- We need to learn more English because it has use and value internationally.

- English promotes communication and co-operation with other nations.

As noted above, many of the students tried to answer some of the questions in English
and students one Grade 10 group were quite fluent.

Little emerged in terms of a shared history due to the geographical location, and then
only in general terms e.g.:
- We have had contact with other cultures and have taken the best of these.

Some students talked about the fact that 1slam and Christianity both have holy shrines
in Palestine, but no-one mentioned Jewish shrines. No students mentioned learning

10 Reiss, W. Education for Religious Tolerance in the Middle East (Monograph. Oslo Coalition on
Freedom of Religion or Belief, September 2004).
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more about Israel and its role in the region. Understandably, Israel was mentioned
only in terms of the conflict:
-  Wearefacing Israel on settlement and peace.

With one Grade 10 group in a girls school, their perception of Israeli girls was
discussed and the following perspectives emerged:
- We pray. They don't use scarves and they behave badly and do unacceptable
things.
- Wehave different cultures and traditions: ours, the Hebrew, the English.
- Their families teach them to hate us. My cousin refused to go to Isragli schools
in Israel: being there changed her.

Interestingly, though, when asked what more or what else the students would like to
learn in school, several mentioned Hebrew (French was most frequently mentioned,
followed by German, then Hebrew). In the words of one student:

- We need to learn Hebrew to read and understand what others think.

Many expressed the desire to learn more of Arabic history in the region. For some, the
bal ance between an international and a Palestinian identity seems difficult to achieve:
- We need to know more of our own history: there is too much concentration on
European history.
- Wewant to learn about historical Palestine.

Others felt it was positive to learn about other countries (“...America, Canada, India,
Syria, Maaysia, France...”) and some found that an international perspective helped
them in their own situation:
- The most important weapon is education, especially science and IT. We know
of examples from other countries.
- We need more information about other countries, and comparison with them.

To be able to go and study abroad was a wish expressed time and again, but whether
this came from a positive internationalist perspective or a desire to escape their
present situation, was not investigated. Some students were explicit about their
motivation:
- Given the situation we want to go abroad and get education in mechanics,
computers etc.
- We need medical studies but there are not enough places here, we need to go
abroad. Technical training is not enough here.

3.1.5 Comments

The discussions showed that a Palestinian and Arab identity was strong, and that the
students have international perspectives. What did not arise spontaneously from the
discussions, and nor did the team probe for it, was how far the students were aware of
a shared history with Israel apart from their immediate situation. The curriculum
intention, as has been seen, is that they should learn about a shared history, but owing
to the absence of a peace agreement this has not been possible to achieve in the
textbooks as yet. This is another area for further research: how to present a shared
history with Israel without compromising Palestinian identity, both in the short and in
the longer term.
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3.2 Values
It became very clear that the students have a strong sense of values. One of the most
striking features of the students values was that they very often discussed things in
other-directed terms both at the individual, collective and national level:

- Wewant the same rights as other children.

- Weareanation like any other.

- Palestinians help each other when in difficulty.

- Weneed to learn Hebrew to read and understand what others think.

- Nations can help each other to be free and independent.

- There will be freedom for al oppressed nations, peaceful co-existence,

education for all, and religious freedom for all.
- Therewill be peace hereand in all places.

Their value set was thus not egocentric or individualistic: their values discourse was
not “I/me...” but “wefus...” . Nor did they argue for special privileges for themselves
excepted from others, it was aways “for al...” in the same category. What also
emerged in discussions was their concern that slower learners are not getting the
necessary extra attention which they need in class, and that they take initiatives to
collect money to contribute to school items which poorer students cannot afford to
buy.

As has been seen from quotes used in the other sections, much of their value set is
explicitly linked to Islam:
- You need astrong faith in God, and co-operate to reconcile differences.

- Bélief in God leads to discipline and respect for others.
Islam has traditional ways of solving conflicts.
- God does things for you but you must do things yourself.

- We follow customs and traditions, prayer, reading the Q’'ran, obeying God,
hel ping others.

It was difficult to separate out national, regional, religious and human values from
each other (as listed in the curriculum), since they tended to be interlinked in the
students’ thinking. Their value set would thus seem to be well integrated and holistic.
Several examples of values expressed in a national context came from the discussions
about how the students see Palestine in the future, e.qg.:
- We will be free from occupation and able to concentrate on education and
development.
- Wewill be able to deliver all servicesto society.
- Wewill be unified, united like in the good old days.
- The nation will be developed and progress through knowledge, science and
education.

3.2.1 Peace and conflict resolution

The curriculum intends to foster co-operation and peace, and the questionnaire took
up the theme of conflict resolution progressively at peer, family, and
national/international level. Once again, students had very strong values entrenched

18



in conflict resolution. At all levels, dialogue, mediation, reconciliation and peace are
core values. At the interpersonal level:
- Wetdk it out, find the cause of the conflict and solveit.

- We bring the two parties together before the conflict gets worse, and help
solve the problem. Thisis helpful to the nation as a whole.

- Wehelptoforgive.

- Ask another student or ateacher to mediate. Sometimes we go to the principal.

- Wetry to understand the conflict and explore options to resolveit.

- Noway must we fight more than 3 days, it is forbidden by the Q' ran. Then we
send a gift or a message.

- If we arewrong, we say sorry, and show love. We must be sensible.

- Each sidemust get afair hearing. We must try and reconcile differences.

- If someone mistreats us, we forgive him, but it is difficult if the mistreatment
is great.

At the family level:

- We need to trace the conflict back to the cause, have a dialogue, listen to our
parents.

- If thereisloss of honour, use the strength of dialogue and discussion.

- Refer to Islamic values and the Q’ran to solve problems.

- We must understand the needs and abilities, some use relatives to solve the
problem.

- You use dialogue and listen to different opinions. Go to your grandfather for
guidance. Listen to your father’s advice.

- We listen to both parties in a conflict. There are traditions and rules or one’s
own way.

Some students made it clear that there is no one answer:
- It will depend on the family — parents tell children different things.

The direct contribution of the curriculum to conflict resolution was made explicit in
one group:
- Religious education and other subjects deal with tolerance, and teach us to
deal with conflict more rationally.

At the national level, the topic was the Palestine-Israel conflict. The tension between
the personal values of the students and their disillusionment at the reality of the
Situation was evident. The students want the conflict to be resolved through
understanding and dialogue but many felt that dialogue was not working:

- If the people understand each other, it can be solved.

- Nations can be convinced to live in peace, and can make contracts to do so.

- Diaogue from one part will not get anywhere: one hand cannot clap.

- Canthere be a dialogue? No, because Israel won't listen.

- Diaogueisnot possible. We send people to talk but to no avail.

- After the Odo accords they just took our land. Dialogue is not the solution —

we are being affected by international pressure to accept their solutions.
- Therewill be no conflict if the occupation is ended.
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- Solutions are difficult to find for the long term conflict, and each side thinks
they are right and justified.

The team expected that at least some students would argue for, or at least defend,
aggressive initiatives against Israel considering the violence which they experience on
a daily basis at the hands of the IDF and settlers. However, time after time, the
discussion was about peaceful means of resolving the conflict and concern that these
do not seem to be working. When the issue of armed conflict was raised, the
discourse was in terms of non-aggression and defence, not aggression:
- Education isintended for dialogue to solve the situation.
- The most important weapon is education, especially science and IT. We know
of examples from other countries.
- If theIsraelisuse force, we must resist.
- They must return the prisoners and the land. We have done everything asked
of us. We will not let them take the last land.

Of all the students involved in the focus group discussions, only one student used
aggressive language and talked about attacking, and then referred specifically to
Zionists, not to Israelis in general. He did not receive open support for his point of
view from othersin his group.

The students were very open about the discrepancy between curriculum intentions and
the reality they have to face, and the effect which that dilemma has on them:
- Teachers emphasise peace and conflict resolution. When the teacher tells us
these things, there is shooting outside.
- The curriculum and teachers teach about keeping agreements in Arabic-
Islamic history, but the situation contradictsit.
- Even when we sign an agreement, the Israelis do not keep their side of the
agreement. It is hard to convince us students when teaching about peace and
conflict resolution.

When asked about the future, students had a vision of freedom in a post-conflict
situation, usually expressed in similar terms to the following:
- Therewill be safety, freedom and stability to develop the country.
- We will have freedom to travel, reclaim land, an end to conflict and killing,
and the release of political prisoners.
- Therewill be no camps, no confiscation of land, and the freedom to harvest.

Towards the end of one of the discussions, a quiet, thoughtful student who had not
said much distilled into one striking phrase what seems to be a fundamental value for
all the students:

- Peaceisour dream, what we want for ourselves and our families.

Despite everything, the students are still hanging on to their dream of peace.
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3.2.2 Comments

There is thus very strong evidence that the curriculum intentions when it comes to
promoting values are being fulfilled, especialy at the interpersonal, family and social
level. There is aso evidence that students share the values of co-operation and peace
at the national and international level. The greatest constraint to the curriculum being
fully effective in this areais the occupation itself and what the students are exposed to
on adaily basis as part of that.

3.3 Thinking skills

This study was not designed to differentiate between the categories of thinking skills
identified in the curriculum (creative thinking, scientific critical thinking, problem
solving), nor was there an opportunity to cover all the thinking skills which it
describes. That would be a study in itself'*. Hence, the observations given here of
students' thinking skills are of a more general nature. The many statements quoted in
the foregoing two sub-sections provide sufficient indication of the nature of the
students' thinking, and therefore only need briefer comments here.

The team asked for students to be selected for the focus group discussions who were
reasonably good communicators and about average ability, which meant that slower
learners were not included. Our observations are therefore of average and above-
average students only and do not apply to a full range of abilities amongst the
students. Generally speaking the students showed the ability to think critically and
constructively, to hypothesize, analyse and synthesize information and ideas — of
course, to varying degrees according to each individual and/or interest for the topic
under discussion.

3.3.1 Communicative and social skills

As noted previoudly, the team were very impressed at the social confidence of the
students and their ability to structure their ideas, to express themselves and to
participate in a discussion. This showed another side of the students compared to
what was observed in the classroom. Although the students were eager to participate
in class, they were seldom asked to do more than answer straightforward questions. In
some cases they were “taken through” aline of reasoning by the teacher but not asked
to discuss something amongst themselves and come up with ideas. The team did not
have any opportunity to look at students’ written work or see the presentation of
projects to get some idea of their level of thinking skills, except in one classroom
where English projects were on display.

3.3.2 Individuality and other-relatedness

The focus group discussions showed that students were able to think independently
but function co-operatively, with differences of degree according to maturity and the
social atmosphere of the school or class. It has been observed aready that the
students' thinking is strikingly other-related, more so than one would expect of their

™ Seei.a Lipman, M. Thinking in Education.(Cambridge; Cambridge University Press, 1991) and
Splitter, L. and Sharp, A. The classroom as a community of enquiry: Teaching for better thinking.
(Melbourne: Australian Council of Educational Research, 1995).
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peers in European settings. The older students have a clear view of how they
construct their identity, and were aso able to discuss tensions between traditional and
modern values. The students' thinking isinformed by an international perspective but,
as we have seen, balanced by their identity as Palestinians.  To use the terms of the
curriculum, their thinking was psychologically and socially balanced (despite the fact
that many of the students have been traumatized, or live in daily fear of attacks by
soldiers or settlers).

