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INTRODUCTION 

The word "curriculum" does not refer simply to a 

list of course objectives together with a description of 

the course content, nor does it describe all the educational 

activities of a school . Taba suggests that it does include 

a statement of aims, it indicates the organization of con­

tent, it implies certain patterns of teaching and it 

2 

includes a program of evaluation . 

The study of curriculum development can be thought 

of as a study of how curricula came about. In the context 

of curriculum terminology, other expressions, such as 

curriculum making or curriculum building, may be equated 

with curriculum development. They all refer to one and 

the same process, namely that of the evolution of a 

curriculum. 

Social and technological changes, among others, 

have affected curriculum development considerably over the 

last two decades. The curriculum reform movements of the 

1 H. Taba, Curriculum Development: Theory and 
Practice, New York, N.Y., Harcourt, Brace and World, 1962, 
p. 9. 

2 Ibid., pp. 10-11. 
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sixties in the United States , in Canada , and in other 

countries around the world such as China, the Republic of 

Korea, Iraq, Tonga, the Republic of Viet Nam , illustrate 

the effects of these changes. 

The development of the new curriculum in Afghanistan, 

over almost a decade, is an illustrative case of curriculum 

reform. The content of the primary school programs and the 

manner in which curricular decisions were made underwent 

modification to reflect the aforementioned changes. 

In April 1966, an agreement was signed by the 

officials of the Ministry of Education of Afghanistan and 

of the United States Agency for International Development 

(USAID) to create a joint development project called the 

Curriculum and Textbook Project. According to the program 

agreement, the USAID would supply financial and personnel 

assistance to the government of Afghanistan pursuant to 

the following objectives: 

3 J. I. Goodlad, School Reform in the United 
States, New York, N.Y., The Fund for the Advancement of 
Education, 1964. 

4 A. Gunn, "New Social Studies in Canada", Social 
Education, Vol. 35, No. 6, 1971, p. 665. 

5 J. Katz, (ed.), Efficiencies and Inefficiencies 
in Secondary Schools, Geneva, World Council of Comparative 
Education Societies, 19 74, p. 4. 
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1. To establish, by 19 71, in the Ministry of 
Education a functional entity responsible for, and 
capable of, continuing curriculum development for 
Afghanistan's primary school curriculum, and to 
create the nation's first modern primary school 
curriculum. 

2. To establish, by 19 73, in the Ministry of 
Education a capacity for the continuing creation 
and production of modern primary school textbooks, 
teachers* guides, and supplementary teaching 
materials, and to prepare Afghanistan's first 
modern primary textbooks with teacher guides, 
based on the new curriculum.6 

In accordance with the USAID regulations, this pro­

gram agreement has been renewed annually. Each succeeding 

agreement has maintained the original objectives mentioned 

above. In 19 71, the projected date for completion of the 

Project was extended to September 1976. 

The purpose of this study is to conduct a survey 

and documentary analysis of those processes that resulted 

in the development of the new curriculum for use in 

Afghanistan primary schools as recommended to, and approved 

by, the Minister of Education of Afghanistan. 

An introduction, six chapters, and a summary comprise 

the content of this thesis. Chapter I describes the economic, 

political and social setting of contemporary Afghanistan and 

its educational system. This chapter also describes the 

6 Project Agreement, No. 306-11-690-091, between 
the USAID and the Government of Afghanistan, Kabul, April 
18, 1966, p. 2. 
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events leading to the creation of the Curriculum and Text­

book Project. Chapter II presents an analytical framework 

for the investigation of the study. The framework is based 

on selected curriculum literature. Chapter III outlines the 

problem areas and discusses the methodology for obtaining 

and assessing data. 

For the purpose of this study the Curriculum and 

Textbook Project has been divided into three phases: 1) 

antecedent to reform 1966-1969, 2) planning and revision 

1970-1972, and 3) revision and evaluation 1973-1976. 

The last three chapters describe and analyze the 

development of the new primary school curriculum from its 

initiation in 1966 to the completion of the program in 1976. 

This is followed by the summary and conclusions. 



CHAPTER I 

BACKGROUND OF THE STUDY 

The purpose of this chapter is to provide the back­

ground for this study. In the first section, basic data 

relative to the economic, political, and social setting of 

Afghanistan and its educational system are presented. The 

second section examines the events leading to the formal 

creation of the Curriculum and Textbook Project, a joint 

venture of the United States Agency for International 

Development (USAID) and the Government of Afghanistan. The 

third section discusses the importance of the study. A 

statement of the specific problem investigated in this study 

concludes this chapter. 

1. The Republic of Afghanistan. 

Afghanistan balances on the south central spine of 

the Hindu Kush mountains of Asia. It is bordered on the 

east and south by Pakistan, by Iran on the west, and by the 

Soviet Union on the north. For a few kilometers, at the 

tip of the northeast Wakham corridor, it has a common border 

with the People's Republic of China. In size Afghanistan is 

250,000 square miles. Climatically the nation varies from 

arid desert plains, several hundred feet above sea level, to 

alpine heights of over 20,000 feet. The majority of the 
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population is located along the river drainage systems. 

Recent estimates place the national population at 17,086,000, 

including 2.8 million nomads . 

Ethnographically Afghanistan is as diverse as it is 

geographically. Two major languages are spoken and approx­

imately thirty different dialects. Pashto and Dari (Persian) 

are the two officially recognized national languages. This 

diversity of languages reinforces social patterns which give 

precedence to family, clan, and regional affiliation. 

The Economic System — Afghanistan, like most 

developing countries, dreams of industrialization, but its 
2 

economy remains fundamentally agriculture . Most capital 

development programs are funded by foreign assistance 

accounts. The principal export earning commodities, carpets, 

dried fruits, and Karakul, reflect the agrarian base of the 

Afghan economy. Traditional animal husbandry, fruit and 

grain production predominate. 

In terms of manpower only twelve percent of the 

estimated 4,391,000 work force, or 531,000 persons, are 

engaged in activities other than agricultural production. 

1 Ministry of Planning, Department of Statistics, 
Statistical Pocket-Book of Afghanistan - 1350, Kabul, 
Afghanistan, 1972, p. 3. 

2 L. Dupree, Afghanistan, Princeton, New Jersey, 
Princeton University Press, 1973, p. 623. 
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Approximately two-thirds of the nonagricultural work force 
3 

is employed by the national government . 

Geographic isolation has been a major constraint to 

the modernization of the Afghan economy. The import and 

export of bulk commodities are primarily confined to the Oxus 

River port of Serkhan on the northern border linking 

Afghanistan with the Soviet Union and East European countries 

and to Torkham (Khyber Pass), linking Afghanistan with 

Pakistan's railroads and roads, the port of Karachi, and 

India. To a lesser extent the Iranian border and the 

national airline, Ariana, are conduits for commerce and 

communication. 

Estimates place the per capita Gross National 

Product between Afghanies 4,900 ($98) and Afghanies 6,250 
4 

($125) . Since large segments of the nomadic and semi-

nomadic population are engaged in subsistence agricultural 

activities not reflected in currency accounts these figures 

may be misleading. An indication of the range of salaries 

can be seen in the civil service salary schedule. Rank ten, 

the lowest permanent rank on the schedule, offers a salary 

of Afghanies 1,500 ($30) per month. Rank one, which is 

3 Ministry of Planning, p. 136. 

4 "Gross National Product Estimates", Kabul Times, 
April 10, 1973, p. 2. 
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limited to Deputy Ministers and Governors, lists a salary of 

Afghanies 4,700 ($114) per month. A middle level civil 

servant (rank seven) receives a monthly base salary of 

Afghanies 2,500 ($50). Augmented by Afghanies 500 ($10) for 

educational and other increments, his monthly income totals 

Afghanies 3,000 ($60) or Afghanies 36,000 ($720) per annum. 

This salary must support six persons which is equivalent to 

a per capita annual income of Afghanies 6,000 ($120) or 

slightly more than the lowest estimated per capita GNP of 

Afghanies 4,850 ($97). Reviewing the monthly expenses of 

this model family group of six persons, it was found that 

seventy-three percent of the monthly income goes toward the 

purchase of basic food stuffs. Clothing, fuel, transporta­

tion and medical expenses must come from the remaining 

Afghanies 700 ($14). No provision for rent expenses has 

been included in this example. Housing is usually secured 

by utilizing the capital resources of the extended family. 

The Political Structure — In 1747, Ahmed Shah 

Durani effected a coalition of restless independent tribes, 

thereby shaping the modern Kingdom of Afghanistan as a 

buffer territory against the imperial southward expansion 

of Csarist Russia and the northward pressure of 
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British-controlled India . After two centuries of tribal-

supported monarchy, a parliamentary democracy was created 

in 196 4, together with a new Constitution. 

The Constitution, or "Basic Law", provided for an 

elected bicameral parliament, an executive branch appointed 

by the King, but which had to receive a vote of confidence 

from the lower body of the bicameral parliament. The 

judiciary was appointed solely by the King. 

Administratively Afghanistan is divided into 

twenty-eight provinces with Kabul as the capital. All 

administrative activities of the government emanate from 

the central government including provincial administrations 

and judicial appointments. 

On July 17, 1973, Sardar Mohammed Daoud Khan, first 

cousin and brother-in-law of the King, and former Prime 

Minister (1953-196 3) , declared Afghanistan a Republic, thus 

ending the nine-year constitutional monarchy experiment . 

Following the coup d'etat the King was deposed, parliament 

dissolved, and the constitution abrogated. Since the coup 

5. L. B. Poullada, Reform and Rebellion in Afghanistan 
1919-1929, Ithica, New York, Cornell University Press, 19 73, 
p. 1. 

6 L. W. Adamec, Afghanistan's Foreign Affairs to the 
Mid-Twentieth Century, Tucson, Arizona, The University of 
Arizona Press, 1974, p. 242. 
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the Republic of Afghanistan has been governed by a 

provisional executive headed by President Daoud. 

Between 19 53 and 196 3, Daoud employed Soviet military 

assistance to build a national Afghan military structure to 

a level of strength which for the first time in two hundred 

years gave the monarchy a focus of power greater than the 

tribal forces which had historically been the king makers 

and breakers of Afghanistan. Concurrent with this con­

solidation of central-government power was a judicious use 

of "Cold War" foreign assistance to develop Afghanistan's 

infrastructure. Communication networks between major urban 

centers of the country were improved. Telephone lines were 

installed, highways paved, and airports built. In the 

economic sector reclamation and irrigation projects were 

initiated. Social service development focused on the 

quantitative expansion of educational facilities. The over­

all development strategy centered around a series of five-

year plans begun in 195 7. 

When Daoud resigned as prime minister (196 3) and 

the constitutional experiment began, cutbacks in foreign 

loans and grants to the various ministries and development 

projects curtailed economic expansion. By 1965 economic 

growth had come to a standstill and remained so until 19 71. 

In 19 72, the GNP recorded a ten-percent growth in constant 
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prices, but the surge faltered in the early months of 19 73 
7 

as the inflation rate spiraled . 

Thus while the locus of political power remained 

with the military whose support in the summer of 19 73 made 

the coup possible, the constitutional experiment ended with 

disintegrative elements far greater than they had been nine 
o 

years earlier . Economic stagnation, continued ideological 

and ethnocentric factionalism, and an educational system 

producing a growing number of urban disenfranchised 

graduates confronted the new Republic of Afghanistan in 

19 73. The transition period of the new republic regime 

will be ended in 19 77 when the people of Afghanistan vote 
9 on the new Constitution . 

The Educational System — The beginning of formal 

state-supported education in Afghanistan goes back to the 

early twentieth century. The first regular primary school 

was established in 1909- By 1913, a Council of Public 

Instruction was formed and charged with: 

7 Ibid. 

8 Ibid. 

9 President's Speech, "The Republic State First Loy 
Gerga Will Be Held in Kabul in January 1977", Jamhuriat, 
December 28, 19 76, p. 1. 
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(a) approval of curricula and textbooks, 

(b) control of hygiene and of the financial 
situation in educational institutions, 

(c) control of examinations and of disciplinary 
matters.10 

The Council's authority encompassed both the new government-

supported schools and the traditional religious mosque 

schools. The early syllabus of the government primary 

schools included reading, calligraphy, fundamentals of 

Islam, and elementary mathematics. 