3.3.3 Dilemmas
They have a considered approach to conflict-resolution, for the younger students more
solely based in the prescription of the Q'ran, for the older students including rational
arguments in themselves. The students demonstrated an understanding both of the
importance of tradition (especialy in relation to the family and Islam) and of the need
for development. The future of Palestine is seen to lie in science, technology and
agriculture:
- The nation will be developed and progress made through knowledge, science
and education.
- Technology and Science provide the skills needed for devel opment.
- Paestine will be a very advanced industrialised country — advanced in
agriculture, independent, liberated.

Some students were explicit about not having a blind faith in technology:
- Advancesin technology can be both positive and negative. Knowledge should
be used in a positive way.
- Technology can be positive and negative: used in a positive way or for
example used by the military.

3.3.4 Conflict and emotional intelligence

The most complex thinking isin relation to the conflict with Israel, where the students
have had to develop an understanding of apparently irreconcilable social and political
issues at the same time as dealing with difficult personal experiences. They show
insight into the complexity of the situation, see the solution which they would like and
the ideal way to reach it, but have seen no evidence that it will bring results. They are
coping with intention and ideal on the one hand, and fear, disappointment and
frustration on the other. The fact that all the students but one still want to see a
peaceful resolution shows a great degree of emotional intelligence: they are not letting
themselves be overcome by fear or disillusonment. At the Grade 10 level, the
students understand that the conflict is first and foremost over land but the team did
not elicit their understanding of how this arose and developed. This is an important
areafor further work.

For most Grade 10 students, the paradigm of interpersonal and family conflict
resolution is still their model for solving national and international conflicts.
Presumably in Grades 11 and 12, the full complexities of the historical and political
issues will be studied and the students better able to incorporate those perspectives
into their thinking, and it would be an interesting piece of further research to compare
thinking skills in conflict resolution in Grade 10 and Grade 12, when the cycle is
completed in two years' time.
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3.4 Comments

It has been seen from the above that the intentions of the curriculum plan are having
an observable intended impact on the students, and from their perspective no
unintended impact. There is a close degree of correspondence between the key
concepts identified in the curriculum plan, and the students’ responses. As noted, the
teachers have not been exposed to the curriculum plan itself, but to the textbooks, and
students have also only been exposed to the textbooks. The question thus arises as to
what factors might have contributed to that close degree of correspondence.

The curriculum plan is a policy for learning and teaching in the educational system.
Once agreed upon, its path or trajectory through the system can be traced through a
number of filters - subject syllabuses, textbooks, teacher training, examinations, and
administration - to the classroom. At each stage, different actors in the system will
have different understandings and interpretations of the curriculum, and possibly
different agendas. The careful procedures for the approval of subject syllabuses,
selection of textbook writers, and approval of textbook manuscripts, shows how
concerned the Palegtinian ministry is to ensure both quality and curricular
consistency.’

On the other hand, curriculum research has shown that despite the ideal of consistency
from the document to the classroom, there can be many sources of discrepancy.
There can be various types of hidden curriculum, where values are interpreted and
conveyed in different ways by teachers or schools ranging from reinforcement of
implicit values to resistance to the official curriculum. ** Willis shows how students
can come to school and appropriate the official curriculum in their own way.
Considering the many factors in the curriculum process which can lead to multiple
curriculain the classroom, the close correspondence between the origina plan and the
students statements in this case is particularly interesting. We will now compare
responses from the teachers, parents and education administrators to see where there
is consensus and where there is disagreement about the curriculum.

12 See description of procedures in Annexe 2.

'3 See the discussion i.a. in Whitty, G. Sociology and school knowledge. Curriculum theory, research
and palitics (London: Methuen, 1985). Marsh, C. Perspectives. Key concepts for under standing
curriculum 1. (London: The Falmer Press, 1997)

14 Willis, P. Learning to Labour (London: Saxon House, 1977)
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4. THE TEACHERS

This chapter examines teacher perceptions and understandings of the curriculum and
factors affecting its impact on the students, based on responses in focus group
discussions and the individual teacher questionnaires. In al, 72 teachers participated
in 12 focus groups (several not having been observed teaching but who also taught
Grades 5 and 10), and their combined experience represented al grades and all
subjects of the new curriculum. Ten individual questionnaires were returned. It was
made clear at the outset of each focus group discussion that it was about the whole
curriculum, not only Grades 5 and 10.

The teachers responded mostly in terms of curriculum effectiveness (the extent to
which all students are achieving optimally) and curriculum efficiency (resources
available and how well they are being used), but were able to see how both of these
contribute to impact.

4.1 Overall impressions

The teachers indicate that they embrace the new curriculum and are aware and
informed of its intentions and principles. In their view, the new curriculum provides a
new frame of reference for information, knowledge, skills and values. They are proud
to have their own curriculum as it places them on par with other nations and gives
expression to their aspirations and identity. They see it as a tool to foster an own
national identity, pride and a sense of unity. In the words of one teacher:

- It's a wonderful one [curriculum], but if only we had better situations and
peaceful conditions.

They aso indicated that the curriculum demanded a big jump for the teacher, since it
intends to be more student-centred. They find that the curriculum is more modern,
and because it is student-centred it requires students to participate and therefore they
must use more interactive methods. According to the teachers, the students are more
active, discuss more, reach out to new ideas, do research and acquire thinking skills
through the activities encouraged by the new curriculum. However, as indicated
aready, there was little evidence of student-centred pedagogy in the lessons observed
by the team.

There was a general perception that the curriculum is too difficult for most of the
students. It is pitched at the top students and some feel it is also above the age group
level. The teachers also feel that the curriculum is overloaded and cannot be covered
properly within the time available. Some said that they teach in the conventional way
and concentrate on content rather than on the acquisition of skills and the
development of higher-order thinking, because they have to rush to cover the
curriculum. This is discussed in more detail below, but needs further detailed field
research.

24



4.2 | dentity

4.2.1 Pride and ownership

From the focus group interviews with teachers it was clear that they are very proud of
having an own Palestinian curriculum, that they support the philosophy and principles
of the new curriculum, and have a sense of ownership:

- The Palestinian curriculum fosters a sense of pride and achievement, because
it is our own product.

- It (the new curriculum) enhances my identity.

- Thecurriculum is about us, our values, our intellectuals, our history.

- You are happy to see children studying it.

They state that it is encouraging, and motivates teachers.

All participants in the focus group discussions readily identified themselves with the
principles of peace, democracy, equality, liberty, dignity, human rights, national and
cultural identity, being members of the Arab world and members of the international
community. In their opinion the curriculum promotes identity and values through
personality development and the fostering of a sense of national pride. Aswill be seen
later, teachers are concerned about the contradiction between the curriculum and the
students reality, but according to them the suffering can be incorporated into
students understanding of their identity:
- It helps them develop a sense of belonging and identity.

This bears out the students' own comments on suffering and identity, and their refusal
to play the role of victims.

The teachers aspire towards Palestine reaching similar levels of development as
developed countries, but at the same time would like to see that Palestinian, Arabic
and Islamic identity are preserved and that the culture, religion, history and
geographical characteristics of the Palestinian people be fully reflected and honoured.
In their view, these principles are integrated across the subjects in the curriculum, but
in varying degrees. Some see the Palestinian curriculum as the first step to achieving a
Palestinian state, with Jerusalem as its capital.

4.2.2 Subjects and identity

Because the curriculum is their own product and reflects their reality to alarge extent,
teachers find many things easier to explain than before, but find that some subjects
enhance Palestinian values and identity more than others. These subjects are History,
Arabic, Religious education, Civic education and National education. Teachers feel
that they now can teach freely about Palestinian identity and values — “in the past
some teachers lost their jobs teaching about such issues.”

In general they are impressed with the content and appropriateness of Civic education
and National education, as they are based on the realities of the Palestinian people and
provide students with the necessary knowledge, insights, skills and tools to engage
positively and productively with their environment and with the wider world. They
see these new subjects as essential to raise good citizens by equipping students with
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values and competencies to know and exercise their rights, to interact co-operatively
with others in the family, and in local and international communities. These subjects,
in their view, foster an openness to other cultures and peoples, while consolidating
Palestinian identity. Students learn about their cities, villages, people, and country,
and learn about issues like elections, why they should participate in the political
process, and how to exercise their rights. They encourage students to become
educated and to educate their families.

The implementation of National education, however, is hampered because of the lack
of textbooks for Grades 8-10. Teachers indicated that the impact of Nationa
education would have been greater if there had been textbooks available. Asit isnow,
teachers and students rely on worksheets. National education and Civic education are
also perceived to be above the age level of students in a specific grade, as some
topics are too abstract (e.g. the Arab League) . Some of the topics and issues taught
are not achievable in redlity, e.g. the right to visit Jerusalem. Their concern is that it
is very difficult to explain that they cannot visit Jerusalem. These anomalies between
what is taught in the curriculum and what they experience every day “affect their
sense of identity” as one teacher put it.

History and Geography in the new curriculum are considered to be very relevant, as
they relate topics to Palestinian realities and thereby foster a strong sense of identity.
What is of concern though, is that there are some gaps and some issues and incidents
on which the curriculum is slent. In their opinion both these subjects reflect the
current situation, but do not contain much information about the Intifada and
Palestinian history from 1948. In English, students are taught Palestinian place
names, dates of important events, and some historical incidents, all of which,
according to the teachers, strengthen their and the students' sense of belonging.

Identity is fostered very successfully through Arabic. Students are exposed to
Palestinian perspectives through authors, poets, musicians, leaders and heroes, who
serve as role models to them. They also learn about Palestinian culture, customs and
traditions. However, some teachers said that the poetry, folklore and songs are not
aways put in the proper context of how, when and why they appeared.

In the view of some teachers, Religious education, in comparison to the previous
curriculum, is not very successful in fostering identity because it does not contain
enough information on Palestine. The teachers now have to make up for this
deficiency. In Natural Science students learn about Palestinian agriculture and
innovations. They can relate what they learn to their everyday redlities, as local
examples and examples drawn from their daily lives are used to illustrate the theory
and concepts.

4.2.3 Comments

The fact that teachers themselves gain an own sense of identity from the curriculum is
probably a factor contributing to the students’ own strong feeling of identity: there is
consistency in appropriating and conveying the curriculum to the students, and no
hidden curriculum contradicting the official curriculum.

The teachers can locate how particular subjects help build identity in the students, and
it is reasonable to assume that these features combine across the curriculum to create
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the intended impact. A cause for concern, however, is to what extent it is a partial
identity, if certain parts of Palestinian history are lacking or downplayed, and with the
freedom to move around the country severely limited.

4.3 Values

The teachers see themselves as being responsible for the inculcation of values. There
is a strong belief amongst the teachers that “education is the road”, as one put it, with
regard to the promotion and inculcation of values:

- Therole of the teacher isto make the curriculum relevant and to foster values.

The commitment and sense of duty of the teachers was not only evident in the lessons
observed, but also from the responses they gave in the focus group discussions, and in
the concerns they raised about how the existing occupation affects the lives of their
students. There was consensus among the teachers interviewed that the new
curriculum was fostering Palestinian, Islamic and Arabic values. They indicated that
athough the old curriculum did encourage some of the same values to a certain
degree, values are given much more emphasis in the new curriculum. They are seen as
a common framework within which each teaches values according to his’her own
perspectives. They indicated that in general the new curriculum fosters openness to
the world and other cultures, open borders and peaceful co-existence, to a greater
extent than previously.