In 1920, the first Minister of Education was 

appointed. A decade later government records listed 

thirteen schools and 1,590 students . By 1940 government 

schools had increased to 324 with an estimated enrollment 

of 60,000 students. That year also marked the first major 

revision in the primary school program. Pashto was desig­

nated the sole language of instruction and primary education 

was extended from four to six years. The Pashto-only 

directive was modified in 1946 to allow Dari as a medium of 

instruction in Dari language areas. In 19 73 there were 

Pashto-medium schools in twenty-two of the twenty-eight 

10 Ministry of Education, Education in Afghanistan 
During the Last Fifty Years, Primary, Secondary and 
Vocational Education, Vol. 1, Kabul, Government Press, 
1968, p. 4. 

11 Ibid., p. 12. 
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provinces and Dari-medium schools in twenty-one of the 

provinces. 

The Afghanistan school system is composed of primary 

schools, middle schools and high schools. Primary schools 

include village or rural schools and elementary schools. 

The village schools are specially designated primary schools 

typically having one teacher for grades one through three. 

These schools may have as many as three teachers and in 

certain instances will offer classes through grade six. 

Village school students have a special textbook series not 

used in elementary schools. The texts contain all curriculum 

subjects; namely, reading, mathematics, history, geography 

and religious studies under one cover for each grade. 

Elementary schools are multi-teacher primary schools 

offering classes grades one through six in urban or large 

village communities. Currently, texts include readers for 

each grade, from one through three, and individual subject 

texts for grades four through six. When village schools 

are extended through grade six, students use the elementary 

school subject texts. 

Secondary schools are comprised of middle schools 

(grades seven to nine) and high schools or lycees (grades 

ten to twelve). In addition to the general lycees there 

are also secondary vocational schools. Middle school 
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programs are often attached to lycees or are extensions of 

elementary schools. 

By 1951 total enrollment in grades one through 

twelve had only reached 9 4,000. Ten years later, enrollment 

had more than doubled under the stimulation of the Daoud 

government's first five-year development plan. In the 

succeeding decade, as shown in Table I, this quantitative 

expansion of school enrollment increased in velocity and 

continued to be a primary educational goal of the Afghan 

government. 

The fourth five-year plan (19 72-19 76) projected a 

continuing emphasis on the numerical expansion of the 

educational system. 

The expected increase in the number of 
elementary and village schools during the plan 
will be from 3,200 to 4,500 by the end of the 
plan period [...J. As a result of the expansion 
there will be a 59% increase in the enrollment 
of these schools [...]. The number of secondary 
schools will increase from 660 to 870 by the end 
of the plan. Total enrollment will increase 
from 123,000 to 164,000.12 

Significantly, in 19 73, following the creation of 

the Republic of Afghanistan, the new regime publicly 

supported the continuing quantitative expansion of the 

educational system. It has also sought to liberalize 

12 "Text of Afghanistan's Fourth 5 Year Plan", 
Kabul Times, February 8, 19 73, p. 2. 
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Table I.-

Selected Enrollment Data Afghan 
Public Schools - 1951-1971. 

Year Primary Schools 
(Village and 
Elementary) 

Grades I-VI 

Middle Schools 

Grades VII-IX 

Secondary Schools 
(Lycee and 
Vocational) 

Grades X-XII 

1951 
1961 
1966 
1971 

88,000 
213,000 
402,000 
575,000 

2 , 3 4 1 
1 1 , 1 7 9 
3 6 , 1 1 3 
9 1 , 1 2 7 

3 ,683 
9 , 0 3 7 

2 0 , 8 1 9 
4 6 , 5 5 3 

Source: Ministry of Education, Education in Afghanistan 
During the Last Fifty Years, Primary, Secondary and 
Vocational Education, Vol. 1, Kabul, Government Press, 
1973, p. 56. 
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primary school advancement by establishing a policy of 

automatic advancement for all students through grade three. 

The explanation of this new policy stressed the importance 

of schooling as an integrative force in the building of the 

Republic. 

There are compelling reasons for this numerical 

emphasis. After fifteen years of planned growth only an 

estimated twenty-two percent of the primary school-age 

population was enrolled in schools at the end of 1971. A 

corresponding smaller percentage of the secondary school-

age cohort was enrolled. 

Even as enrollment rates have increased in absolute 

terms, student dropout rates have also increased. For 

example, in 1966 the sixth-grade graduates numerically 

accounted for only half of the first-grade class entering 

school six years earlier. By 19 71 the sixth-grade graduates 

equaled only thirty-six percent of the first-grade students 

entering school six years before. A similar calculation for 

secondary students (middle school grades seven to nine, and 

high school grades ten to twelve) reveals an even greater 

wastage. The twelfth-grade graduate of 19 71 accounted for 

less than two percent of the first-grade enrollees of 1959. 

Enrollment figures for the 19 72-1973 academic year 

were as follows: Village Schools 123,580; Elementary Schools 
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451,920; Middle Schools 91,127; Lycees 34,196; Vocational and 

13 Teacher Training Schools 12,257; and Higher Education 8,074 

Females comprise less than fourteen percent of all 

primary school students and only twelve percent of secondary 

school enrollees. 

The Afghan government's economic support of educa­

tion, though increasing steadily between 1966 and 19 75, is 

parsimonious when compared to the fifteen to twenty percent 

of national budgets allocated to education in most developing 

countries. Between 1966 and 19 75, educational expenditures 

increased from less than seven percent of government alloca­

tions to 8.5 percent in 19 72. In relation to the GNP, 

educational expenditures have remained at an almost constant 

14 0.8 percent of the Gross National Product 

Like all other segments of the Afghan government, the 

Ministry of Education is administratively highly centralized. 

The Ministry is comprised of sixteen departments and some 

subdivisions. Departments (Administration, Primary Education, 

Publications, Teacher Education) are administered by 

presidents. Divisions, both independent and subordinate to 

departments, are headed by Directors General. Presidents and 

13 "New Trends in Afghan Education", Kabul Times, 
April 2, 19 73, p. 3. 

14 Ministry of Planning, p. 159. 
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Directors General are responsible to the First Deputy 

Minister. In addition, several organizations outside the 

ministerial structure report directly to the Minister of 

Education. These include the University of Kabul, Education 

Press, Pashtu Academy, and the Women's Institute. 

Educational policy is promulgated by the Minister of 

Education and by the Technical Board which is comprised of 

the First Deputy Minister, the presidents of the various 

departments of the Ministry of Education, the Vice President 

of Kabul University and a few professors. The range of 

policy making includes establishment of all rules and regu­

lations, and the formulation of curricula and course syllabi. 

With the promulgation of the Educational Reform Act 

in 1975 a high council of education was established. The 

Prime Minister is the Chairman of the council and its 

members are five ministers and the President of Kabul 

University. The First Deputy Minister of Education acts as 

the Secretary of the council. The high council of education 

has not met to date. The educational reform was approved by 

the cabinet. The new primary school curriculum has been 

discussed in the cabinet and was approved by the President 

15 of Afghanistan 

15 M. A. F. Siddiq, First Deputy Minister of 
Education, Personal Interview, October 24, 19 76. 
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After the Ministry of Education, the next level of 

administration is the Provincial Directorate of Education. 

Each of the twenty-nine Directors of Education in 19 73 

(Kabul City plus twenty-eight provinces) is responsible to 

the presidents of departments in the Ministry of Education 

for the particular area of authority and responsibility 

administered by that president (for example, Administration, 

Inspection, Teacher Education). At the provincial level, 

the Director of Education is under the direct authority of 

the provincial governor appointed by the Minister of 

Interior. This dual-authority structure is a possible 

source of conflict. Ministry directives may be ignored be­

cause provincial governors' directives may take precedence 

at the local level. 

Since provincial administrators are directly and 

indirectly concerned with the development of the educational 
16 

system, according to the educational reform , it is planned 

that in the future the provincial offices should be properly 

equipped and the educational level of their staff should be 

improved. A number of qualified supervisors will also be 

employed in these offices. 

16 Ministry of Education, Educational Reform Act, 
Kabul, Government Press, 19 75, p. 9. 



Primary Education — Primary education is of prime 

importance to the diffusion of literacy, economic develop­

ment and modernization of a country's social structure. 

It is also regarded as the first step toward equal 

opportunity for all members of Afghan society. This level 

of education is at the base of the educational pyramid. 

Efforts are being made to train students from the outset to 

carry out their individual and social duties on the basis 

17 of cultural values 

Prior to the implementation of educational reforms, 

primary education was based on village and six-grade 

primary schools. On the basis of these reforms the former 

basic primary and village schools will be gradually up­

graded to eight-grade schools. This is intended to wipe 

out illiteracy, expand vocational information, improve the 

quality of primary education and create equilibrium be­

tween various educational levels in a gradual manner. 

Between the years 19 76 and 19 82, village and six-

grade primary schools will be gradually converted to eight-

grade ones as shown in Table II. 

17 Ministry of Planning, First Seven-Year Plan of 
the Republic of Afghanistan, Kabul, Government Press, 19 77, 
p. 7. 



17 

Table II.-

The Conversion of Village and Six-Grade Schools 
to Eight-Grade Primary Schools. 

C o n v e r s i o n mrt+-ai F-inh-t-
V i l l a g e C o n v e r s i o n of S i x t o r * £ - - L 9 n ^- N e w x e a r School to Basic Eight-Grade e ? i Schools „ ^ . Schools Schools 

1975 

1976 

1977 

1978 

1979 

1980 

1981 

1982 

1,812 

1,752 

1,672 

1,572 

1,452 

1,312 

1,146 

906 

0 

60 

80 

100 

120 

140 

166 

240 

0 

473 

52 

31 

13 

86 

41 

3 

646 

1,179 

1,361 

1,552 

1,755 

2,051 

2,358 

2,701 

0 

50 

60 

70 

80 

90 

100 

110 

Source: Ministry of Planning, First Seven-Year Plan of 
the Republic of Afghanistan, Kabul, Government 
Press, 1977, p. 8. 
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The above changes will be brought about as a result 

of natural conditions, existence of buildings, and an 

adequate supply of commercial enterprise students and 

teachers. Nine hundred six village schools will be grad­

ually converted into basic schools and 699 six-grade primary 

schools into eight-grade ones. The number of eight-grade 

schools will be raised from 646 in 1975 to 2,701 in 1982 

and 906 other village schools will continue due to lack of 

premises. Under the seven-year plan, 560 eight-grade 

primary basic schools shall be opened and thus the total 

number of primary basic schools will be raised from 1,345 

in 1975 to 2,811 at the end of the plan18. 

Simultaneously with these changes, the total 

number of primary school students including those from 

village schools will be raised from 79,000 in 1975 to 

128,000 in 19 82. School entrance age will be lowered from 

seven to six, but this will be carried out gradually and 

first in towns. The number of primary school graduates 

will be raised from 29,000 in 1975 to 41,400 in 1982. 

The ratio between primary school students and 

children of seven to fourteen years of age will be raised 

18 Ibid., p. 9. 



19 

from 28.7 percent in 196 5 to 39.6 percent at the end of 

the plan. Likewise, the number of teachers in primary 

schools will be raised from 21,000 to 36,000 and the ratio 

between students and teachers will be reduced from 37:1 to 

35:1. 

2. Curriculum and Textbook Project. 

The importance of public education was quantita­

tively indicated through the 1960's by the Afghan govern­

ment. During the first two five-year plans (1957-1961, 

196 2-1966), school facilities and student enrollment more 

than tripled. Secondary vocational programs and teacher-

training courses expanded. New course offerings were 

made available at both the secondary and higher education 

level. During the same period increasing student failure 

and repeater rates at all levels of education pointed to 

the limitations of simple numerical expansion. Profes­

sional educational leaders began to question traditional 

schooling which stressed rote, memorization and recitation. 
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The advocates of general quantitative educational 

expansion argued: "By spreading primary education through­

out the country, we are trying to lay the basis of a 

19 literate society" . They considered literacy to be the 

single most important outcome of schooling. Yet the demand 

for education was beginning to far outpace the available 

facilities, particularly at the secondary and higher educa­

tion levels. In 1966 there were sufficient places in Kabul 

University for all high school graduates (1500) who sought 

admission to the university. Projecting these figures, the 

government calculated at the beginning of the third five-

year plan (1967) that the total annual high school gradua-

20 tion cohort would only reach 4,300 by 1971 . But by the 

spring of 1973 high school graduates numbered 18,000 with 

places for only twelve percent of this number in the 

.. 21 university 

19 M. H. Miawandwal, Former Prime Minister, "Speech 
on Education", Kabul Times Annual, Kabul, Government Press, 
January 196 7, p. 37. 

20 Ibid. 

21 "2,205 New Students Gain Admission to Kabul 
University", Kabul Times, April 19, 19 73, p. 2. 
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A second viewpoint developed which argued "[...] 

that the content of the (school) curriculum required 

extensive revision if the schools are to function directly 

22 

as instruments of the national development process" 

Thus, following the signing of the 1964 Constitution, the 

rhetoric of economic and social development evoked new 

expectations from the education sector. This growing 

recognition of the importance of education was built into 

the 196 4 Constitution: "The Government Press is obliged to 

prepare and implement a programme for balanced and universal 
23 

education in Afghanistan" 

Immediately following the October 1, 196 4, promulga­

tion of the new Constitution, Ministry of Education 

officials addressed themselves to the question of educa­

tional quality-

22 R. A. King, "Developing a New Curriculum for 
Afghanistan Elementary Schools", Kabul, Teachers College, 
Columbia University/Afghanistan, June 196 7, p. 2. 
(Mimeographed) 

23 Constitution of Afghanistan, Kabul, University 
Press, 1964, p. 34« 
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At the suggestion of His Excellency, the 
Minister of Education, representatives of a number 
of agencies met on October 20th to consider ways 
in which the agencies could cooperate in improving 
curriculum and textbooks for primary schools in 
Afghanistan. Agencies represented were: Ministry 
of Education, Department of Compilation, Department 
of Curriculum Diffusion, Ministry of Education 
Press; Franklin Press; Asia Foundation; UNESCO; 
and the TCCU Team.24 

An early formulation of the proposed undertaking 

outlined seven purposes: 

24 "Multi-Agency Cooperation in Curriculum and Text­
book Production", an undated document from the Teachers 
College Columbia University Team Archives identified as 
Document #6, 1964, p. 9. (Mimeographed) 
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1. To establish the general goals and 
objectives of primary education. 

2. To determine the scope and sequence of 
courses and experiences to be provided in the 
primary schools. 

3. To determine the scope and sequence of 
courses and other experiences to be provided at 
each grade level and specific objectives to be 
serviced. 

4. To prepare textbooks for use in courses 
taught in the primary school. 

5. To prepare teachers' guides for use with 
each textbook or in the absence of textbooks when 
the latter is not required. 

6. To prepare supplementary materials and 
aids for student and teacher use. 

7. To provide instruction to leaders in 
primary education who will be responsible for the 
implementation of the new curricula and text­
books. 2 5 

The Project Agreement — In 1966, approximately 

eighteen months after the multiple-agency meeting called by 

the Minister of Education, the first program agreement was 

signed by the Government of Afghanistan and the USAID. The 

agreement stipulated the following objectives: 

25 "Suggested Procedures to be followed in Con­
ducting Primary School Curriculum/Textbook Project", 
Document #6A. Corroborative papers suggest that this paper 
was written by a member or members of the Teachers College 
group in 1964 or early 1965, p. 7. (Mimeographed) 
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1. To establish, by 19 71, within the Ministry 
of Education a functional entity responsible for, 
and capable of, continuing curriculum development 
for Afghanistan's primary school curriculum; and 
to create the nation's first modern primary school 
curriculum. 

2. To establish, by 19 71, in the Ministry of 
Education a capacity for the continuing creation 
and production of modern primary school textbooks, 
teachers* guides, and supplementary teaching 
materials; and to prepare Afghanistan's first 
modern primary textbooks with the teachers' guides 
based on the new curriculum.26 

Beyond these stated objectives, general contractual 

obligations of the contracting parties were enumerated. No 

specific procedures or sequence of events were detailed 

which might guide the persons responsible for achieving the 

stated objectives. 

In effect, an idea had been developed by the 

foreign-assistance community of the Afghan government which 

was then expanded into a feasible undertaking by the USAID-

Columbia University contract team and translated into a bi­

lateral foreign-assistance program by USAID. 

Soon after the signing of the program agreement 

there was a change in USAID mission personnel. Though the 

first American specialist had been hired and was in Kabul 

26 Program Agreement, No. 306-11-690-091, between 
the Government of Afghanistan and USAID, Kabul, April 18, 
1966, p. 2. 



by mid-summer, "the project was postponed until a short-

term specialist from the United States could be brought to 

Afghanistan to make a 'feasibility study' of the proposed 
27 

project" . The report emphasized the need to reflect 

Afghan culture in the proposed project and recommended that 

the project be located within the Ministry of Education, 

that its staff headquarters be housed in the Ministry of 

Education, and that it be responsible directly to the 

Ministry of Education.- This was a significant development. 

For the first time a Teachers College Columbia University 

(TCCU) contract activity was not included under the admin­

istrative direction of the Institute of Education located 

at Kabul University, which had been the chosen instrument 

of TCCU activities since 1955. The project was finally 

approved by USAID and officially initiated by the Minister 

of Education in November 1966. According to the final 

2 8 agreement , the project will have been terminated in May 

19 77; the total elimination of the old curriculum in the 

primary schools took place in 19 76. 

27 R. A. King, p. 15. 

28 Project Agreement, No. 306-11-690-091, between 
USAID and the Ministry of Education, Republic of Afghanistan, 
Kabul, December 19 75, p. 1. 
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3. Significance of the Study-

Curriculum studies to date have concentrated on the 

stages and outcomes of the curriculum development process. 

Walker has stated that "despite a decade and a half of un­

precedented activity in curriculum development we know very 

little about the methods of operation of curriculum develop-

29 
ment groups" . He further commented that the process it­
self is a neglected area of study. Much more needs to be 

known about this phase of development. One attempt to 

30 analyze the process is the research undertaken by Korteweg 

in which he applied Walker's naturalistic model to the 

development of new social studies programs in Alberta. The 

work of Walker, a long wi th the work of Gergen, p rov ided a 

perspective and context for the analysis of the political 

nature of curriculum policy making. 

Curriculum projects in developing countries have 

been investigated within the context of stages and outcomes. 

Some studies have concentrated on the planned sequence of 

events related to the design of a particular project. 

29 D. F. Walker, "A Naturalistic Model for 
Curriculum Development", School Review, Vol. 80, No. 1, 
1971, p. 60. 

30 L. Korteweg, A Decade of Social Studies 
Curriculum Development in Alberta, unpublished doctoral 
dissertation, Edmonton, The University of Alberta, 1972, 
283 p. 
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Other studies have been concerned with the outcomes. 

. . 31 Kizito designed a conceptual systems approach model for 

the process of curriculum planning development and super­

vision in Uganda. 

The model consisted of 12 interdependent and 
interacting sets: 1) components of people served 
by the school system, 2) theory and foundations of 
curriculum, 3) formative evaluation, 4) goals, 
5) objectives, 6) instructional activities, 7) 
methodology, 8) instructional materials, 9) summative 
evaluation, 10) research, 11) implementation, and 
12) policy.32 

33 Rahimi constructed a model for the development 

and implementation of a science curriculum in the elementary 

schools of Iran. 

The need for the study was indicated by the 
government's continued plans and efforts to improve 
educational opportunities, the present elementary 
science curriculum and the methods employed in 
teaching, and the inherent potential which science 
instruction has for developing in children 
desirable patterns of thinking and acting.34 

31 E. Kizito, A Conceptual Systems Approach Model 
Designed for the Process of Curriculum Planning, Development 
and Supervision in Uganda, unpublished Ed.D. Thesis, Michigan, 
Western Michigan University, 1975, 264 p. 

32 Ibid., p. 29. 

33 M. N. Rahimi, A Model for the Development and 
Implementation of a Science Curriculum in the Elementary 
Schools of Iran, unpublished doctoral dissertation, Michigan, 
Michigan State University, 1975, 204 p. 

34 Ibid., p. 14. 
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The Rahimi model presents a theoretical scheme which 

was constructed from hypothetical reasoning and empirical 

information. It was assumed that the model was by design 

adaptable to and functionable within the present organiza­

tional pattern of elementary education under the administra­

tion of the Ministry of Education of Iran. 

35 Easterly developed a plan for assessing the 

educational impact of the Primary School Curriculum and 

Textbook Project on the primary school students' learning. 

The studies undertaken to date in developing 

countries have ignored the development process. Two con­

cerns become apparent. One is related to process and one 

is related to the context in which the process takes place. 

This study attempts to examine the process in the context 

of a developing country. 

4. Statement of the Problem. 

The purpose of this study is to conduct a survey 

and documentary analysis of those processes that resulted 

in the development of the new curriculum for use in 

Afghanistan primary schools as recommended to, and approved 

by, the Minister of Education of Afghanistan. 

35 E. M. Easterly, Impact of the Afghanistan 
Ministry of Education Curriculum Textbook Project on 
Primary School Student Learning, unpublished doctoral 
dissertation, New York, New York, TCCU, 1974, 280 p. 
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This study will attempt to: 1) identify curriculum 

developers, 2) analyze the curriculum development process, 

and 3) examine the outcome of the process in the light of an 

analytical framework designed for this purpose. The 

specific research questions are: 

1. What individuals and factors can be identified 

in the curriculum development process? 

2. What decisions and factors were crucial and had 

an important bearing on the development of new curriculum? 

3. How did these decisions and factors affect the 

outcome of the process? 

Models proposed by Gergen and Walker provide the 

framework within which the study is possible. Gergen 

constructed a model that is useful for the identification 

of decision makers and a technique by which their influence 

37 can be assessed. Walker devised a model which provides a 

conceptual basis for the study of curriculum development in 

the context of its total environment. These models will be 

discussed in detail in the second chapter. 

36 K. J. Gergen, "Assessing the Leverage Points in 
the Process of Policy Formation", in Raymond A. Bauer and 
K. J. Gergen, (eds.), The Study of Policy Formation, New York, 
N.Y., Free Press, 1968, pp. 181-203. 

37 D. F. Walker, p. 51. 
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While this study was designed to find out what 

changes affected the development of the new curriculum, 

especially in view of the ever-expanding environment; to 

identify the personnel involved in this curriculum develop­

ment, the extent of their involvement, and how they related 

to each other; and to analyze the actual process of 

curriculum development in Afghanistan; it is important to 

delimit the scope of the study. 

The study is limited to grades one to six and is 

restricted to the developmental phase of curriculum. It 

does not include implementation or evaluation except for 

purposes of trial implementation and evaluation during the 

piloting of newly developed programs. Also, the study is 

delimited to consultation with those persons and groups 

whose influence could be ascertained as having contributed 

to this development. The time frame of the study encom­

passes a ten-year period starting in 1966 when the new 

curriculum was initiated and ending in 19 76 when the old 

program was completely phased out. 

The study required the writer to interview various 

individuals who at one time or another have been involved 

in the development of the new curriculum. This means, in 

addition to the Ministry of Education officials, Kabul 



University personnel, and American advisors from Columbia 

University. These people served on curriculum committees 

under the auspices of the Ministry of Education. The 

analytical framework for the investigation of this study 

will be presented in the next chapter. 



CHAPTER II 

REVIEW OF THE LITERATURE AND THE ANALYTICAL FRAMEWORK 

This chapter presents a selected review of the liter­

ature pertaining to curriculum development. From this review 

of the literature a conceptual framework emerges based on the 

1 2 

models proposed by Walker and Gergen . This framework pro­

vides the context in which this study is undertaken. 