The teachers in general agreed that the curriculum teaches more of the history, values,
heroes, customs and traditions of the Palestinian people, and develops skills enabling
students to overcome interpersonal problems, than before. In Religious education the
emphasis is on manners, behaviour and social interaction. In the Civic education,
Nationa education, Religious education, Arabic and English values of tolerance, co-
operation and co-existence are promoted. In some subjects students are able to relate
the content to their daily lives and experiences. Arabic is one of the subjects cited as a
case where the current reality is contradicted by the curriculum intentions. Arabic,
English and the Social Sciences foster strong human and national values. Students
learn about the political system, how to live with oneself, in the family, with
neighbours and with other nations. From their perspective the new curriculum has an
impact on students in terms of certain values, but not to the desired extent because of
the occupation. They also indicated that the curriculum does not explore issues which
might be considered controversial — in such cases only brief and sketchy information
is provided.

According to most teachers Religious education promotes peace and tolerance. In
Social Studies students learn about the Oslo Agreements, the Road Map and other
important historical events. They find it ironic that they can be teaching these
concepts and then suddenly there is an explosion from a tank shell or a rocket, or
soldiers or settlers shooting at children.

In Natural Science co-operation is fostered through working in groups and through

certain topics, e.g. on energy — how to use it for peaceful purposes and not for
destruction (e.g. atomic energy). In English students are exposed to the customs and
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lifestyles of other countries, thereby fostering understanding for and friendship with
other nations. In History, the focus is on co-operation, not on conflict.

4.3.1 Peace and conflict resolution

Their perspective is that the new curriculum encourages co-operation, co-existence
and respect and love for others and is free from any instigation to violence and
revenge. However, they are frustrated by what they describe as a contradiction
between the curriculum intentions and principles on the one hand, and the reality of
their students on the other. They find themselves in a difficult position having to
advocate and foster peace and co-operation in the current situation of occupation and
shooting incidents. They also find it difficult to respond to students' questions relating
to land, occupation, and the destruction of infrastructure and economic activities, as
they see this themselves as the difference between what isintended by the curriculum
and their actual situation.

They believe that under the present circumstancesit is very difficult for their students
to accept and embrace peace and co-operation unconditionally. They state that
students are exposed by the curriculum to concepts of peace, harmony, tolerance,
respect for human rights and co-existence through the examples given from other
nations, but “al of their lives are filled with violence”. Students try to apply these
values to their own situations, but it is very problematic. Students have their rights
within the Palestinian society, but are deprived of their rights or have them violated
by the IDF and settlers. Occupation, the wall, checkpoints, mistrust and violent
confrontation are everyday experience.

Teachers recounted that students know that Palestine is the home of many religions,
yet there is conflict. Students can learn about and compare how other nations have
dealt with strife and conflict, but they question whether co-operation, dialogue and
peace are possible when the other side is not co-operative and not interested in
dialogue and peace. In this context, the teachers argue, the new curriculum might be
seen to support “surrendering”. In this regard they feel that they might be “fooling
themselves’ in believing that these values could be fostered under such
circumstances. On the Palestinian side students are taught to promote tolerance and
peace, but the reality of the studentsis far removed from what they learn — many are
refugees. In such a situation, it was said, what are the teachers to do? Individual
teachers have to offer their interpretations. Some teachers feel that they have “ to stick
to the truth, even if it contradicts the curriculum.” They expressed the fear that their
students would perceive them as “liars’ if they did otherwise.

4.3.2 Comments

Kreisberg contends that “empowered schools must be educational communities
coalesced around a core of values, guided by a sense of hope and possibility,
grounded in a belief in justice and democracy” *°. Despite the contradictions they have
to live with, the teachers believe that the students must be given hope in the future,
and this can be done by talking things through, by equipping students with problem
solving and conflict resolution skills, and by using creative and imaginative
approaches to solve problems, in other words, promoting values by improving
thinking skills.

1% K reisberg, S. Transforming Power: domination, empowerment and education (1992)
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4.4 Thinking skills

4.4.1 Intentions

The data from the focus group discussions indicates that teachers believe that because
one of the curriculum intentionsis to develop critical or higher-order thinking skills, it
is actually happening. They say that critical thinking is more evident, students
express their opinions more freely, are more daring and more mature and “their minds
are more flexible’. In their opinion the new curriculum makes students feel more
independent, it encourages students thinking, and keeps them abreast of
developments in the modern world. Although there was little evidence of the
development of critical thinking, problem solving, and of students freely expressing
their opinions in most of the lessons observed, the teachers' perceptions may well be
justified in comparison to the former curricula of Jordan, Egypt and education under
Israeli military administration.

Teachers agree that most textbooks contain a variety of questions and exercises to
cater for some range of ability, but there is not enough time to do all the activities and
exercises. They feel that the new curriculum allows them to have the freedom to add,
elaborate, simplify, and vary approaches, but content overload limits that. With regard
to specific subjects and how they promote (or do not promote) critical and higher-
order thinking, the teachers indicated the following. Natural Science is very
interesting, and intends to facilitate independent learning. It concentrates on students
interests, and provides opportunities for them to discover, experiment and think.
Open-ended questions are used and answers lead to reports. It contains suggestions
for many practica exercises, and develops thinking skills through activities,
brainstorming, questions, exercises and projects.

Process thinking skills are developed in English, Arabic and Social Studies as issues
and texts are anaysed and discussed from different perspectives. Students also
develop the skills to express themselves confidently. The phasing in of English at all
levels creates difficulties, but is atransitional problem. The level of Arabic is said to
be too difficult and content overload makes it difficult to achieve the objectives. Itis
felt that in Arabic the gifted benefit most and the average and weaker students are
losing out.

Mathematics connects with reality and real-life issues. Mathematics develops
students' thinking abilities and the dlicitation of information to some extent, but it is
too abstract. The exercises are difficult because of the structure and lack of clarity. In
Religious education there is a noticeable transition from memorisation to thinking
skills. Civic education, Nationa education, History and Geography encourage
innovation and critical thinking. History promotes thinking skills by the reading of
texts, questions and discussion.

4.4.2 Pedagogy
The teachers acknowledged that many of them were not ready for the jump from

teacher-centred to student-centred pedagogy, and that teacher training to prepare for
the implementation was not adequate. They believe that the teacher should change
and develop even if the curriculum did not change. They stated that “sometimes we
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keep talking”, instead of listening and letting the students talk. The teachers seemed to
recognise that they are not implementing the curriculum fully according to its
intentions with regard to the approaches and methodologies, and they are willing to
modify their behaviour. This willingness provides great opportunity and potential for
in-service training in these aspects.

4.4.3 Congtraints

The teachers (as did the students and parents) complained that the curriculum is
overloaded and could not be properly covered. If it were to be covered, it could only
be done superficially, sacrificing the development of skills and deeper understanding.
Since the schools have to function under abnormal circumstances and the curriculum
has been developed for more normal circumstances, it was difficult to establish
whether curriculum coverage was difficult because of the disruptions, because
teachers were not using time effectively and efficiently (not using appropriate
methodologies), or because of content overload.

The consensus amongst the teachers is that although the occupation does have some
effect by interrupting teaching and learning, the problem is a combination of content
overload and overcrowded classes. As a result, they resort to teaching in the
conventional way to ‘cover’ the curriculum in the time available. In their view, there
is insufficient time to cater for the needs of weaker students, or for proper discussion,
depth analysis, synthesis and problem-solving. They argued that the overload places a
burden on the students and they have to do more at home, a point also raised by the
parents (cf. chapter 5). They were also concerned that the intended examinations by
the Ministry would force teachers to rush even more to cover the curriculum and that
understanding and quality of learning would suffer accordingly.

The teachers experience a discrepancy between what the curriculum presupposes of
resources and what is available. The textbooks require active participation by the
students, yet there is not enough equipment or space for practical activities or for the
teaching of new subjects like Technology. They believe that the lack of resources and
qualified teachers leads to alack of attention on the part of the students, which in turn
affects their performance. The teachers argued that practical activities and
experiments are important elements for cognitive skills development and discovery,
but they cannot be adequately acquired and developed without the material resources
needed.

Another point raised by the teachers was time for project work and research. These
approaches enable students to think more critically, work more independently,
investigate issues in depth, analyse them and draw their own conclusions. Students
also need to undertake excursions and field trips for geography, history, religious
education and vocational education (to observe real work situations), but cannot
owing to the occupation. In the absence of such activities there is too much theory
and insufficient practice to foster deeper understanding. Some teachers argued that the
curriculum should be piloted and evaluated to assess to what extent it can be
implemented according to its intentions.

Some teachers indicated in the focus group discussions that they believed that the

intended emphasis on thinking skills in the curriculum is for the clever students only
since only they can cope with the large amount of information. They expressed
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concern about the weaker students and how they could be assisted to cope with the
demands of the curriculum. The curriculum was said not to be student-centred since it
does not cater for the whole ability range. They seemed to be at a loss as to how to
deal with the struggling and weaker students. This seems to be an area that should be
emphasised in the development of teachers, both in pre- and in-service training.

The teachers confirmed that the new curriculum offered greater opportunity to
students to express their feelings and opinions. As aresult, a “different personality is
developing”. However, they feel that they are not adequately prepared for this and
again because of overload and overcrowding, they are exhausted and cannot be
creative enough. The teachers positively acknowledged their important role and
responsibility - it is they who shape the new generation in conjunction with the
curriculum. They see it as their duty to produce a self-confident and well-equipped
generation. They contend that the curriculum must therefore satisfy the needs of the
new generation with regard to their environment, customs, traditions and religious
affiliations, and “must not submit to pressure”.

4.5 Comments

It can be seen from the above that teachers are able to evaluate the parts of the
curriculum which they know in terms of relevance, sequence and progression,
consistency and potential effectiveness. The focus group discussions were a situation
which elicited pragmatic and intuitive evaluation rather than a systematic analysis and
the teachers had many insights into various aspects of the curriculum which suggests
that a lot more qualitative field work could be done in curriculum evaluation. The
teachers are also keenly aware of how the problems which they encounter affect the
potential impact of the curriculum on the student in terms of identity, values and
thinking skills.

The teachers are supportive and enthusiastic about the new curriculum, and it is
interesting to observe that it is having a similar impact on them as on the students in
terms of identity and values: there is no resistance to the curriculum. This certainly
helps to account for the consistency between intention and impact observed on the
students. The teachers see the intentions of the curriculum in terms of developing
thinking skills and are trying to realise them as well as possible, but feel constrained
by the content overload of the curriculum, overcrowded classes, and lack of resources.
The loss of teaching time caused by closures and incursions exacerbates this.
Although the teachers perceptions of overload are borne out by the parents and
administrators comments, the team wonders if it is not also a question of mastery of
new methodologies and the time it takes to become familiar with a new curriculum.

The data collected through the classroom observations and the focus group
discussions indicates that there is willingness and commitment on the side of teachers
to improve their teaching practice in order to attain the curriculum objectives. In
addition the students are committed, eager to learn and disciplined. The commitment
on both sides and the positive classroom atmosphere observed provide for afirm basis
on which to build more student-centred approaches and methods. It seems that both
sides are well motivated for the curriculum to be made as effective as possible, and to
have as great an impact as possible.
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5. PARENTS

The parents perspective is important in two ways in this study: first, to triangulate
with the students' and teachers perspectives, and secondly to see to what extent the
social validation of the curriculum (acceptance by the community) might help account
for the high degree of consistency between curriculum intentions and impact on
students.

5.1 Thecurriculum in general

The parents are very positive to and take pride in the Palestinian curriculum which,
they feel, had been very needed. They find the curriculum relevant and interesting.
They also appreciate the more practical approach, the inclusion of science and
technology, and modern mathematics:

- You find the future in the school, there are many things they need for life.

A group of parents were visiting lessons in one of the schools when the team was also
there. They expressed their appreciation of the curriculum and teaching and indicated
that they would like to attend more lessons in future as they liked the content. They
also stated that they had observed an actual situation as the students and teachers were
unprepared for the visit, and they were pleasantly surprised to observe how well the
students participated. They were particularly impressed with the students' responses
during the English lesson —* students participated excellently”.

Many parents find that the curriculum is a “big jump” from the former. It is more
flexible and there is collective learning but is much more demanding and the level of
difficulty is pitched high.

5.2 I dentity

Parents are enthusiastic that the new curriculum is giving their children a Palestinian
identity, which they did not learn about before. However, very many parents qualified
that by stating their concern that the curriculum is not teaching their children enough
about Palestine. For example, there was widespread criticism of the gaps in
Palestinian history and geography :

- Individual identity is being developed, but the curriculum has taken out a lot
from Palestine of 1948. This should be included.

- Thecurriculumisignoring facts, the historical Palestine.

- We need the history of our conflict, the Palestinian people and our situation.

- It's relevant to the Palestinian situation and children’s lives but it doesn’t
reflect the current situation.

- Children ask to know their own country. They are unable to see anything.

- We are concerned that the curriculum has reduced Palestinian places to West
Bank and Gaza. Also in History: it isthe Odlo agreements only.

- Part of our history has been dropped, there is only coexistence and tolerance.
It does not show what happened to our people at the time. There is a need to
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talk about the past and the present, about families that have been divided. This
is very important to pass on to the children.

The children are taught that the main port of Palestine is Gaza, not Haifa, and
the airport is in Gaza, not Lid. This is brainwashing, changing their view of
history.

Parents are aware of the Israeli criticism of the textbooks and see it is a battle about
|dent|ty, not only of their children but of Palestine:

The curriculum must reflect our identity, aspirations, culture, thinking, and
reality. Israel thinks that pressure will lead to the weakening of Palestinian
identity in the curriculum.

We lack the independence to determine our own curriculum.

History is better than before but it is still weak compared to the Isragli
curriculum.

5.3 Values
As could be expected, there are mixed responses in terms of values but far less
disagreement was one might find in many countries:

That is the best thing about the new curriculum, the addition of and emphasis
on values. It is excellent, but difficult.

General values such as honesty have alot of emphasis.

The children learn about the Prophet Mohammed, values, and their practice.
The children are more mature.

There are Arabic values but some things are problematic, such as reproductive
health.

Reproductive health is very well presented at the right level and within Islamic
values. (NB: said by an imam)

It is better than before in the sense that they learn Q' ranic recitation.

The old curriculum was better in Islamic education. Now there is only one
lesson per week, talking about worship —more is needed on values and
behaviour.

The curriculum does promote values. Religious Education is good.

It is rumoured that the more you learn about different values, the weaker
Islamic values are developed. It is a dilemmato be resolved gradually, it is not
done by decision only.

5.3.1 Peace and conflict resolution

When asked about peace and conflict resolution, parents mostly responded by relating
the contrast between the curriculum and reality. Some commented on the curriculum

itself:

It gives dialogue techniques for family dialogue, how parents can discuss with
the children so the whole family contributes. But in the Intifada the harsh
conditions are against the culture of dialogue.

We don't know if the culture of dialogue will spread. It is not unsuccessful but
it is constrained by the context.

Islamic textbook writers include tolerance, coexistence. The 10" sura talks of
treatment of others. There is a hadith promoting cooperation with others.
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Texts (NB: religious texts) mentioning the Jews negatively are avoided. The
Israelis don’t want verses from the Q'ran used because they are used all over
the Arab world.

In Civic Education Grade 5, they learn of Children’s Rights, but they ask why
are their own rights stolen from them? The army invaded the school, destroyed
the fence and the library.

Children ask to know their own country. They are unable to see anything.

The occupation is a problem. They need to know about different types of soil,
but cannot go around to look at them. They learn about sacred places, but
cannot visit the sites.

Four students were wounded inside our school.

Now the curriculum promotes dignity and identity, but we are living in
occupation with martyrs and prisoners, continuous closures. The curriculum
has achieved something despite al this.

The written word does not adequately convey the feelings underlying the stark, terse
discourse of the responses, which were conveyed by tone of voice in the discussions
when these issues were raised. There is a difference between the typical students
responses which contain both a desire for peaceful resolution and concern that
peaceful means are not succeeding, and the typical parents’ response which contains
much more bitterness.

5.4 Thinking skills
Parents appreciate the emphasis on cognitive skills:

They are thinking and doing.

It promotes thinking amongst the students, they do more, they think
differently, but they need more timeto learn.

The development of skills in the curriculum requires students to think
criticaly.

The most important thing is a new way of thinking and a new way of doing.
The student can make up his own mind.

It is at a higher level than the one we ourselves went through at school. The
new curriculum is too demanding for the average and weaker students as it is
aimed at the top students.

It must demand that our students reach the highest level of knowledge and
skills, because only these will bring about the settlement of the political
situation.

5.5 School and home
There seems to be a very close interaction between school and home on the education
of the children, mostly in the form of demands made on the home:

The children spend much more time studying at home — parents even have to
tell them to stop studying all the time.

Children don't have enough time to play — there is too much pressure on the
children, they are unable to finish their homework.
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The home is being actively involved in the education of the children, but there is an
unavoidable generation knowledge gap due to both the modernity of the curriculum
and the inadequacy of the former system:

- The children ask about difficult topics and we can’t explain.

- Sometimesit istoo difficult — they ask the father but the father doesn’t know.

- Itisdifficult for parents to support because of the education level.

- Not al Palestinian parents have enough education to assist their children
adequately and must hire tutors against payment.

- We did the old maths, now they do modern maths, science as well. Even
parents with a good background in Maths find it difficult to assist children.

5.6 Comments

First, the close correspondence between students' teachers' and parents views and
experiences of the curriculum is evident. The parents' responses confirm support for
the curriculum, and affirm that it does promote identity, values and thinking skills.
The teachers experience of the content overload and level of difficulty, and the
problems which result from that are confirmed by the parents. The parents see the
pressure on the students at home as well as at school. There is agreement that teaching
is beginning to change and that the next generation is thinking differently.

There seems to be a problem of the legitimacy of the curriculum in the eyes of the
parents, for two reasons. One is because of the gaps in Palestinian history. This
criticism is not expressed as wanting one particular interpretation of history, but of
simply giving their children full and complete information. The other is that parents
are as equally concerned as the teachers and students that the education for peace and
conflict resolution which the curriculum conveys is contradicted by the occupation
and circumstances under which they live.
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6. EDUCATION ADMINISTRATORS

Administrators are policy gatekeepers in any educational system, and their
understanding of and agreement with the curriculum can be decisive for system
consistency in realising curriculum intentions. The Palestinian system has two levels
of administrator: central and district (including governorate). The question to be
explored in this chapter is to what extent the education administrators have a shared
understanding of the curriculum principles and how the curriculum is being received
by teachers, students and parents. Owing to the limitations of time, the questionnaire
for district administrators and general directorates at centra level was sent to them to
be completed instead of using a focus group discussion technique. This might give
rise to a greater degree of preconceived responses since the opportunity for the team
to challenge and to probe is not possible, but the directorates completed the
guestionnaire separately and it would be easy to identify fase agreement in the
returns. The questionnaire was sent to six districts, (three of which had schools which
had been visited) and to five general directorates, to be discussed in groups of senior
administrators and/or supervisors in the case of districts. In addition, a focus group
discussion was held with UNWRA supervisors. The size of the groups ranged from
three to fifteen members.

Although the amount of depth and detail in the responses varied, there was more than
sufficient to gauge to what extent the administration as a whole shares the same
understanding of the curriculum. No important differences were found between the
responses from the head office of the ministry as a group, and the districts as a group
when it came to the curriculum, but the districts could give fuller information about
the effect of the curriculum on students, teachers and parents.

6.1 The old and the new curriculum

Responses about the main perceived differences of the new curriculum compared to
the old can be sorted under the headings of relevance (Palestinian context, identity
and orientation, new subjects were mentioned); modernity (contemporary knowledge,
scientific method, international perspectives); paradigm of learning (student-centred,
co-operative learning, develops thinking skills, encourages research and reading,
active learning, practical application); and structure (organized logically on concepts
of psychological development). It is “rooted in Palestinian values, religion, traditions
and in the PLO National Declaration of Independence.” The most relevant features for
the generation now in school are seen to be the inclusion of science and technology,
practical aspects, a foundation for academic or vocational training, the promotion of
values and thinking skills, and building the student’ s personality.

6.2 Changesin the students

There are a number of observable changes in the students from being “negative
receivers’ to active learners. One is a change in attitude owing to the fact that the
curriculum is Palestinian oriented, and task oriented:

- It helps them see and learn about their own Palestinian environment,
resources, plants and animals, institutions, literature, folklore, traditions,
history; and it links students knowledge with hisher own local, regional and
international reality.
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6.2.1 Identity
The students have become more interested in their work through the connection with

their environment, activity in class, project work, participation in discussion and
dialogue, use of computers and internet, and the involvement of parents. The
curriculum is confirmed as strengthening identity: the Palestinian aspect through the
environment, history, geography and literature; the Arabic and Islamic through the
same areas but also through Islamic values per se; and the international aspect through
international culture, respecting human beings and others' opinions irrespective of
colour, sex or religion.

6.2.2 Values
Vaues are promoted both through subjects and through the atmosphere of the
classroom:

- The content of the various subjects include topics which encourage the values
of democracy, peace, being non-violent, and introducing the citizens' duties
and rights.

- The Arabic language curriculum encourages peace, humanity and respecting
human beings and their integrity

- ... reading lessons and national education lessons, where some of the topics
deal with the values of democracy, freedom and peace...

- ...emphasison the original Palestinian values and manners...

- ...emphasis on good religious behaviour...

- The new curriculum takes up al these values (nationa, religious,
humanitarian, social, freedom, democracy and peace) through the given
materials , directly or indirectly, which the teacher and the student reach by
analyzing the content. Then by concentrating on it so that it is presented not
as meaningless slogans, but shown in the student’s behaviour.

- Thisis shown clearly in using modern methods such as cooperation between
individuals, having a dialogue, freedom of speech and giving an opinion, and
respecting other’s opinion.

6.2.2.1 Peace and conflict resolution
On the issue of how successful the curriculum is in promoting peace and conflict
resolution, the responses concur that that the curriculum does promote peace:

- The curriculum succeeds in encouraging peace and solving conflicts to a great

extent through realistic thinking.