1. Background Literature. 

Since the study focuses on an exploration of what 

actually does take place in the development of a curriculum, 

a search was conducted for descriptive models which would 
3 

extend beyond the usual ends-means models found in earlier 
4 

literature. The latter models, labeled "classical" , 

although rational in approach, are of a more prescriptive 

1 D. F. Walker, "A Naturalistic Model for 
Curriculum Development"., School Review, Vol. 80, No. 1, 
1971, pp. 51-56. 

2 K. J. Gergen, "Assessing the Leverage Points in 
the Process of Policy Formation", in R. A. Bauer and K. J. 
Gergen, (eds.), The Study of Policy Formation, New York, 
N.Y., Free Press, 1968, pp. 181-203. 

3 T. J. Sergiovanni and R<, J. Starratt, Emerging 
Patterns of Supervision: Human Perspectives, New York, 
N.Y., McGraw Hill, 1971, p. 224. 

4 D. F. Walker, p. 51. 
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nature and do not provide the curriculum developer with an 

opportunity to look at process. 

Tyler's work is foundational in the study of 

5 6 

curriculum . His prescriptive model was at best a sketchy 

manual for curriculum construction, and is more of an out-

line of one way to view an instructional program. Reid 

commented on Tyler's prescriptive model as follows: 
[...] Tyler's work was more important for the 

logical extensions which it invited than for what 
it specifically recommended, and for what was 
conspicuously omitted than for what was included. 
Little or nothing was said about the constraints 
on curriculum planning, and, in spite of his 
insistence that there must be many sources of 
objectives (and not just for the task of analysis 
proposed by Bobbitt), problems of choice and of 
achieving consensus were ignored.8 

Q 

Taba elaborated on the prescriptive model by re­
fining Tyler's basic four-step framework for developing a 

5 T. J. Sergiovanni and R. J. Starratt, p. 223. 

6 R. Tyler, Basic Principles of Curriculum and 
Instruction, Chicago, Illinois, The University of Chicago 
Press, 1950, 128 p. 

7 W. A. Reid, "The Changing Curriculum: Theory 
and Practice", in W. A. Reid and D. F. Walker, (eds.), Case 
Studies in Curriculum Change: Great Britain and the United 
States, London, England, Routledge and Kegan Paul, 19 75, 
268 p. 

8 Ibid., p. 243. 

9 H. Taba, Curriculum Development: Theory and 
Practice, New York, N.Y., Harcourt, Brace and World, 1962, 
526 p. 
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curriculum into seven steps: 1) diagnosis of needs; 2) 

formulation of objectives; 3) selection of content; 4) 

organization of content; 5) selection of learning experiences; 

6) organization of learning experiences; and 7) evaluation 

For both Tyler and Taba's analysis, before objectives are 

formulated, needs are examined. 

Goodlad and Richter fur ther ref ined the p re ­

s c r i p t i v e model and offered a conceptual system. The 

Goodlad-Richter model i s concerned more with the dec is ion­

making process and the sources for information regarding the 

decisions, to be made than with the context of these dec i s ions . 

In h i s model, Goodlad presents us with a design 
of a r a t i o n a l system. Unfortunately, the model does 
not ind ica te the p o l i t i c a l contexts of educat ional 
dec i s ions , in which more than pure reason determines 
the outcome.12 

13 Myers analyzed the three leve ls of decision making 

i d e n t i f i e d in the Goodlad-Richter model. He attempted to 

formulate a conceptual izat ion to view and guide the p r a c t i c a l 

10 I b i d . , p . 9. 

11 J. I. Goodlad and M. N. Richter, The Development 
of a Conceptual System for Dealing with Problems of 
Curriculum and Instruction, Los Angeles, University of 
California, Los Angeles, and Institute for Development of 
Educational Activities, Incorporated, 1966, p. 5. 

12 T. J. Sergiovanni and R. J. Starratt, p. 226. 

13 D. A. Myers, Decision Making in Curriculum and 
Instruction, Dayton, Ohio, Institute for Development of 
Educational Activities, Incorporated, 1970, 54 p. 



business of making curricular decisions at societal, 

institutional and instructional levels. 

Goodlad then 'imposes' the Tyler rationale on 
these three levels. Tyler's rationale suggests a 
way of preparing, developing, and organizing 
learning experiences to attain objectives. His 
rationale is not concerned with decision-making 
levels in organizations. By combining the two 
concepts, Goodlad creates a new conceptualization 
which has decision making as its principle focus. 
But decision making per se is not discussed.14 

Through the analysis of decision making and its 

relationship to organizations, Myers' conceptualization 

contributed to the identification of the actors, their 

stage and their roles in the decision-making drama they 

are to play. 

15 Scheffler , in a paper on justifying curriculum 

decisions, wrote that "decisions that confront educators are 

notoriously varied, complex, and far-reaching in importance, 

but none outweighs in difficulty or significance those 

16 decisions governing selection of content" . He analyzed 

the process of justification along with suggestions for 

justifying decisions on curriculum. 

14 Ibid., p. 9. 

15 I. Scheffler, "Justifying Curriculum Decisions", 
School Review, Vol. 66, No. 1, Spring 1958, pp. 461-472. 

16 Ibid., p. 461. 
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If these decisions are at once inescapable, 
important, and subject to rational critique, it is 
of interest to try to clarify the process of such 
critique, to state the rules we take to govern the 
justifying of curricular decisions. Such 
clarification is not to be confused with an 
attempt to justify this or that decision; rather, 
the aim is to make the grounds of decision 
explicit. Furthermore, clarification cannot be 
accomplished once and for all time but is rather 
to be seen as a continuing accompaniment to 
educational practice.17 

Curriculum development implies more than the 

rational development of a method for presenting content in 

a school setting. It is closely tied in with choice and 

action. 

What is not often so apparent [...J is that 
the process of curriculum development has not been 
a simple rational one, but a complex political and 
ethical phenomenon with a quality of rational 
technical support.18 

Thus certain criteria were to be considered in the 

search for an analytical framework that was suitable for 

the purpose of this study. The rationale guiding the search 

for the framework was two-fold. First, it had to provide 

an opportunity to represent phenomena and relations that 

actually were encountered during the process of curriculum 

development. Secondly, the framework had to be suitable to 

17 Ibid. 

18 J. B. MacDonald, "Curriculum Development in 
Relation to Social and Intellectual Systems", in The 
Curriculum: Retrospect and Prospect, 70th: NSSE Yearbook, 
Part Iy Chicago, Illinois, The University of Chicago Press, 
1968, p. 97. 



give some direction to the study. Thus the conceptual 

framework had to suggest areas to be explored and phenomena 

to be investigated, as well as to provide a means for the 

conceptualization of these phenomena. 

Based on the selected criteria, the search for a 

conceptual framework was redirected to another approach for 

curriculum development different from that proposed by 

Tyler, Taba and Goodlad. Since the focus of this study was 

on the analysis of curriculum development in a curriculum 

project, the process of decision making in a practical mode 

was a key factor to the identification and conceptualiza­

tion of a framework. 

19 Schwab referred to the "practical" as: 

[...] a complex discipline, relatively un­
familiar to the academic and differing radically 
from the disciplines of the theoretic. It is the 
discipline concerned with eclectic arts and must 
be massively supplemented, as well as mediated, 
by knowledge of another kind derived from some 
other sources.20 

Schwab's p r a c t i c a l model d i f f e r s from p r e s c r i p t i v e 

models in the treatment of ob jec t ives . 

19 J . J . Schwab, "The P r a c t i c a l : A Language for 
Curriculum", School Review, Vol. 78, No. 1, November 1969, 
pp. 1-23. 

20 I b i d . , p . 1. 



The question arises from the dogma that 
curriculum should be devised, controlled, and 
evaluated in the light of objectives taken as 
the leading principle. Consideration of the 
practical character of curriculum and instruction 
convinces me that this dogma is unsound. There 
are principles alternative to objectives which 
generate defensible curriculum.21 

In Schwab's practical, curricular purposes and 

reasons for them must be communicated by language and by 

formulation. Such formulations will inevitably fall short 

of encompassing the full meanings and real intentions of the 

22 

parties to the curricular deliberation . Deliberation re­

quires consideration of the widest possible variety of 

alternatives if it is to be most effective. Schwab clari­

fied the concept of deliberation when he stated: 

Deliberation is complex and arduous. It treats 
both ends and means and must treat them as mutually 
determining one another. It must try to identify, 
with respect to both, what facts may be relevant. 
It must try to ascertain the relevant facts in the 
concrete case. It must try to identify the 
desiderata in the case. It must generate alterna­
tive solutions. It must make every effort to trace 
the branching pathways of consequences which may 
flow from each alternative and affect desiderata. 
It must then weigh alternatives and their costs and 
consequences against one another and choose, not 
the right alternative, for there is no such thing, 
but the best one.23 

21 , "The Practical: Arts of Eclectic", 
School Review, Vol. 79, No. 4, August 1971, p. 540. 

22 , "The Practical 3: Translation into 
Curriculum", School Review, Vol. 81, No. 4, August 19 73, 
p. 505. 

2 3 , "The Practical: A Language for 
Curriculum", p. 20. 
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The meanings which matter are those which determine 

whether a given text, a given pattern of teaching, a given 

treatment of a topic, when examined and momentarily sub­

mitted to, is both felt and seen to be appropriate to the 

curriculum which has been envisaged. Schwab further 

explained: 

These meanings lie in the whole course of the 
deliberations which created them. The meanings lie 
as much in what was decided against as what was 
decided for. They lie in the reasons for re­
jection of alternatives as much as in the reasons 
for preferring those which are preferred. They 
lie in the nuances of expression in the course of 
deliberation.24 

25 Fox analyzed the practical mode proposed by Schwab 

and stated that the composition and working style of the 

staff that will prepare the curriculum is an important aspect 

of the practical. The staff should consist of people whose 

collective competency and experience are rich enough to con-

tend with the complexity to be encountered in' deliberation 

Schwab's contribution has generated further explora­

tion of the concept of deliberation through Walker. The 

24 , "The Practical 3: Translation into 
Curriculum", p. 506. 

25 S. Fox, "A Practical Language of 'The Practical'", 
Curriculum Theory Network, No. 10, Fall 1972, pp. 45-59. 

26 Ibid., p. 48. 
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latter clarifies and expands on the basis of taking a close 

look at selected curriculum projects. 

27 Walker explained that: 

I was and I am concerned with the intellectual 
processes of inquiry, judgment, decision, and 
action that preceded, surrounded, and underlay the 
design of a curriculum. Talk that is directed to­
ward such substantive problems is most aptly 
called deliberation.28 

In a study of curriculum development in a curriculum 

project, Walker reported that: 

[...] we reconsider the emphasis we have 
traditionally placed on the role of educational 
objectives or aims in the formulation of 
curriculum. Other kinds of statements, 
explanations, conceptions, exemplary products, 
and procedures seem equally useful.29 

30 In a paper Walker presented a brief summary of the 

results of a detailed study of deliberation in three 

curriculum projects. It was a detailed critical study of 

particular portions of actual deliberation, in all their 

27 D. F. Walker, "Curriculum Development in an Art 
Project", in W. A. Reid and D. F. Walker, pp. 105-145. 

28 Ibid., p. 110. 

29 , "Toward More Effective Curriculum 
Development Project in Art", Studies in Art Education, 
Vol. 11, No. 2, Winter 1970, p. 13. 

30 , "A Study of Deliberation in Three 
Curriculum Projects", Curriculum Theory Network, No. 7, 
1971, pp. 122-133. 



peculiarity and uniqueness. He concluded that "these 

approaches to the study of the process of curriculum 

deliberation can contribute significantly to practice, 
•31 

theory, and research in the field of curriculum" . 
32 Walker clarified his position when he defined 

curriculum as a field of study. 

The phenomena of curriculum include all 
those activities and enterprises in which 
curricula are planned, created, adopted, 
presented, experienced, criticized, attacked, 
defended, and evaluated, as well as the objects 
which may be part of the curriculum, such as 
textbooks, apparatus and equipments, schedules, 
teacher's guides, and so on. 

In addition to these actual objects, events 
and processes, the phenomena of curriculum can be, 
and in my judgment should be, interpreted to 
include the plans, intentions, hopes, fears, 
dreams and the like of agents, such as teachers, 
students and curriculum developers or policy­
makers . 33 

34 Walker devised a model which provides a conceptual 

basis for the study of curriculum development in the con­

text of its total environment. 