- It developslove and equality, and concentrates on the human brotherhood.

- It confirmsreligious forgiveness and rejects fanaticism.

- It strengthens democracy and human rights concepts.

- The curriculum was developed to build the active citizen in the local,
international and surrounding society. It confirms living which is built on
respect. The success of this is connected with the commitment of the other
party to these principles.

As with other issues in the curriculum, it is not only the content of the curriculum but
the methodology which promotes peace and conflict resolution:
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- Accepting the various points of view helps in encouraging peace and solving
conflicts.

- Concentrating on dialogue and discussion methods in problem-solving.

- Giving the students the opportunity to think and give an opinion.

The responses to constraints to peace and conflict resolution education mentioned in
the preceding chapters are verified by the administrators:

- The curriculum encourages the Islamic values and the right of humans to live
in peace, however the reality that the students live in makes them confused
and not convinced of these values.

- The Isragli daily actions toward the Palestinians make it difficult for the
students to apply what they learn in the booksto real life. They find a contrast
between what they learn and what they see.

6.2.3 Thinking skills

The development of thinking skills is attributed to the same combination of subjects
and topics in themselves, and the teaching/learning methods used. Natural Science,
Mathematics, Technology, Health and environment are mentioned most often. Civic
education is mentioned in relation to understanding tradition and developing life
skills.  The methods specifically mentioned in developing thinking skills are
analyzing texts, problem solving methods, research studies and going to libraries, and
discussion.

6.3 Changesin teaching

It is generally reported that teachers are beginning to teach in new ways including co-
operative learning, role play, dialogue, discussion, problem solving, etc. However, it
is also stated by several districts that more in-service training is needed. There is a
need for training which to a greater extent empowers teachers, through modelling
lessons and paying more attention to teaching methods rather than the content of the
textbook. Severa state that experienced teachers are finding it difficult to change
from the traditional/conventional way of teaching whereas newly trained teachers are
more open to new methods. UNRWA found it necessary to offer additional training
to that given by the Ministry in order to better fulfil curriculum intentions.

Nonetheless, the training given is said to have had some effect in providing the
philosophy and goals of the curriculum to the teachers, providing new subject
knowledge, making them aware of the skills and concepts to be developed, and the
methods to use.

6.4 Changes in school management

A change of educational paradigm should have consegquences for the organisation
culture and management style of the schoal if the two are to be consistent. With one
exception, all respondents noted that school administration now has both
technical/professional and administrative functions. On the technical side, the school
principal has received training to understand the nature of the curriculum, its
philosophy and goals, and to review the curriculum and courses. The principal
becomes a “resident supervisor”, i.a. facilitating teachers to exchange class visits to
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share experience, setting up school research and study committees, introducing
parents to the curriculum, co-operating with local society and organisations to ensure
support for the school, and developing an atmosphere of co-operation, consultation
and respecting each others’ opinion.

6.5 Administrators’ view of parent reactions

According to the administrators and supervisors, parent and community reactions to
the curriculum were very positive to having a Palestinian curriculum and to some
aspects of its content, especially scientific subjects. On the other hand, there seem to
be widespread negative reactions from the community particularly to the content
overload of the curriculum and the level of difficulty, both of which lead to a heavy
homework load for the children. While the parents welcome the new ideas which their
children are learning, they are unable to follow up sufficiently from home. This is
partly due to the knowledge generation gap which the new curriculum is creating, but
a so due to the resource demands of the curriculum. It is clear from the responses that
administrators realise that parents want to help and support their children but feel they
are limited in being able to do so.

6.6 Strengthening impact

The administrators were asked what needs to be done for the curriculum to have a
greater impact in terms of identity, values and thinking skills. Since the questionnaire
was sent out and not administered as a focus group discussion, the meaning of
“impact” in this context was not explained. Consequently, most responses were more
about curriculum effectiveness and efficiency rather than impact, and some were
about the curriculum in general rather than the three areas which were asked about.
However, responses are summarised here as part of the whole picture.

Four magjor factors affecting curriculum effectiveness are mentioned repeatedly. These
are: the content overload of the curriculum and its level of difficulty; the need for
ongoing teacher training in order to sustain a change of pedagogy and improve the
quality of teaching; adequate resourcing of the curriculum, especialy in Natura
Science, Technology, and Computer skills; and smaller class size.

Suggestions for ways of achieving greater impact in the three focus areas identified by
this study include greater emphasis on Palestinian reality in History and Geography,
greater concentration on topics connected to human values, and trimming content to
make it possible to concentrate more on mastering skills.

6.7 Comments

It is evident that there is a high degree of shared understanding of the philosophy and
principles of the curriculum. In addition, the districts are well aware of how the
curriculum is being received and functioning, and what problems have to be dealt
with to make it more effective. The responses provide positive triangulation on many
issues with the student, teacher and parent responses, and help account for the close
corroboration noted previously between curriculum intentions and what emerged in
the student focus group discussions.
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First, the impact of the curriculum in terms of identity, values and thinking skills is
seen to be a result of both content and approach, which (including project and
research work) would account for the content of the students’ responses and their
ability to articulate their points of view. Secondly, the district administrators are
aware of the fact that although there is some change in teaching approaches, it is not
yet consistent and more in-service training with a different emphasis is needed. This
hel ps account for the fact that the lessons observed showed conventional teaching, but
good conventional teaching, and the participation of the students is accounted for
through their positive motivation and interest. The team missed out on looking at
projects and research which the students had done, which are referred to specifically
as examples of new methodology and means of developing the students' thinking
skills.

The teachers’ and parents concerns are also confirmed in relation to content overload
and a high-pitched level of difficulty in the curriculum. While there is a very strong
positive acceptance of the Palestinian curriculum as such, the suggestion that
Palestinian identity should be strengthened (Geography and History are mentioned in
particular) supports the parents’ criticism that there are gaps in these same areas
which need to be filled out.

The role which school principals have been given as pedagogical |eaders also helps
account for the commonality of understanding within the school and between the
school and local community. The principals have been given orientation in the
curriculum, supervise the teachers, set up interactions to develop the curriculum
locally, and inform and involve parents.

Finally, there is consistency with all the other groups of respondents on the issue of
peace and conflict resolution education. The same qualities and content of the
curriculum are referred to, and the same constraints. There is unanimity with
students, teachers and parents that the Palestinian curriculum does promote peace and
conflict resolution, but the biggest constraint to this is the Israeli occupation and the
daily aggression the children are faced with.
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7. CONCLUSIONS

The analysis which has been given during the preceding chapters has included
comments and recommendations for further studies and research along the way. This
chapter will summarise main points, and add some overall reflections on the findings
of the study.

The guiding question of the study was: To what extent is the curriculum beginning to
have its intended impact on the students in terms of identity, values and thinking
skills? By impact was meant the long-term and sustainable changes introduced by a
given intervention in the lives of beneficiaries. This was explored through observing
lessons, conducting focus group interviews with students, teachers and parents, and
providing questionnaires to teachers and administrators. The purpose was to track the
path of the curriculum from the first Curriculum Plan to the classroom today,
triangulating the different perspectives against the students' behaviours and
responses. “The intended curriculum and to what extent it becomes the rea
curriculum depends on all the variable factorsin the curricular process.” *®

The team also kept open the possibility of identifying unintended impact, but did not
find any. This may be because of the limitations of the study or the practical
constraints mentioned in chapter 1, but from the evidence of the datait is the positive
intended impact of the curriculum which has unambiguously, athough not
unconditionally, emerged. What follows is therefore a brief summary of the findings
of the study in terms of intended impact, what appears to promote curriculum impact
in this case, and what appears to constrain it.

7.1 Intended impact

On the basis of the case studies of the nine schools involved, it can be concluded that
the Palestinian curriculum is having its intended impact on the students in the three
selected areas. We have seen how the students have a strong sense of identity
anchored in being a member of a Palestinian family, and are beginning to have a sense
of their own culture, history and geography. Integrated in their identity are strongly-
held values based in Islamic beliefs, and these include i.a. tolerance, reconciliation,
faith in God, and acceptable behaviour. The way they express their values is distinctly
other-related rather than ego-centred or individualistic. In focus group discussions, the
students showed a high level of competence in communication and socia skills, the
ability to deal with complex issues through analysis and synthesis, and to handle
dilemmas, and they also demonstrated mature emotional intelligence.

7.2 Factor s promoting impact
The students enthusiasm to learn, their activity in answering questions in the
classroom and their participation in the focus group discussions were evident. This,

6 Avenstrup, R. ‘The Democratisation of Education in Post-apartheid Namibia in Harber, C. (ed.)
Voices for Democracy: A North-South Dialogue on Education for Sustainable Democracy.
(Nottingham: Education Now Books, 1998), p.11.
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together with the teachers' commitment and sense of ownership of the curriculum are
undoubtedly important factors promoting the impact of the curriculum: there is not
only no ‘resistance’ but strong positive motivation on the part of both.

When comparing the responses from teachers, parents and administrators with the
students’, there was found to be a high degree of shared understanding of the
curriculum, and a high degree of consensus around the central tenets of the curriculum
plan. It is evident that information about the curriculum has passed on from the PCDC
to other directorates general and districts, to school principals and teachers, and
through the principal and teachers to parents. The education community and the
community at large are not only behind the Palestinian curriculum, but are committed
and actively involved in the education of the children. The Palestinian education is not
only a national education in the sense that it is creating a national identity for the first
time, but also in the sense that teachers and parents are actively supporting it to a
greater and more consistent degree than one would find in many other countries. This
hel ps account for the similarity in discourse between the different groups sampled, the
corroboration of the students responses, and why the curriculum is having the
intended impact which it has.

It is noteworthy that the curriculum is also having a positive impact on the teachers
and the parents: the whole Palestinian community.

7.3 Constraints on impact

Although there is clear evidence and affirmation by stakeholders that the curriculum
is beginning to have an impact on the students, there are also concerns amongst
teachers, parents, administrators and the students themselves that it is not succeeding
asit should. Three main areas of constraint have been identified: curriculum content,
teaching methodology, and the situation of occupation. The problem of curriculum
resourcing has been raised earlier, and although it is a constraint on curriculum
effectiveness and ultimately impact, is not such a problematic issue as the others.

7.3.1 Curriculum content

According to Brooks & Brooks most curricula pack too much information into too
little time — at a significant cost to the student.)” The issue of curriculum content
overload seemed to be at the forefront of teachers minds, and was commented on by
parents and administrators as well. It was not clear whether the overload is real or
perceived, because of the often ineffective and inefficient use of time as observed, or
partly both. Other factors might include the fact that it takes time for a curriculum to
‘settle down’ in a system, and the effect of the abnormal situation of occupation and
interruptions. Nonetheless, the concern about content overload is so widespread and
emphatic that it is likely to have some substance.

The curriculum intention is to foster values and develop a variety of skills, which
takes time, but teachers are rushing through the curriculum in order to cover it,
thereby defeating its intentions of more student involvement and optimal development

" Brooks, J.G. & Brooks, M.G. In Search of Understanding: The Case for Constructivist Classrooms.
(Alexandria: ASCD, 1993), p. 39.
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of skills and values for all students. Both teachers and students comment on the lack
of time to make provision for slower learners. The curriculum itself will have to cater
for the students with learning difficulties and impairments in a systematic and co-
ordinated way, and how far the textbooks and teachers manuals give exercises and
activities differentiated for awide mixed-ability range was not included in this study.

This study is unable to come to any conclusion on the issue of content overload and
further field research is needed to clarify the situation and determine further actions.

The other issue in terms of content is to what extent the curriculum provides a
complete picture of the history and geography of Palestine. Parents are deeply
concerned that their children are not being taught the whole history of Palestine. If
identity is to be strengthened, students should know all of their history and not only
some. The same applies to the geography of Palestine. From the focus group
discussions with teachers, it seems as if they are also of the opinion that controversial
contemporary issues/topics are also not attended to sufficiently in the new curriculum.

7.2.2 Teaching methodology

The teacher is the most important mediator of the curriculum to the student, and how
the curriculum is taught is crucial to its success. The teaching observed was mostly
‘good conventional’ despite the curriculum intentions of having a variety of teaching
approaches, methodologies and strategies suitable for different learning situations.
The classroom is dominated by teacher talk, and student-initiated questions and
student-to-student interactions are atypical. Most teachers rely heavily on textbooks,
thereby providing students with only one main source, although the textbooks present
different viewpoints for comparison on many issues, and it was reported that students
do library research. In the lessons observed and as far as could be determined,
weighing up alternative interpretations of social phenomena was rarely considered. In
most classrooms observed students worked in relative isolation on tasks that required
low-level skills, rather than higher-order reasoning. Only a few of the teachers
observed sought to enable students to think through intricate issues rather than to
discover whether students knew the ‘right’ answers.

From the classroom observations, the team can see that there is already a good
foundation to build on to further develop thinking skills through more effective
teaching. If there was a better visual learning environment in the classroom, if
teachers knew how to “read the class’ better, improve lesson management, build on
what the students know already, and utilise co-operative group learning processesto a
greater extent, it is likely that there will be more evidence of higher-order thinking
skillsin the classroom.

The focus group interviews with the students provided evidence that students were
able to analyse, synthesise and critically reflect on complex issues. It is thus quite
possible that a greater number of lessons observed would pick up a more skills-
oriented teaching, but as noted, all but one of the individual questionnaires returned
by teachers stated that the lesson(s) seen were typical of that teachers’ style. Itisalso
possible that the projects and research done as homework are where the higher-level
thinking skills are devel oped: the team were unable to find out if thisis the case.



Both pre-service and in-service teacher education programmes must promote teaching
practices that mediate student construction of their own understandings and equip
teachers to respond to the wide ability range and the diverse learning needs of
individual students. Giroux and McLaren suggest that knowledge must be made
meaningful to students before making it critical, viz. students' inability to engage in
critical analysis.'® The nature of questions posed to students greatly influences the
depth to which students search for answers.

The curriculum intends students to develop intellectually, socially, physicaly,
spiritually and emotionally to become responsible citizens, able to participate in
solving problems of their community, their country and the world. It also intends to
develop a sense of national identity, foster certain values and develop higher-order
thinking skills. Thisis happening to some extent, but to fully realise these intentions,
the content and methodology of teacher education programmes should be consistently
constructivist-based, and develop the reflective practitioner. Thisis not an easy task.™

It was not possible from the way in which the study was structured or from the data
collected to ascertain whether the teachers were reflective practitioners, since this
aspect was not the focus of the study. One of the intentions of the Teacher Training
department is to develop reflective practitioners. The fact that most of the teachers
observed taught in the conventional way and that teachers themselves acknowledged
that they did not attend to the needs of individual students (e.g. Sow learners, low
achievers) as they should, suggest that more work needs to be done in this area of
teacher development. Being a reflective practitioner involves being engaged in
inquiry, a willingness to try new ideas and practices and the ability to remain open to
challenge and the unforeseen in order to analyse, think about and improve on practice.
As one teacher said, they must change even if the curriculum did not change.

7.3.3 Peace and conflict resolution

This study was not conceived to respond to accusations that the Palestinian
curriculum contains incitement to hatred of or promotes negative attitudes to Israel,
or intolerance of Judaism.?® Long before those were made, the First Palestinian
Curriculum Plan clearly stated the intention of promoting co-operation and peace and
this would have been a relevant part of the study whatever the situation. Since 1998,
the situation of Palestinians has worsened beyond anything envisaged then, and
whether or not the curriculum has had an impact on the students in this area is
therefore more pertinent than ever, accusations or no.

As noted previoudly, the team were impressed time and again by the students' genuine
desire for a peacefully negotiated resolution to the occupation and the Israel-Palestine
conflict, even though they see that dialogue has still not produced results. This was
far more unanimous than the team expected: one student was the only exception.
Otherwise students only spoke of defence against aggression. Students, teachers,
parents and administrators alike emphasise the fact that the greatest constraint on the
curriculum succeeding in this area is the occupation and the violence perpetrated

8 Giroux, H.A. & McLaren, P. * Teacher education and the politics of engagement: the case for
democratic schooling’, in Harvard Educational Review, 56, (3), 1986, pp. 5-30.

19 See Swarts, P. The Transformation of Teacher Education in Namibia: The Devel opment of Reflective
Practice. (Gamsberg Macmillan: Windhoek, 2003).

20 See hibliography in Annexe 4.



against the students: in other words, the Palestinian curriculum intends to foster co-
operation, peace and reconciliation and is achieving this to some extent, but its impact
is being weakened by Israeli intervention.

The great discrepancy between what the team found in readlity in schools, and
accusations that the Palestinian curriculum incites to hatred of Israel, discriminates
against Judaism, or contains encouragement to aggression against Israel needs to be
accounted for. First, it is necessary to get the discussion into a reasonable
perspective. In a situation where even factual information about historical Palestine is
seen as a provocation®, those so minded will interpret texts in as negative a light as
possible. The discussion at a dloganeering level has been characterised by
mistranslations and deliberate misinterpretations. Unfortunately, this is the approach
which has been exploited most against the curriculum at the international political
level. Secondly, the assumption behind some of the analysis done of the textbooks is
that there must be incitement to some degree or other, and those analyses are
predisposed to interpret texts accordingly, whereas other studies give different
findings. Some of the research most often cited in media even contradicts itself.

Thirdly, how texts and information are dealt with in the classroom is completely
missing from the studies. The research which has been done has been desk work far
distanced from classroom realities and seeing things in terms of impact. As has been
seen in this case study, the team found no evidence in the classroom or in discussions
that the curriculum was having any of the assumed effects which critics claim, after
four and a half years. Some students even express the desire to learn Hebrew in order
to “read and understand what others think” , and parents support them — not
something one would expect if the accusations were true.

The students' knowledge and perception of the shared history with Israel isan areafor
further classroom research. What are Pal estinian students' knowledge and perceptions
of Israel and their Israeli counterparts, and on what basis have these been constructed?
What can be attributed to the curriculum, and what to their actual situation? How do
Israeli students knowledge and perceptions compare with Palestinian??

But the ultimate questions are: Whose curriculum is it? Who should have a say in
what the curriculum should include and how, and what it should exclude? Should
extreme standpoints be allowed to decide the content of a national curriculum? Should
one country impose political pressure on what another should have in its curriculum
and textbooks? If so, should that not be equally mutual? As seen in the parents’ and
teachers responses, there is a feeling that the textbooks have deliberately avoided
including facts which might be thought provocative to Zionists, even to the extent of
suspecting that Palestine is not free to decide on its own curriculum.

2 cf. interview with peace educator Dr Tzvia Walden: Basic Ignorance, Ha’ areetz, 9" December 2004.
22 f. research by Dr Assi Sharabi reported in Pictures paint a thousands words of hatred, Ha’ areetz,
13" January 2005.
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The Palestinian Ministry realised that the curriculum has a significant role to play in
the development of values, practices and skills. According to Harber these are not in-
born, they are learned behaviour®®. Values and practices such as discussion, co-
operation, democracy, equality, co-existence and mediation are learned behaviours
and therefore there must be a conscious effort to educate for them. Even though
teachers see teaching peace and about peace as a contradiction and a dilemma in their
current situation, teachers and educational institutions must see themselves and their
transformatory work in a wider context. They must address problems of systemic
violence by equipping their students with the necessary mindsets, attitudes and skills
to deal with conflict situationsand conflict resolution. Wessels arguesthat “ because
problems of violence are ecological, our thinking about peace education, its scope,
and its methods must be equally ecological.”®* To be effective, education must be
sensitive to its social context, and in Wessels' view when structural violence is
prevalent, there is the danger that peace education will become a palliative. These are
exactly the contradictions and dilemmas that teachers in Palestine are facing.

There is very strong unanimity between administrators, parents, teachers and students
that the Palestinian curriculum teaches peace and reconciliation at all levels. Thereis
also unanimity that the biggest constraint to peace and conflict resolution having the
impact intended by the curriculum, is the reality which the students find themselves
in. It is a constraint which can only be resolved through a political solution. Until
then, for the studentsin their present reality:

Peace is our dream, what we want for ourselves and our families.

2 Harber, C. (ed.) Voices for Democracy: A North-South Dialogue on Education for Sustainable
Democracy. (Nottingham: Education Now Books, 1998).

2 \Wessels, M. Peace education in an urban combat zone: what can psychology contribute?
(Monograph presented at the University of Cape Town, 1995), p.62.
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ANNEXE 1

Field work instruments



1. CLASSROOM OBSERVATION

DISTRICT:

SCHOOL:

No. students | (Co-ed) No.
F.

Subject: Class:

No. students | (Co-ed) No.
F:

Make brief notes on each of the following. If any item is not relevant for the lesson

concerned, just note NR

73 H62%&) *  +,-. [ &QY P #b W&
1. Classroom organisation .89 4 Y N
- istheclassroom laid out conventionaly, in rows?
5 *< = 5>7@
less conventionally , e.g. groups, horseshoe, open sgquares?
T# | A BCD B =7?E25 * +< = 5>°7@
does the classroom lay-out change during the lesson?N/A
" < 8,F' G?7@
Comments.: #$
2. Learning environment: Doesthe classroom display:
I 5?@9 HA
- wall charts, posters, other materials
9 B¢ #
- teacher-made materials
9 14
- student’s own work
% 14
Comments.  #$
3. Classroom geogr aphy:
Towhat extent: K L'M Allthe | Very Some Very Not at
time much of the little all
ND N & time N ? 56
O A
PQ
- does the teacher move
around the classroom?
R ?S 9 T 572@
- do the students move around the classroom?
?S T 57@
Comments.  #$
4. Theteacher. Doestheteacher: W9 V:57@P Y N

- useconventional teaching

R5; W 9 V..

5?@

- organise students to work in pairs/groups
[N X4 ?2&Z ="/ .=

? =b:




- €licit students’ previous knowledge and experience of

- thetopic
[ , # A 9* \ 2 b5
- elicit students' ideas, guesses or hypotheses about the topic
[ , # Z F] 2 5
- encourage students to express an opinion
ap~_ 1M \="5:
- facilitate discussion or other exploration of the topic?
\ , #a 4 7?.5:
- lead students' thinking towards higher-order thinking skills?
B | 5

- get studentsto present results/findings?
I J *" bb4/ 5 ?=b

- review/consolidate what has been learnt at the end of the lesson?
5 " c \8 5:

- givethe students feedback on their participation?
@& ,# 8 &3 V;5:

Comments: #$

5. The students. Do the students: ?@%

- respond positively to the teacher’ sinitiatives?