31 Ibid., p. 133. 

32 , "What Curriculum Research?", Journal of 

Curriculum Studies, Vol. 5, No. 1, pp. 64-75. 

33 Ibid.f p. 65. 

34 , "A Naturalistic Model for Curriculum 
Development", p. 60. 
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2. The Walker Model. 

35 Walker refers to his model as a "natural" rather 

than as a "classical" model for curriculum development. In 

the classical model the objectives and the learning 

experiences are the formal elements. The determination and 

formulation of objectives, the selection and organization of 

learning experiences, and the evaluation of these outcomes 

are the operations of the classical model. This model then 

is very reminiscent of the Tyler rationale . 

The stress on objectives, while ideal in theory, 

does not always match actual practice. Hence, there was a 

need for a model based on practice as well as on theory. 

Thus a natural model was constructed as exemplified by 

37 Walker . It has these three elements: 1) a platform, 

2) a deliberation process, and 3) a design. Each of these 

elements will be delineated. 

Walker explicitly recognizes that the curriculum 

developer as an experienced human being has certain beliefs 

and convictions. 

35 Ibid., p. 51. 

36 R. W. Tyler, "The Organization of Learning 
Experiences", in V. E. Herrick and R. W. Tyler, Toward 
Improved Curriculum Theory, Chicago, Illinois, The University 
of Chicago Press, 1950, p. 65. 

37 D. F. Walker, p. 51. 
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The curriculum developer does not begin with a 
blank state. He could not begin without some 
notion of what is possible and desirable educa­
tionally. The system of beliefs and values that 
guides the development of curriculum is what I call 
the curriculum platform.38 

39 According to Walker , the platform includes an 

idea of what is, and a vision of what ought to be. Both 

guide the curriculum developer in determining what he 

should do to realize his vision. 

Deliberation is central to curriculum development. 

It lies at the heart of the process. This process will 

eventually lead to a curriculum design, the outcome of 

curriculum processes. It is here that decisions and 

, . . ,40 

policies are made 

Walker adds more insight to a conceptualization of 

the process by observing the following: 

38 D. F. Walker, p. 52. 

39 D. F. Walker, p. 53. 

40 D. F. Walker, p. 54. 
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1. The main operations in curriculum 
deliberation are formulating decision points, 
devising alternative choices at these decision 
points, considering arguments for and against 
suggested decision points and decision 
alternatives, and finally, choosing the most 
defensible alternative subject to acknowledged 
constraints. 

2. The animating principle in curriculum 
deliberation is the desire for defensibility, for 
justifiability of decisions. The heart of the 
deliberative process is the justification of 
choices. 

3. Data, while not part of the platform, can 
be a most persuasive basis for justification. 

4. When a situation arises that is sub­
stantially the same [... ] the curriculum designer 
[...] can simply cite precedent.41 

A cursory examination of the above may create the 

impression that the deliberative process is very rational 

and void of any personal feeling. Walker admits that 

deliberations are often chaotic and confused when he states: 

Alternatives are often formulated and defended 
before the issue has been clearly stated. Feelings 
run high. Personal preferences are expressed in 
the same breath with reasoned arguments.42 

In Walker's naturalistic model, design is 

not a list of objectives or a set of learning 

experiences. Design to Walker is more dynamic and 

41 D. F. Walker, pp. 54-57-

42 D. F. Walker, p. 55. 
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comprehensive. It is a "set of relationships and 

43 decisions" . Its scope extends to include decisions made 

explicitly and implicitly by the designers during the 

development process, irrespective of whether or not these 

decisions resulted in a material form of one kind or another. 

Materials are important in that they have features 

that may condition the events that affected those using the 

materials. The curriculum guide may affect the teacher; a 

prescribed text may affect the students. But a decision, not 

to have a prescribed text, has consequences that may affect 

those involved even more. And those are the decisions that 

are not easily deduced from an examination of curriculum 

guides, in the sense of why and how they were made. 

Responses from curriculum developers and data obtained from 

written documents are both necessary to adequately under­

stand how the curriculum was designed. 

The Walker model seems to be particularly useful in 

providing a methodology by which the whole system of 

curriculum development can be comprehended. It links the 

deliberative process to platform and design. It is more 

descriptive than prescriptive. Thus it allows more scope 

for a consideration of ethical and political phenomena in 

connection with the development of curriculum. 

43 Ibid. 



The focus of the model is no longer fixated on 

objectives as if they were "given" for the deliberative pro­

cess. Objectives are not necessarily a starting point in 

this model but may be a late development of the curriculum 
44 maker's platform . The model thus contributes considerably 

to a more realistic approach for the investigation of 

curriculum development. 

Curricular decisions are made at various levels; 

three levels that have been designated by Goodlad and 

45 . . . 

Richter are societal, institutional, and instructional. 

Since this study deals with curriculum development at the 

societal rather than at the school system or school level, 

the societal level is of paramount importance. 

3. Curriculum Policy Making. 

46 Kirst and Walker wrote an extensive review of 

curriculum policy making as it applied to the United States. 

Much of what they had to say seems to be as relevant to the 

Afghanistan setting as it is to America. They introduced 

their paper by stating: 

44 D. F. Walker, p. 59. 

45 J. I. Goodlad and M. N. Richter, p. 42. 

46 M. W. Kirst and D. F. Walker, "An Analysis of 
Curriculum Policy Making", Review of Educational Research, 
Vol. 41, No. 5, December 1971, pp. 479-509. 



Among the most important of the specifically 
educational policies of schools are those per­
taining to what children study in school. 
Children in school are normally required to study 
certain subjects and forbidden to study others, 
encouraged to pursue some topics and discouraged 
from pursuing others, provided with opportunities 
to study some phenomena but not provided with the 
means of studying others. When these requirements 
and pressures are uniformly and consistently 
operative they amount to policy, whether we 
intended so or not. We shall call such explicit 
or implicit guides to action curriculum policy and 
the process of arriving at such policy we shall 
call curriculum policy making.47 

After examining several methods of decision making, 

the authors concluded: 

[...] curriculum decisions are not based on 
quantitative decision techniques or even on a 
great deal of objective data. This leaves a 
great deal of latitude for deliberation and for 
complicated political processes to resolve con­
flicts of values among various groups and 
individuals.48 

Hence the determination of the school curriculum is 

seen as a process of public policy making which is political 

in character. It is interesting to note that Dror defines 

public policy making as: 

47 Ibid., p. 479. 

48 Ibid., p. 487. 
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[...] a very complex, dynamic process whose 
various components make different contributions 
to it. It decides major guidelines for action 
directed at the future, mainly by governmental 
organs. These guidelines (policies) formally 
aim at achieving what is in the public interest 
by the best possible means.49 

Both sources equate policy making with the process 

of arriving at major guides, or guidelines to action. The 

program of studies, curriculum guides, and handbooks 

developed for guidance in the teaching of the courses of 

studies are guides to action. Thus they can be cited as 

curriculum policy. Processes instrumental in arriving at 

such guidelines are therefore, by definition, policy making. 

50 Rogers and Beal defined influence as those 

communication contacts which involve a direct face-to-face 

exchange between the communicator and the communicatee. 

Many reasons are cited for the importance of personal 

influence in the decision-making process. In most cases 

people who interact have similar values, a common level of 

discourse and are important referents to each other. Not 

49 Y. Dror, Public Policy Making Reexamined, San 
Francisco, Chandler, 196 8, p. 12. 

50 E. M. Rogers and G. M. Beal, "The Importance of 
Personal Influence in the Adoption of Technological 
Changes", Social Forces, Vol. 36, No. 4, May 195 8, 
pp. 329-335. 
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only information is communicated but the degree and intensity 

51 of feeling and conviction is also communicated 

52 Bierstedt distinguished between influence and power 

and stated: 

Influence does not require power, and power 
may dispense with influence. Influence may convert 
a friend, but power coerces friend and foe alike. 
Influence attaches to an idea, a doctrine, or a 
creed, and has its locus in the ideological sphere. 
Power attaches to a person, a group, or an associa­
tion, and has its locus in the sociological sphere.53 

The most important factor, perhaps, is that in­

fluence is persuasive while power is coercive. People sub­

mit voluntarily to influence while power requires submission. 

54 . Patchen in a study attempted to assess the relative 

usefulness of "global" and "specific-item" methods of measur­

ing influence. The global method asks the respondent to 

generalize about such matters as the power structure, the 

communications structure, and the methods of supervision. The 

specific-item method asks relatively specific and detailed 

51 Ibid., p. 329. 

52 R. Bierstedt, "An Analysis of Social Power", 
American Sociological Review, Vol. 15, No. 6, December 1950, 
pp. 730-738. 

53 Ibid., p. 731. 

54 M. Patchen, "Alternative Questionnaire Approaches 
to the Measurement of Influence on Organizations", The 
American Journal of Sociology, Vol. 69, No. 1, July 1963, 
pp. 41-52. 
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questions and the generalizations are made on the basis of 

detailed answers. Both methods have been used to measure 

among other things the distribution of power and influence 

55 within organization . The Patchen study concluded that: 

[...] a measure of influence based on questions 
about specific influence area is a more reliable 
measure of the influence structure that is a global-
type question (at least from the perspective of 
persons at the same organizational level), while 
the global-type question is equally good as a 
predictor of employee morale. Thus where the 
researcher is attempting to assess actual influence 
patterns and has to rely on questionnaire data for 
a rough measure of such patterns, the specific-
item measure appears clearly more useful. When the 
researcher wishes to get perceptions of the actual 
influence pattern, then the simpler global measure 
may be equally useful.56 

Potential for policy influence is contingent on 

resources — resources that can be drawn upon to command, 

57 persuade, or bargain in the decision-making process 

Analytically, the policy process is the decision-making 

activity of individuals occupying strategic positions in 

institutions . Gergen's model contributes to an under­

standing in assessing the influence which give these 

55 Ibid., p. 41. 

56 Ibid., p. 52. 

57 R. F. Campbell and T. L. Mazzoni, Jr., State 
Policy Making for the Public Schools, Berkeley, California, 
McCutchan Publishing Corporation, 19 76, p. 50. 

5 8 N. C. Thomas, Education in National Politics, New 
York, N.Y., David McKay Company Incorporated, 1975, p. 154. 

59 K. J. Gergen, p. 82. 
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processes their dynamic characteristics. The next section 

presents the Gergen model. 

4. The Gergen Model. 

60 
Gergen considers any social system to be a set of 

interacting subunits. If the social system is an entire 

society, then subunits at a macro level may be equated with 

institutions or organizations, whereas at a micro level they 

might be equated with individuals. The complex web of social 

interaction from which policy emanates is determined by the 

way the subunits interact. This in turn depends on leverage, 
61 

a term used by Gergen to denote power or influence 

6 2 
Gergen makes the following assumptions before 

explicating his model: 1) subunits of greatest importance 

are individual persons rather than organizations or 

institutions; 2) one major source of change in a social 

system is the entry of new information; 3) modification of 

the system will depend to a large extent on the configura­

tion of subunits; 4) subunits vary in their degree of 

leverage in the system; and 5) any individual in a society 

can be compared along three dimensions relevant to the 

60 K. J. Gergen, p. 183. 

61 Ibid., p. 182. 

62 Ibid., p. 182. 
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6 3 
concept of leverage. These dimensions Gergen labels: 

1) issue relevance, 2) subphase resources, and 3) personal 

efficacy. Each of these dimensions requires amplification. 

64 Gergen observed that persons vary greatly in their 

relationship to a given public issue. Different issues may 

impinge on a person in varying degrees. He makes these 

assumptions with regard to relevance: 1) an issue will be 

relevant to an individual to the extent that, for him, it 

can potentially modify the status quo; 2) the greater the 

relevance of an issue to a person the stronger will be his 

attempt to exert leverage; and 3) a separate issue may be 

varyingly relevant for a given individual; relevance of one 

issue may be quite unrelated to that of another. 

The following illustrate the above-cited assumptions 

within the context of curriculum development: 1) the 

authorization of a text is likely to be more relevant to 

the writer of the textbook than to the person using it; 

2) teaching methods implied in a program of studies are le&sf 

relevant to teachers than the content and structure of the 

program; 3) an unstructured program may please some 

teachers while displeasing others. 