9 %=.5:
- taketheinitiative to ask questions, express an idea or opinion?
[L"ZCRe %, -." 5:

- interact and communicate positively with each other?
N N5 ? 15

- mostly appear to stay on task?
I M X3& ;5

- demonstrate a movement to higher-order thinking skills?
R I M,; | 5

Comments: #$




6. Materials and media. Are thefollowing used?: Y N
V .*?2@ 4 Z C
- lessons and exercisesin the textbook
%F "6 Z<Z
- additional supplied materials (flashcards, cassettes, etc.)
&B Q AFYE 1C
- self-made materials
% 14 C
- student-made materials
% 14 C
- computers, CD-roms, internet
P 6:CDB* F
Comments: #$
7.Values9;
To what extent do the following values seem to Great Some Very Not at all
implicitly imbue the social environment of the extent extent little 8 56
classroom : NSNE | "° O A NQ
_8" "4 2FACS 9; K L]
a participative, supportive environment
& * HA
openness to different points of view
4 18 14 :
- respect for each other
X536V #:

Comments: #$




2. FOCUS GROUP DISCUSSION — STUDENTS
h$ & = a;

School:

Grade:

No. studentspresent: i

NB: Introduce yourself. Explain the purpose of the discussion. Emphasise that they
should think freely — we are not looking for “right” answers, but we want their own
opinion.

Ice-breakers. One of the things education has to do is to prepare us for the

future. Do you often think about the future? ........... If so, what do you think
about?...... What you would like to be when you grow up?............
P 4/ F/'5*0 B*O0A?;. " B*?@;. i @ 1 AY" _ BK#

will it be different from now? ...... What do you think will be
positive developments and what might be negative developments?

zZ B "@ R X &R;. "9 | F &

a. What subjectsin school do you think are preparing
you best for the future? Why?

RO B;. N8Ti *IjA; *" \ "@

b. Isthereanything else which you think isneeded to

prepar e you well for the future?
R;. N8Ti 5cjA; * Sk L'T4@

| dentity
2. (Lead in: People from different countries speak different
languages, have different, customs) What makesyou a
Palestinian?
( 5l
"4 . 1&Tf 5Ld [K S6,Z R iz gazc G! ,zZz"<4 g

a. What subjectsin school help you find out what makes you a
Palestinian?
& mb@ @+X BT .*" \ "@ [




b. What for you are some of the most important things
you have learnt in those subjects about being a
Palestinian?

4.1 & m5@X \ @ |+ 6"@ [h

c. What morewould you like to learn about Palestine?
Pg X. X1 *'5* _6"@|[p

3. Sometimes differences between people lead to conflicts.

a. How do you solve conflicts between your selves?
[ L-*<4XA $ @ O A I
[C X536\ ?*x &

b. If thereareconflictsin afamily, how do you think
they can be solved?

[l * &D " $ST4@ &

c. Asyou know, conflicts can also be between nations.
What do you think arethe differences between
solving conflicts between your selves or within a

family, and solving conflicts between nations?
'XA $ XA $S6"@ 96 XA? */'XF n *n * &
96 XAI#Z D

4. Arethereany thingsyou would like to lear n which you ar e not
learning at the moment? If so, why?

RO B9 M6/ &AN#I1 *6_ '9 */' 5*?@h



3. TEACHER QUESTIONNAIRE

DISTRICT :

SCHOOL:

Subject: | Grade(s): n !

1. Did our presencein the classroom affect you and/or the children

in any way, compared to a normal situation?
R M Zm " 8Z ¥5?°@s

2. Wasthesituation in the classroom otherwise typical for that
class?
R "Qpo V  #72@

3. Inwhat wayswould you say that the lesson/s observed was/wer e

representative for your usual style of teaching?
R 5 " m5 p0 V # 2@)r

4. Wasthere anything in the lesson which you only do occasionally?
R A *6< A" 8 5?7@v

5. Aretheany other teaching strategies or methods you use which

we did not seetoday? If so, what?
RV "@ [V #" | *9K Su5 *W>V . *?@w

6. Looking back over thelesson, wasthere anything you were not

satisfied with and might do differently another time?
;C " L' G *2@ u5* Ax

a. If no: What made thisa fully successful lesson for

you and the students and why?
ROZ[d$ zm 8 V  #?28Ld (6h =/&Q[

b. If yes: How would you improve the lesson another
time, and why?
R &f us *X X */'XF5 &9 h =/ &Qyh

7. Towhat extent have you changed as a teacher as aresult of the
new curriculum (or, if started teaching after curriculum
introduced: compar ed to what your teacherswere likein school)?:

Very little, somewhat, consider ably?
M % &cA=*\ / 5" ] pld < 59Ld9 (5=pl4d = 9 & G &y

a. If you have changed asateacher , in what ways

have you changed, and why?
R0 &® & aaQ

b. In what ways have you not changed, and why?
RI5 W>" G9" % = |h
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8. Arethereany differencesin the way students participate in
lessons now compar ed to before, asaresult of the new
curriculum?
RA \ . /{ & XA $ST4araz
a. If so, in what ways?
N\ o/ {%  ZT

b. Inwhat ways hastherole of the student not
changed?
% Z G99 &

9. Inwhat ways arethetextbooksin this subject a good guide for
teaching and learning?
@ z9 8 m " %F 2@

10. Of thein-servicetraining you have had introducing the new

textbooks, and in teaching the subject in addition to that,
1.5 %ZC5= %FA % A3 5 [ss

a. what has helped you most to fulfil the objectives and

intentions of the curriculum?
[pl4 n @3; % " " ® Ld T

b. what has helped you most to develop as ateacher?
9 & *]1 " BT Ld |h

11. What are the most serious constraints on fulfilling the objectives
and intentions of the curriculum?
[pl14 n @; 3D "@

12. What other means do you use for you development as a teacher ?
(Peer support, keeping a log book of reflections, use of internet,

etc)
MNP ~V B # 2= B $q9 &m! 5 | .* K W "@ [sr

13. What doesthe curriculum mean to you asa person. not just asa

professional?
O mF ~A . &pl4 m"450 [sw
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FOCUS GROUP DISCUSSION —TEACHERS

X €& = a,;
No. teacher s present: X | (n ! |
Subject(s) represented: R
Gradestaught: / | 5 n!

Thecurriculum
1. What would you say arethe most important differences between
the new curriculum and the old in terms of

a. Objectives pla
(# X B;Z25=pld XA $B5 @ @ [s

n @[
b. Subjectsand content in subjects
\ K 2\ [h
c. Teaching approaches and methods
9 % 'ZW>[p
d. Student participation
& [

e. Assessment of students progress and achievement

f. Values

NB: In the following, elicit the positive sides of each issue first. Then, unlessthe
teachers offer the information without prompting, elicit the negative e.g. “ Where
does the curriculum not succeed in....... ?
2. In what ways, and how successfully, does the new curriculum
develop the students' thinking skills?
XBE . % =M, JZ#H @A * i QF A5 % = M BZ, JZ#, -, d@
Rpl4 25

[ 5% | 5* plde= . "@Z &

3. How successfully doesthe new curriculum cater for the all-round

development of the students?N/A
[@ *% 'Z9* Q FA  9*3;*" pl4 ,=2@r

4. How successfully doesthe curriculum cater for lear nerswith

different learning styles and abilities?
[C5= , 8] " X . 5@B;*" pld ,= &
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How successfully isthe new curriculum moulding a Palestinian
identity in the new generation?
[C5=, 8 " X . 5@B;* pl4 ,= &w

[5] a@ 8 &

How successfully isthe new curriculum preparing the studentsin
terms of skillsfor the 21% century, and the development of
Palestine?

[4.! 4Z25Zi X5 Z# | ; I # X i * pld = &[x
How successful isthe curriculum in reflecting the history shared
with other peoples and nations?
KS 91zh ~ \ T 5 [ * pl4 = &y

How successful isthe curriculum in promoting co-oper ation and
peace?

6. Z/Z 5 * pl4 = &z



5. FOCUS GROUP DISCUSSION — PARENTS

" @ :C& =a;.b
Schooal:
No. of parentspresent: i " @
Gradesrepresented:

Introduction: yourself, the purpose of your visit, the purpose of the discussion.
aidn @C5 n @m '4(%;

1. Your children have now been taught according to the new Palestinian
curriculum and textbooks for nearly 5 years. From your perspective as
parents, what has been the single most important change this has brought

about compared to the old education system, and why?
b@ cY#LdI® G @ X5 #& 4w' #C C5= 4 .! b@ M *®R Als
[ 5;\ ; Cb=

2. Have you noticed any differences in the children as a result of the new
education?

[5=LA V4 =& 16" $S 5P #6°@l

3. Inwhat ways is the home being involved in the education of the children?
[®A9 * F@ K [

4. What do you see as positive aspects of the new curriculum/textbooks?
[C5= %FZpld " AB % ="@ [v

5. Doesthe new curriculum (textbooks) have any shortcomings? If so, what are

they? I's there anything you would like to see which is not included?
[ @*'%5 _ 6"@B® h =/&0R L'pl4 2@w

6. To what extent have the teachers changed their approach to teaching in
keeping with the new curriculum/textbooks? Do you agree with those

changes?
R G a@ 3!*?2@%¢5= pl4 % '%.Ad.5*W>" X +  &[x

7. The new curriculum aims to teach children Palestinian identity. How well does
it do this?
R &P =2@ 4 95@M X4 .!,1>69 M.*C5= b@ [y

8. How well does the curriculum promote Islamic and Arabic values?
R& $1Z AZ $ 9Q 9 plda M.52@z




9. The curriculum aims to prepare the children for the modern world by putting
more emphasis on science and technology, and including English. How well is
it achieving this?

,=?@5% =6 G 6A8 #£#2zZV M f& ,$SXf5 9 ,1>6 i n 54 ||
R &mo"

10. The curriculum also aims to educate the children about the home, family,
health etc. What have you seen in the textbooks about these topics? Have your

children discussed them with you?
" 9DAF Q?@R a@X pl4 " P5 09 JZIDZIHX ,!>69 pld M.5s,
\ al@

11. Arethere any themes or topicsin the curriculum which you find controversial?

If so, which ones, and in what way are they controversial?
[ &&'@9h =/&0 . H6 EL' 8@ *pld " 5 Q\ 5T 4a°@ss

12. How relevant is the curriculum to the present situation of the Palestinian

people?
R 4.1 % 5 Q@ + *?@sr

13. What does the existence of a Palestinian curriculum mean to you?
"4 . pl4d 8Zm"450 [sv
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7. QUESTIONNAIRE: EDUCATION ADMINISTRATORS

Director ate/Gener al:

District:

No. of personspresent: i } 6

Positionsrepresented: ! ...

1.

What do you see as the most important differences between the former
curricula and the new Palestinian curriculum?
C5= b@ Z ;A b@ XA $S6"@[s

What do you feel are the most relevant features of the Palestinian curriculum
for the future of the generation now in school ?

< " , 8672;. Ab@ N* BE% ="@.2

Are teachers teaching in a different way as a result of the new curriculum? If
so, what are the changes?
[ G"@B9 h =/&0[C5= b@ =4&! W A < 52@3

To what extent has the in-service teacher training for the new textbooks
contributed to improvements in teaching, and to what extent is it due to other
in-service teacher training?

.E" 9 * C5= b@ M X %6 * K L6.4

Are there any observable changes in the students as a result of the new
curriculum, compared to the previous one? If so, what are they?
R@[9 h =/&0 5 \ ; AC5= b@ =& " #§ GL' T 4ar@w

How well do you think the curriculum promotes the following through the
textbooks:
( pld 95 &[x

a ldentity (combining international, Arab and Palestinian)
7 Z $6ZA Z4.! 517

b. Values (national, rdigious, human, unified society, freedom,
democracy, co-operation, peace)
7. BZ B> ;5 B5 B = C#B .6B%& B4 29; |h
c. Thinking skills (creative, scientific, problem solving, appreciation,
understanding tradition, understanding technology, ecology,
development)
[7 4BHB8 #9B; 9B 5 BR& 2B B AR | [p

Have there been any changes in school management, organisation, and/or
school culture as aresult of the new curriculum? If so, what?
R@9 h =/ &QRS5= b@ =& YZ 1 4B c 1 GL' T 4ar@y

What are parents and community reactions to the new curriculum in your
district?
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F; 4" 5=pl4 \=Z2"@®@7? C"@ [z

9. To what extent do you think the curriculum is successful in promoting peace

and conflict resolution as a future for Palestine and the world at large?
R/ FAD ZX .!17?;. & HWZ\E. \=*" pl4d ,= 8 L]

10. What factors constrain the curriculum in achieving its aim in this respect?
[A n @3;* pl4 3* 2 "@10.

11. What needs to be done for the curriculum to have a greater impact on the
studentsin terms of identity, values and thinking skills?
[ R | Z% \QA>*Z9;ZB4 51 # X B ¥5pl4 ?2=21/"4 011
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THE CURRICULUM AND TEXTBOOK DEVELOPMENT PROCESS

The concept of curriculum in Palestine includes the genera statement of intended
learning for school education as a whole (the general curriculum outline), statements
about intended learning for each subject from Grade 1-12 (subject curricula), and the
way these are intended to be operationalised in each grade (textbooks and teacher’s
manuals). In order to meet international-level standards for curriculum and textbooks,
the following system for curriculum and textbook development and quality assurance
IS used:

The Legidative Council and Ministry of Education Curriculum Committee

The overall curriculum plan was approved by the Education Committee in the
Legidative Council, the highest authority in Palestine. A Ministry of Education
Curriculum Committee (MCC) was established, chaired by the Deputy Minister and
consisting of the Director General of Training and Supervision and the Director
General of Curriculum Development.

The Palestinian Curriculum Development Centre (PCDC)

The PCDC is mandated to lead and manage the curriculum and textbook development
process from the drafting of the general curriculum outline to the camera-ready copy
of the textbook, teacher’s manual, and additional instructional materials.

Subject Curriculum Committees

A Subject Curriculum Committee (SCC) of between 3-10 members was appointed for
each subject from Grades 1-12. The subject committees were appointed by the
Ministry Curriculum Committee on the basis of CVs submitted after public
advertising, and according to set criteria. In addition to experience and educational
achievement, the criteria included that each team must have at least one school
teacher, one supervisor, one from UNWRA or a private school, and women must be
represented.  The MCC nominated co-ordinators from amongst the appointed
members. The SCC set out broad guidelines for the curriculum for each grade in the
subject, which were sent to the Ministry Curriculum Committee for approval.

Textbook writing teams

The textbook development processisinitiated by the PCDC, which appoints textbook
writing teams by advertising through official letters to universities, colleges, and
ministries, and through the media to all teachers. Applicants are requested to submit
their CV and samples of work, or (from teachers) samples of lesson preparation for
two self-chosen lessons. For most subjects, there is one textbook per semester. Each
team writing one textbook usually consists of 4 persons, in large subjects or special
cases 5 or 6. The writing team develop a draft manuscript and teacher’s guide which
are critiqued on an ongoing basis by PCDC professionals, and are given afirst design
and layout by PCDC.

Evaluation and editing
The first draft is presented to a teachers workshop for evaluation in terms of
readability and teachability, and their comments are sent back to PCDC. The PCDC



also sends the draft for scientific editing in terms of content and pedagogy. The
manuscript is aso checked for language. The writing team revises the draft on the
basis of feedback. Final design and illustration is completed in consultation with the
writing team.

Approval

Textbook approval is delegated by the MCC to an MCC-appointed Approval
Committee for Sciences, or Humanities, or Early Grades (1-4). The fina draft,
illustrated and in full layout, is submitted to the appropriate committee which either
approves the draft, or approves indicating any minor improvements which have to be
made, or refers the draft back to the writing team for changes before re-submission.
The chairperson of the Approval Committee signs the letter of approval/referral. The
PCDC undertakes a final check before sending the cameraready copy to the
Directorate of Textbook Printing for tendering, printing and distribution.

I n-service teacher training

When a new textbook is introduced for the first time, al teachers teaching the subject
at the relevant grade are given induction by way of a short in-service training course
on the new contents and approach. The General Directorate of Training and
Supervision (GDTYS) selects a central team of 4-6 members from among supervisors
to set up guidelines for, and develop, training materials. An evaluation group in
MoEHE does quality control and approval of the materials. A cascade model is used,
with core groups of trainers for each year in each subject. They in turn train teachers
in their districts in groups of about 20-25. Training courses are visited and evaluated
by supervisors, and evaluated by participants.

Owing to occupation and closure, training of trainers and teachers has been more
decentralised, training has been staggered over time, and some teachers have done
peer-training. The materials have been adapted for distance training.

Second and third evaluation and editing process

The teacher’ s manuals and the questions, exercises and activities in the textbooks, are
intended to steer the teachers in the direction of teaching methodology. Supervisors
are to support teachers in textbook utilisation and teaching approaches at school level.
The evaluation conducted by the Assessment and Evaluation Centre (AEC) provides
evaluation of the efficacy of the textbooks and the methodological effectiveness of the
teacher.

Approximately 250 teachers covering all subjects use a pre-designed instrument to
evaluate the first print run of the textbook unit by unit as they teach them during the
first year of implementation. The AEC compiles the feedback and sends it to PCDC,
who undertake any necessary modifications (enrichment) of the textbook for the
second print run the next year.

The AEC aso organises a content analysis of the syllabus framework for each grade
and the corresponding textbook and instructional materials, after the second print run.
Experts not involved in the curriculum or textbook development process are
appointed and trained for the task, which is based on a checklist prepared by AEC.
Thirdly, structured classroom observations are conducted to evaluate the operational



curriculum i.e. what is being taught, and how, in the classroom. A sample of schools
is selected and visited.

It has not been possible to complete all the above steps fully in all cases, but the AEC
has used email, fax and telephones extensively to ensure that as much has been done
as possible. Feedback has been received on al grades implemented so far. The
content analysis and observations remain to be completed.

Two years after the new textbook is introduced for the first time, Nationa
Achievement tests are conducted at 4", 6™ and 8" Grade, to compare with the
Education for All 4™ Grade study, and baseline studies which have been done for 6"
and 8" Grade. These achievement tests will provide feedback on curricular
effectiveness. The Tawjihi results will provide feedback from the Senior Secondary
phase when it is completed.
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HUMAN RESOURCE DEVELOPMENT FOR THE NEW CURRICULUM

This is the first cycle of Palestinian curriculum and textbook development, and the
entire programme is therefore one of ongoing nationwide capacity building. The
development and production of the textbooks, the in-service training of teachers for
the new curriculum, and the in-service training in textbook evaluation, amounts to a
considerable human resource development in education. In terms of textbook
production for Grades 1-10, over 3,000 people have been involved in some way or
other as planners, authors, consultants, editors, artists, graphic designers, evaluators,
etc. The actual number of authors used was 510, comprising 127 teachers, 81
supervisors and 302 academic experts, from Gaza and the West Bank, and of whom
28% were female. (Figures provided by PCDC). The authorship of the Palestinian
textbooks thus represents a broad base within the educational community.

The number of trainers of trainers, teacher trainers and teachers reached through the
first in-service training in use of the textbooks for Grades 1-10 was:

Grade: 1 2 3 4 5 6 7 8 9 10 | Total

TOTrainers 12 12 14 14 40 50 60 60 60 60 382

Trainers 260 | 220 | 180 | 240 | 500| 480 | 470| 400 | 500| 604 | 3854

Teachers 3200 | 2763 | 2002 | 2802 | 6238 | 6000 | 5880 | 6136 | 6256 | 7553 | 48830

Total no.: | 3472 | 2995 | 2196 | 3056 | 6778 | 6530 | 6410 | 6596 | 6816 | 8217 | 53066

Figures provided by the General Directorate for Teacher Training, MoEHE, 2004.

The Trainers of Trainers and many of the Teacher Trainers have been used for more
than one grade, and/or more than one subject. Many teachers have attended training
for more than just one grade, and some for more than one subject in the higher grades.
The totals in the far right column therefore do not represent the total number of
persons who have been reached, which will be alower figure in each case.

The table below shows how many Trainers of Trainers, trainers of teachers, and
teachers have been involved in the in-service training in General Education, and
teaching methods in Arabic Language, Mathematics and Natural Science. The same
teachers will have been reached through the in-service training for the new textbooks
and thus do not represent additional numbers, but a greater depth of training for
some.

1-4 | 57 | 810 | Totals

TOTrainers 6 6 6 18

Genera Education | Trainers 70 70 70 210
Teachers 2219 | 3605 | 3506 | 9330

TOTrainers 6 6 6 18

Arabic Language | Trainers 60 70 89 219
Teachers 2373 | 2238 | 1626 | 6237

TOTrainers 6 6 6 18

Mathematics Trainers 85 70 87 242
Teachers 2118 | 403 | 1275 | 3796

TOTrainers 5 7 6 18

Natural Science | Trainers 85 70 76 231
Teachers 641 | 1400 | 1395 | 3436

TOTrainers 23 25 24 72

TOTALS Trainers 300 | 280 | 322 902
Teachers 7351 | 7646 | 7802 | 22799

Figures provided by the General Directorate for Teacher Training, MoEHE, 2004.



As in the previous table, the totals in the right hand column will be higher than the
actual number of persons. Nonetheless, approximately 68% of teachersin Grades 1-4
will have received in-service training both in the new textbooks and general education
and teaching methods, approximately 42% in Grades 5-7 and 39% in Grades 8-10. If
successful, this combined training should have had some cumulative and widespread
impact on changing teaching approaches.

The total number of trainersin evaluation, teachers, supervisors and othersinvolved
in textbook evaluation from Grades 1-10 so far is:

Grade 1 2 3 4 5 6 7 8 9 10 Tot
Enrichment | 108 | 116 | 98 | 149 | 203 | 124 | 129 | 143 | 166 | 101 | 1337
Observation | 23 19 23 19 104

Figures provided by the General Directorate, Assessment and Evaluation Centre, MoEHE, 2005.

The figures are dlightly high in terms of the number of persons involved. Twelve
persons have been used as evaluators in one or more grades, and one or both
activities, of which one external observer and eleven AEC staff. The number of
persons used as trainers in evaluation in one or more grades, and/or one or both
activitiesis 15, of which 4 were externa experts and 11 were AEC staff.
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