63 K. J. Gergen, p. 184. 

64 K. J. Gergen, p. 183. 
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Gergen points out that formation of public policy 

takes time. Between the inception of an idea and its 

ultimate implementation, many events transpire. For each of 

these events sets of resources may be envisioned that could 

give persons leverage. In curriculum development one could 

think also of differential resources. The writing of a 

program, for example, would draw on resources different 

from those that might be utilized in the initiation or 

revision of a program. 

Resources that accrue to individuals from committee 

membership vary with the nature of the committee. The 

Ministry of Education has a strong legal resource. The 

university has a knowledge resource. Teachers, as a group, 

have an accumulation of practical classroom experience. 

Individuals differ irrespective of the resources 

they possess or of the relevance an issue has for them. 
fifi 

Gergen cites attracting public attention, communicating 

effectively, and the ability to get along well with others 

as examples of personality constellations or a set of social 

capacities that may be highly correlated with leverage. 

To a nonparticipating observer these qualities may not be 

65 K. J. Gergen, p. 185. 

66 K. J. Gergen, p. 184. 
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as obvious as group membership or positions held by persons 

identified as major participants in policy making. 

6 7 
Dynamic Characteristics of the Model — Gergen 

claims that his model, aside from identifying actors and 

their potential leverage, provides a means by which pre­

dictions can be made. Policy formation may be strongly 

affected by: 1) potential or actual leverage; 2) leverage 

configuration; and 3) process through time. Each character­

istic is further explained: 

(a) Potential or Actual Leverage. If a person 

feels strongly about an issue he is more likely to activate 

his potential leverage than if he were indifferent or 

6 8 

ambivalent about it 

(b) Leverage Configuration. Leverage con­

figuration results from certain combinations of leverage 

points. The strength or weakness of each leverage point 

in combination with the others will eventually determine 

leverage configuration 

(c) Process Through Time. Over a period of 

time, persons or groups may change their views or 

positions. A change of attitude might occur as a result 

67 K. J. Gergen, p. 186. 

68 Ibid. 

69 Ibid. 
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of interaction at a curriculum committee meeting or 

curriculum conference 

Implications of the Gergen Model — Leverage may 

be assessed once issues of interest and decision makers have 

been identified. First, the personal resources and efficacy 

of the actor and the degree of relevance an issue has for 

him must be ascertained. Secondly, the coalitions, if any, 

which may exist among actors must be sought and be assessed 

in the total constellation of potential leverage. Thirdly, 

changes that occur over time must be noted. 

The utility of the Gergen model appears to depend on 

a clear identification of actors and issues, on the assess­

ment of leverage relative to each issue, and on the assess­

ment of the dynamics of policy making over time. If the 

model is successful in its claim to make predictions, then 

one would expect it to be equally successful in being a 

means by which decisions may be more easily comprehended in 

retrospect. As such, it could contribute significantly to 

a better understanding of a rather complicated process. 

The Walker model, in conjunction with the Gergen 

model, seems to offer additional insights into the investiga­

tion of the topic. The strength of the Gergen model lies in 

its identification of actors and their leverage potential 

70 Ibid., p. 189. 
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and usage. The Walker model is more comprehensive. It not 

only deals with the deliberative process at the time it 

evolves, but it also emphasizes antecedents to the process 

and outcomes of that process. 

Juxtaposed with one another, the Gergen and Walker 

models made the following contributions to the structure of 

the framework for this study: 

1. Curriculum development is a process that can be 

understood in terms of a platform or foundation, a delibera­

tive process, a process of policy formation as potential 

outcomes, or as curriculum design. 

2. Curriculum choices are justified on the basis of 

deliberations and of data. 

3. Decisions can be reconstructed by a methodology 

of assessing leverage points. 

4. Leverage consists of three dimensions; namely, 

issue relevance, subphase resources, and personal efficacy-

5. Policy formation is affected by actual leverage, 

leverage configuration, and leverage over time. 

In this way a process of curriculum development, 

consisting of the above components, was conceptualized. It 

provided direction for the research and, moreover, it 

enabled the researcher to draw certain conclusions and 

implications. 
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5. Summary. 

An analytical framework for the study of curriculum 

development was presented in this chapter. 

The rationale of the framework was: 1) to describe 

the actual process of curriculum development at the national 

level, and 2) to elicit both questions and suggestions 

relative to curriculum development. 

In the next chapter, the problems generated in the 

previous chapter will be delineated to more specific 

research topics. This was done on the basis of the 

analytical framework presented in this chapter. In addition, 

the methodology for obtaining data will be discussed. 



CHAPTER III 

EXPLORATION OF THE RESEARCH PROBLEM AND 
METHODOLOGY FOR OBTAINING DATA 

The purpose of this study, as defined in the first 

chapter, was to conduct a survey and documentary analysis of 

those processes that resulted in the development of the new 

curriculum for use in Afghanistan primary schools as 

recommended to, and approved by, the Minister of Education 

of Afghanistan. 

The nature and scope of the problem posed by this 

purpose was such that further organization and simplifica­

tion of the problem was undertaken. The general problem was 

subdivided into three sub-problems, each with a different 

focus. One concentrated on the influences, another on the 

deliberation, and a third on the outcomes of the curriculum 

processes. Building largely on the analytical framework, 

identified in Chapter II, each sub-problem was then further 

delineated for more specific research purposes. 

This chapter outlines the sub-problems. Detailed 

guidelines and sample core questions are listed for each 

sub-problem to facilitate the investigation of that sub-

problem. Following this, the methodology for obtaining and 

assessing data is discussed. The chapter concludes with a 

series of assumptions that underlie the research design. 
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1. Exploration of the Research Problem. 

Each sub-problem may be equated with a certain 

facet, or discrete stage, within a curriculum development 

process. It is implied in the purpose of the study that 

there were a series of processes which resulted in the new 

primary school curriculum. The major guidelines and 

specific questions delineated for each of the sub-problems 

were constructed in such a way that they could serve similar 

purposes, albeit under different circumstances. It is 

against this background that the degree of specificity is 

to be judged. 

A. Sub-problem 1. What influential individuals and 

factors could be identified in the context of the curriculum 

processes? 

Exploratory Area Guidelines — 

1. Identification of groups and individuals who may 

be considered to have participated in such processes or 

otherwise have been able to influence these processes. 

2. Identification and survey of potential leverage 

of the groups and individuals so identified. 

3. Identification and survey of issues of interest 

and of belief and value systems relative to such interests. 

4. A broad survey of the context within which the 

actors interacted with one another: the formal and informal 
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setting, the structure of the formal setting, and the link­

ages between groups and between individuals. 

Sample Core Questions — 

1. (a) What groups were instrumental in the 

initiation and development of the new curriculum? 

(b) Which person(s) in each group, so identi­

fied, had a considerable impact? 

(c) What other persons, not identified within 

a group context, were influential? 

2. (a) What formal positions did the persons 

cited above occupy? 

(b) What other resources, aside from position 

or office occupied, did they possess? 

(c) What resources did the group identified 

possess in relation to other groups so identified? 

3. (a) Which issues arose relative to curriculum 

that were discussed at great length? 

(b) What alternatives, if any, were presented? 

(c) What positions were taken by what persons 

relative to certain issues? 

(d) What beliefs or value systems were held in 

common by what people? 

4. (a) What curriculum development structures 

existed to facilitate the process of curriculum 

policy-making? 
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(b) What other channels, aside from the 

formally structured ones, were perceived to exist? 

(c) What linkages of a formal or informal 

nature existed among participants and influentials 

in curriculum development? 

B. Sub-problem 2. What decision points were per­

ceived to be crucial in the development of the new curriculum 

and what factors contributed to the decisions that were made 

in this context? 

The first problem area dealt with the identification 

of actors, issues, and the setting within which influential 

individuals and factors, thus identified, could be placed. 

The second problem is of a different nature. It deals with 

dynamic rather than static features. Questions center now 

on procedures and assessment instead of on identification. 

Its focus accentuates questions of strategy, collaboration, 

and leverage configuration. 

Exploratory Area Guidelines — 

1. An examination and description of how delibera­

tions originated and were initiated. 

2. An investigation into the procedures of the 

deliberative process. 

3. An assessment of the dynamics of the delibera­

tive process taking account of data, precedent, argumenta­

tion and leverage. 
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Sample Core Questions — 

1. (a) What were the antecedents to the new 

primary school curriculum development? 

(b) What were the main reasons for initiating 

action? 

(c) What factors facilitated this initiative? 

2. (a) Who called the meetings? 

(b) Who determined what persons should 

participate? 

(c) How was the agenda prepared? 

(d) How did proposals originate or issues 

arise? 

(e) How were decisions made? 

3. (a) What data were presented to either refute 

or support certain positions? 

(b) Which curricular practices were cited as 

precedents for decision-making? 

(c) What coalitions or polarizations were 

formed relative to issues that arose? 

(d) How permanent were such coalitions? Did 

they transcend the boundaries of interest groups? 

(e) What arguments were advanced by whom be­

fore a decision was reached? 
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(f) How was the issue resolved and what actual 

leverage configuration accounts for the criteria on 

which this decision was based? 

(g) What factors in the wider environment 

appeared to have had an influence on the decision 

that was reached? 

C. Sub-problem 3. What were the results of the 

deliberative processes and how did the outcomes affect the 

design of the primary school curriculum? 

Exploratory Area Guidelines — 

1. A survey of the changes that took place in the 

structure of the curriculum development process and the 

manner by which the new curriculum evolved. 

2. A review of events which led to the changes 

cited above. 

3. A comparative analysis of curriculum development 

processes over time. 

Sample Core Questions — 

1. (a) What legal and structural changes in the 

processes of curriculum development were instituted? 

(b) What were the major changes in the develop­

ment of the new curriculum? 

2. (a) What were the contributing factors that led 

to changes in educational policy-making? 
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(b) What were the contributing factors that 

led to the changes in policy making relative to 

primary school curriculum? 

3. (a) In what respects does curriculum develop­

ment in the early seventies differ from curriculum 

development in the early sixties? 

(b) What trend, if any, is apparent in the 

development of the new curriculum? 

(c) What are the implications for the future 

of curriculum development in Afghanistan, in the 

light of the events of the recent past? 

It should be noted that the exploratory area guide­

lines provided direction to the structuring of the sample 

core questions that correspond to each related problem. The 

guidelines themselves were derived from the analytical 

framework built on the rationale and a review of the 

literature, as delineated in the previous chapter. The core 

questions served two functions. They provided direction to 

the search of documentary materials. Furthermore, they laid 

the basis upon which more specific questions, used for 

interview purposes, were constructed . 

1 For sample list of questions see Appendix B. 
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2. Methodology for Obtaining Data. 

The method used is classified as descriptive because 

of the time period involved, and the nature of the study. 

The tools of historical research were applied, and the data 

collected were largely from primary sources obtained in 

Afghanistan. Descriptive research involves more than fact 

gathering and tabulation. It deals with the analysis and 

interpretation of the data which have been gathered for a 

specific purpose, for the understanding and solution of 
2 

significant problems . Data for this study were gathered 

from two major sources: 1) documentation and 2) interviews. 

A. Documentation Data. Document analysis examines 

the content of the written or printed materials as a source 

of data. 

In documenting analysis the following may be 
used as a source of data: official records and 
reports, printed forms, textbooks, reference books, 
letters, autobiographies, diaries, compositions, 
themes or other prepared work, books, magazines, 
newspapers, college bulletins or catalogs, syllabi 
or courses of study, pictures, films and cartoons.3 

A number of sources provided documentary data for 

this dissertation. One of the major sources was the 

Afghanistan Ministry of Education files. Access to these 

2 J- Best, Research in Education, 2nd ed., Englewood 
Cliffs, Prentice Hall, 1970, p. 137. 

3 Ibid., p. 133. 
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files was granted by the First Deputy Minister and the 

President of Translation and Compilation. The minutes of 

the board of education, the technical board, the steering 

committees, and ad hoc committees relative to the develop­

ment of the primary school curriculum provided a considerable 

proportion of the information obtained. Supplementary 

materials such as position papers, reports, conference pro­

ceedings, and official correspondence were an additional and 

valuable source of information. 

A second source of documentary data was made avail­

able by the Teachers College Columbia University Team Office 

in Afghanistan. It consisted of all documents and files 

including terminal reports and six-month reports. 

A third source of documentary data somewhat similar 

in kind but much smaller in scope were the files of the 

Teachers College Columbia University in the department of 

International Services. 

In addition to these more extensive sources cited 

above, a number of other significant sources of documentary 

data were found in the form of supplementary materials. 

They were usually donated by individuals with a special 

interest in curriculum development during interviews that 

were conducted as part of this study- Some source material 

was acquired through personal correspondence. 



67 

B. Interview Data. In contrast to data collection 

by questionnaire, data collection by interview is deservedly 

becoming much more highly regarded as a tool in scientific 

4 behavioral research . The superiority of interview over 

other methods in descriptive study has been supported by 

many writers. 

One reason is that people are usually more 
willing to talk than to write. After the 
interviewer gains rapport, or establishes a 
friendly secure relationship with the subject, 
certain types of confidential information may 
be obtained that an individual might be 
reluctant to put in writing.5 

The interview as a research method in descriptive 

research is unique in that it involves the collection of 

data through direct verbal interaction between individuals. 

As contrasted with the questionnaire that 
provides no immediate feedback, the interview 
permits the research worker to follow-up leads, 
and thus obtain more data and greater clarity. 
The interview situation usually permits much 
greater depth than the other methods of 
collecting research data.6 

Most interview data were obtained during the months 

of April, August and October, 1976. For a number of reasons 

4 M. D. Englehart, Methods of Education Research, 
Chicago, Illinois, Rand McNally and Company, 1972, p. 108. 

5 J. Best, p. 186. 

6 W. R. Borg, Educational Research An Introduction, 
New York, N.Y., David McKay Company, Incorporated, 196 3, 
p. 221. 
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these data proved to be a far more important source of 

information than was originally contemplated. Supplementary 

data were obtained where documentary data were nonexistent 

or few in number. Where these were available, interview 

data provided a means of cross-validation. They were also 

useful in making information obtained from documentary 

sources more meaningful. 

There were three problems to be resolved in regard 

to using interviews for gathering data. These were: 

1. Determining who should be interviewed. 

2. Constructing the interview schedule and con­

ducting the interview. 

3. Processing and interpreting interview data. 

Determining Whom to Interview — Initially the data 

obtained from documentary sources gave a fair indication as 

to whom to interview. Some names appeared over and over 

again. Position and potential leverage provided another 

screen, in addition to the frequency rate just mentioned. 

As a result three preliminary and exploratory interviews 

were arranged with individuals, thus identified, by the end 

of July 19767. 

Much valuable information was obtained from these 

three initial interviews. As a result an expanded and 

7 For a complete list of persons interviewed see 
Appendix A. 



69 

partially validated list of potential interviewees could be 

established. Each subsequent interview in turn provided 

additional information. This not only increased the list of 

possible respondents but it also provided for greater and 

more reliable selectivity. On the basis of this procedure 

and the constraints imposed on the researcher, sixty persons 
o 

were singled out for interview purposes . 

Construction and Conduct of the Interview — The 

interviews that were conducted may be characterized as 
9 elite interviews . This meant that any interviewee was 

given special, nonstandardized treatment: 

1. Stressing the interviewee's definition of 
the situation, 

2. Encouraging the interviewee to structure 
the account of the situation, 

3. Letting the interviewee introduce to a 
considerable extent [...1 his notions of what he 
regards as relevant, instead of relying upon the 
investigator's notions of relevance.10 

It did not mean that no prior preparation was done. 

Questions were prepared prior to the interview. But they 

were used as much to elicit further questions as they were 

8 Ibid. 

9 L. A. Dexter, Elite and Specialized Interviewing, 
Evanston, Illinois, Northwestern University Press, 19 70, 
p. 2. 

10 Ibid., p. 5. 
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used to elicit answers. Thus questions and observations 

arose spontaneously during the interview. Respondents 

were allowed a considerable latitude to digress. It was 

felt that such digression might enable events to surface 

to which the interviewer had been hitherto oblivious. 

As stated above, a list of questions was prepared 

prior to the interview. Two guidelines were used in the 

preparation of this list; namely, the background information 

that had been obtained on the interviewee, and the nature of 

the problem under investigation. 

The position held and the role played by the inter­

viewee in the curriculum development process were perceived 

to be important factors for deciding what kind of questions 

to ask. Some background information that provided these 

data also served as back-up information for the respondent. 

Oral summaries of what had transpired in the past or quoting 

documentary data were helpful in refreshing the memory of 

some respondents. 

In addition to the factors mentioned earlier, the 

following checklist of recommendations for conducting 

interviews served as a guide: 



1. Open an interview by asking factual non-
threatening questions (as a rule). 

2. Locate the major data by unstructured 'lead' 
questions. 

3. Make use of occasional guide questions. 

4. Make an effort to pick up leads. 

5. Cut through generalities with well-
formulated probes. 

6. Stick with the fruitful areas once they 
open up. 

7- Reflect on the meaning of emerging data and 
ask questions that clarify or amplify their meaning. 

8. Be especially alert to follow up in those 
areas where the respondent shows emotional involve­
ment. 

9. Redirect the interview to more productive 
topics when useful data are no longer emerging. 

10. Be alert to 'touchy' subjects and not 
inadvertently blunder in. 

11. Try to turn back the informant's direct 
questions. 

12. End the interview before the informant 
becomes tired. 

13. Take notes when the situation so indicates.H 

Processing and Interpreting Data — Notes were made 

during each interview and selected responses were written 

down verbatim during the course of interview. Verification 

11 C. V. Good, Essentials of Educational Research, 
New York, N.Y., Meredith Corporation, 19 72, p. 69. 
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was obtained by re-phrasing certain questions and/or by 

asking the interviewee to verify his response. 

Some interpretation of data took place during each 

interview. It was based on intuition, hunches, and in 

response to what was observed and heard. Further inter­

pretation occurred in retrospect. Transcripts were read 

and re-read. Responses that seemed to be highly relevant 

to the problem under investigation were singled out for 

cross-validation with data obtained elsewhere. The problem 

posed, background information available prior to the inter­

view, and interviewee reactions were the major criteria used 

in the interpretation of data thus obtained. 

3. Assumptions. 

A number of assumptions that have been implied in 

the research, as delineated above, are now explicitly 

stated: 

1. Major actors, influentials and participants, in 

the development of curriculum could be identified and would 

give permission to be questioned. 

2. Important events and/or issues were remembered 

or could be recalled during an interview. 

3. It was possible to reconstruct the development 

of curriculum from the data that were obtained from all 

sources. 
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4. Summary. 

The chapter began with a review of the purpose of 

the study- The general problem posed by this purpose was 

further delineated into three related problems. Each of 

these could be viewed as a problem area in its own right. 

They were: 

1. An identification of influential individuals 

and factors with regard to the curriculum processes. 

2. A description of the deliberation processes and 

an assessment of the nature of the curriculum policy-making 

processes. 

3. An assessment of the outcomes of the processes 

and their implications for the future. 

The analytical framework of the previous chapter was 

then used to develop a methodology for dealing with each of 

the problem areas. Specific guidelines and sample core 

questions were delineated to break each area down even 

further into problems of manageable proportions. 

Following this, a methodology for obtaining data 

was discussed. The two sources of data that were used in 

conjunction with each other were documentary sources and 

the personal interview. Interviewing presented separate 

problems. Strategies to deal with each of these problems 
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were outlined and explained. The chapter concluded with a 

list of assumptions that underlie the research methodology. 

The three chapters to follow report the data 

obtained in the exploration of each problem area relative 

to one of the three major phases of the primary school 

curriculum development. 



CHAPTER IV 

ANTECEDENT TO REFORM 1 9 6 6 - 1 9 6 9 

This chapter describes and analyses the development 

of a new primary school curriculum from its initiation in 

1966 to the establishment of aims and objectives in 1969. 

This period has been identified as the initial phase of 

curriculum development. 

The curriculum and textbook project is visualized 
as having three major phases. For about two years 
the initial phase of developing a base line and 
establishing key research activities will dominate. 
In the second phase, the process of determining the 
goals and content of the Afghan elementary 
curriculum will be developing as research activities 
point more and more strongly to consensus decisions. 
The second phase will proceed with the development 
of a set of books [...]. With the introduction of 
the first new materials must come the two important 
elements of the third and final phase: teacher 
education and the process of continual evaluation 
and revision.1 

Various individuals influenced the development of 

the new curriculum during the initial phase. Several 

factors impinged upon the process. Data, obtained through 

research of related problem areas, have generally been pre­

sented in a chronological order. This was done to assure 

some measure of clarity and coherence. 

1 R. A. King, Developing a New Curriculum for 
Afghanistan Elementary Schools, Kabul, Institute of 
Education, Kabul University, 1967, p. 11. 
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The chapter has been divided into four sections: 

the first, deals with the involvement of the Teachers 

College Columbia University advisors in Afghanistan educa­

tion; the second, UNESCO recommendations on Afghanistan 

education; the third, the National Commission Report; and 

the conclusion, phase one findings. 

In this chapter an attempt was made to: 1) identify 

the individuals, events, and factors that influenced the 

development process; 2) describe major decisions taken 

during that process, and 3) analyze the outcome of the 

process. 

1. Teachers College Columbia University Advisors 
Involvement in Afghanistan Education. 

The active participation of the TCCU team in the 

preliminary discussion of the proposed curriculum and text­

book project followed ten years of active involvement in 

Afghan education. As a contracting agency of the USAID and 

its predecessor, the TCCU had intimate knowledge of the 

Afghan educational system. Teachers College had been 

responsible since 1954 for assisting the Afghan government 

in the broad areas of teacher education and English-language 

instruction. Throughout the ten-year period the successive 

contracts contained clauses addressed to the question of 

curriculum and textbook revision. In 1956 the program 
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agreement read: "Undertake educational research designed 

[...] for the development of curricula, syllabi, and text­

books". By 1959 it had become: "Advise on preparation of 

a basic series of books in primary, secondary, and pro-

2 3 

fessional education" . But as King reported, these were 

aspirations rather than actual programs. Some materials for 

the teacher-training sequence and for use in some of the 

laboratory schools were developed. But with the exception 

of a basic graded series of English foreign-language text­

books (Afghan Learn English), the pre-1964 governments were 

unwilling to allow foreign groups to tamper with the basic 

curricula. At no time was the team encouraged or permitted 

by the Ministry of Education to undertake the functions as 

stated in the contract. The 1964 discussion of a curriculum 

and textbook project was the first evidence of a change in 

this policy. 

Discussions and negotiations continued throughout 

1965. As the size and scope of the proposed effort 

crystallized, the Ministry of Education looked more and 

more to the Columbia team and to the United States Agency 

2 , Teachers College Contract in 
Afghanistan, Kabul, Institute of Education, Kabul University, 
1967, p. 12. 

3 Ibid., p. 41. 
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for International Development as the foreign agencies to 

assist in this project. 

Soon after a new constitution and new form of 

government were adopted in 1964, the United States govern­

ment was requested by the Afghanistan government to provide 

assistance in revising the elementary school curriculum and 

4 preparing textbooks appropriate to the new curriculum . 

The need for a new curriculum was felt by American and 

Afghan educators long before the above date. 

From the time that I arrived in Afghanistan in 
1961, I began to hear discussions about the problems 
which the TCCU Project in elementary teacher educa­
tion had, related to the outdated curriculum and the 
near absence of textbooks and other teaching aids 
and curriculum materials. There was no systematic 
program whereby curriculum was being studied and new 
textbooks and other teaching materials were being 
developed. The question was often raised as to why 
the MOE [Ministry of Education] did not seek help in 
a project to evaluate and revise the existing 
curriculum and prepare textbooks which would be 
appropriate for use in a newly conceived curriculum. 
The explanation which was most frequently made was 
that because of the politically neutral position 
which Afghanistan assumed, it did not seem 
appropriate and politically wise to invite a single 
country to provide assistance in a national project 
as sensitive as developing a national curriculum 
and preparing textbooks for national use. It was 
not until after the ratification of the new 
Constitution that it became feasible to invite a 
single country to provide assistance in such an 
undertaking.^ 

4 A. R. Lanza, Project Manager, USAID, Afghanistan, 
Personal Interview, August 30, 1976. 

5 W. P. Anderson, Chief of the TCCU Party in 
Afghanistan (1961-1967), Personal Interview, April 14, 1976. 
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The big question in primary teacher education which 

has loomed large during the early sixties and consumed a 

considerable amount of time and thought was whether the 

team should continue to assist the government of Afghanistan 

with the development of its system of primary teacher 

education. 

AID/W has encouraged the Afghanistan AID 
Mission to attempt to get UNESCO to assume complete 
responsibility in this area and by so doing free 
positions on the TCCU Team necessary to undertake 
a primary school curriculum-textbook project.6 

Many plans have been developed and in June one plan 

was proposed to the Ministry of Education. The response 

was that 

[...] the Ministry of Education did not want 
the AID Team to abandon its assistance to primary 
teacher education and would not sacrifice such 
assistance in the much needed primary school 
curriculum-textbook area.7 

Subsequent to this reaction AID and UNESCO have continued 

to search for a plan whereby UNESCO might be responsible 

for primary teacher education and AID for curriculum and 

textbook development. 

The request of the government of Afghanistan which 

was made to AID/A for new assistance in curriculum 

6 Teacher Education in Afghanistan, Kabul, TCCU 
Team, Twenty-Third Six-Month Report, May 1965 to October 
1965, p. i. 

7 Ibid. 
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development for primary schools was initiated during a 

meeting which the TCCU Chief of Party and the Associate 

Chief of Party had with Dr. Mohammed Anas, the Minister of 

Education of Afghanistan. 

In 196 4, in a meeting which Robert Simpson, 
Deputy Chief of the TCCU Team, and I were having 
with Dr. Mohammed Anas, the Minister of Education, 
discussing the status of the TCCU Team-supported 
project in elementary teacher education, the 
question of an elementary curriculum and textbook 
project was discussed. In this meeting the need 
for concentrated attention to problems connected 
with curriculum and textbooks was recognized. 
Toward the end of this meeting, Dr. Anas telephoned 
Mr. Robert Hubble, Acting Director of AID/A, and 
told him of the attitude of the new government 
regarding a national project in the area of 
curriculum and textbook development, and for the 
first time, an official request for assistance in 
such a project was made to USAID. At that time 
Dr. Anas explained that the long history of the 
work of the Teachers College Columbia University 
Team in the area of elementary teacher education 
made that team, in his judgment, a logical source 
of assistance in an Elementary School Curriculum 
and Textbook Project. Mr. Hubble was not, of 
course, in a position to make a commitment but he 
did respond cordially and positively, indicating 
that he expected that he would have an opportunity 
in Washington to discuss the possibility of USAID 
assistance in such an undertaking.8 

The USAID believed its contribution to Afghan educa­

tion would be potentially greater through a new curriculum-

textbook project than through continuation of assistance to 

primary teacher education. From the time the TCCU Team 

began work in the area of primary teacher education it had 

8 W. P. Anderson, Personal Interview, April 14, 
1976. 
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school curriculum and the development of educationally-

sound teaching materials to accompany it. With the under­

standing of this need American educational advisors made 

continuous efforts to get the approval of the Afghan govern­

ment in the development of the new curriculum. 

In February of 196 5, the Afghan Minister of 
Education telephoned a unique and important 
message to the United States Ambassador and the 
USAID/Mission Director and his deputy, who were 
in conference in the Embassy. He wished to inform 
the United States Government that his country had 
broadened the scope of its international policy to 
the extent that he could now officially request 
assistance from the United States in preparing an 
entirely new curriculum and adequate textbooks for 
Afghan primary schools.9 

This message was the culmination of discussions that 

had taken place throughout the previous year. USAID in 

Washington responded favorably to the request of the govern­

ment of Afghanistan but with an important stipulation. 

(1) We would like to assist with the new Pro­
ject and agree with the Government of Afghanistan 
that the history of TCCU's work in elementary 
teacher education makes it a logical task to assist 
with an elementary Curriculum and Textbook Project; 
(2) Because UNESCO is already providing assistance 
in primary teacher education, we recommend that 
TCCU withdraw assistance in this area and turn over 
complete responsibility to UNESCO.10 

9 The Afghan Ministry of Education Curriculum and 
Textbook Project; Background and Recommendations for Aims 
and Organization Pattern, Washington, D.C., USAID, 1966, 
p. 1. 

10 Teacher Education in Afghanistan, p. 1. 
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Extensive discussions within and between USAID and 

the TCCU Team followed Washington's response. Basically 

the discussions had to do with the logic of TCCU leaving 

elementary teacher education in order to take on the primary 

curriculum and textbook project, with the close relationship 

which each had to the other. Finally, the decision was made 

in USAID to discuss the proposition with UNESCO. UNESCO 

responded favorably. USAID and UNESCO each designated the 

TCCU Chief of Party and a teacher education specialist from 

UNESCO as a committee of two to explore plans for the 

responsibility which should be assumed in the future by 

UNESCO and TCCU in the area of elementary teacher education, 

if TCCU should undertake the Curriculum and Textbook Project. 

In June 196 5 a plan for the division of 
responsibility was proposed by USAID/A and UNESCO 
to the Ministry of Education, suggesting that 
UNESCO would take over the responsibility for 
assistance in elementary school teacher education, 
and USAID through TCCU, would undertake the pro­
ject of assistance in curriculum development for 
primary schools.H 

In a joint meeting, Dr. Anwary, the Minister of 

Education, explained that the joint proposal had been 

accepted in principle by the government of Afghanistan, but 

there were questions pertaining to details, procedures, and 

11 A. A. Hamid, Vice President, Teacher Education, 
Ministry of Education, Personal Interview, August 17, 1976. 
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implementation which were considered unsettled and which 

12 
needed study . In this meeting, emphasis was placed on 

the importance of careful planning so that Afghanistan 

could obtain maximum help from both agencies, and it was 

recognized that one essential ingredient to obtaining 

maximum help was a spirit of cooperation and commitment to 

serving common purposes. 

A. The Bowles' Report. The official work of the 

Curriculum and Textbook Project did not start until a study 

of this undertaking was made by Dr. L. Bowles. During the 

summer of 1966, at the request of USAID Mission in 

Afghanistan, USAID Washington entered into a contract with 

Bowles for the purpose of having her come to Afghanistan to 

study the need for USAID assistance to the Ministry of 

Education in the study and development of the primary 

school curriculum and the preparation of textbooks, teachers' 

13 guides, and other materials for use in the primary schools 

The Bowles' study was also intended to include an analysis 

of the feelings of Afghan officials towards this undertaking 

and an analysis of conditions relevant to the success of 

such a program. The Bowles' report was in favor of providing 

12 Minutes of joint meeting of the Ministry of Educa­
tion, AID/A, TCCU, and UNESCO, Kabul, March 3, 1966, pp. 1-2. 

13 Teacher Education in Afghanistan, Kabul, TCCU Team, 
Twenty-Fifth Six-Month Report, May to October 1966, p. ii. 
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assistance to the Ministry of Education in a primary school 

Curriculum and Textbook Project. It is reasonable to 

assume that USAID had been satisfied with plans for the 

project in the spring of 1966, because it authorized re­

cruitment at that time. Yet within a few months, this 

position was obviously reversed. In explaining the reason 

for her consultantship, Bowles stated that 

[...] no logical well-defined organizational 
structure seemed likely to evolve without the 
entire project being considered in depth in a 
much more comprehensive fashion.14 

The importance of the Bowles' mission to Afghanistan was 

supported by Sahraie and Sahraie: 

A study for this purpose would seem important, 
even essential, for proper planning and management 
of a new project such as the Curriculum and Text­
book Project. Nevertheless, it might be asked why 
much of the ground to be covered by the Bowles 
study was not, or could not have been covered in 
the negotiations of the Ministry of Education and 
AID/A which began in late 196 5. It appears that 
the Bowles study came as an afterthought with the 
opportune availability of Bowles, rather than as 
a planned preliminary to the establishment of the 
Project.15 

14 L. Bowles, The Afghan Ministry of Education: 
Curriculum and Textbook Project, Kabul, USAID, November 
1966, p. 2. 

15 H. Sahraie and J. Sahraie, Educational 
Development in Afghanistan: History of the Teachers 
College Columbia University Educational Assistance Program, 
1954-1971, unpublished Ed.D. Thesis, TCCU, New York, N.Y., 
1974, p. 343. 
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Considering the substance and ultimate effect of 

the Bowies' study, it is possible to speculate that, in 

fact, the original TCCU plans did not reflect the current 

policies of USAID. Not only Americans but also Afghan 

officials were concerned about the recommendations made by 

the Bowles' Report, particularly the ones concerning the 

role of Afghans. Mr. A. H. Hamidi, then the president of 

primary education, explained that: 

Dr. Bowies' carefully-prepared report came out 
in which she strongly supported the position that 
foreigners must not make decisions; her position 
was that the Afghan Ministry of Education must 
make decisions and assume responsibility for the 
organization that this project must have.16 

Dr. Akram, who was the First Deputy Minister of 

Education, was apparently delegated with major responsibility 

for getting this project launched. The president of primary 

education working with Akram explained that the latter was a 

man who was professionally competent in the very highest 

respect. He understood the project; he understood the 

problems and he was very firm in his position which gave the 

17 project the stability it needed to continue . In November 

16 A. H. Hamidi, President of Inspection and Super­
vision, Ministry of Education, Personal Interview, August 
18, 1976. 

17 A. Naiem, Former President of Primary Education, 
Ministry of Education, Personal Interview, August 17, 19 76. 
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1966, Akram accepted the report prepared by Bowles and 

announced the inauguration of the project. 

B. The Project Begins. The Curriculum and Textbook 

Project was officially launched in November 1966 with a 

nucleus of three Afghans and one American advisor, Dr. E. 

Meder, who summarized the initial activities of the project 

as follows: 

At first, the foreign and local specialists 
spent most of their time studying the elements of 
the Primary curriculum and textbooks of the first 
primary cycle [... ] lengthy discussions were held 
on the aims of the curriculum and the extent to 
which it is able to achieve the goals set forth 
by the Ministry of Education.18 

Meder continued her review of the early activities 

of the project by listing the type of information sought by 

project groups. 

(1) the general background of life in 
Afghanistan; [...] (2) the schools as they are 
today, with emphasis on the curriculum and the 
textbooks; and (3) actual behavioral results 
desired of children who have completed six 
years of schooling.19 

The ensuing months saw a steady growth in the number 

of personnel assigned to the project. Several Americans 

were transferred from the Institute of Education and 

18 E. Meder, Report on Activities of the Curriculum 
and Textbook Project, Kabul, TCCU Team, December 1966, p. 1. 

19 Ibid., p. 3. 
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additional Afghans were recruited. Dr. L. Rudd, TCCU 

advisor who was transferred from the Institute of Education 

to the Ministry of Education in Curriculum and Textbook 

Project, commented on the task of the project: 

A basic part of the agreement was that a team 
of curriculum specialists would assist the Afghans 
in developing the potential for curriculum change 
and the writing of textbooks. Obviously, the 
development of another person's potential is a 
much more difficult assignment than simply doing 
the job.20 

The initial work of the Curriculum and Textbook 

Project was concerned with the location and assignment of 

qualified Afghan specialists, the establishment of goals, 

the development of time tables, a new look at the primary 

school curriculum of the Ministry of Education, and 

additional background tasks. These included work committees 

and discussion groups with the major goal of maximum involve­

ment of both American and Afghan specialists. Ministry of 

Education officials, the First Deputy Minister of Education 

Akram, and several Presidents of Departments were also 

involved in the ongoing activities of the project with the 

initiation of a series of monthly summation meetings called 

to report the progress of the project. A draft curriculum 

based on two core subjects and two special subjects was 

proposed by Meder. 

20 L. E. Rudd, Terminal Report, Kabul, TCCU Team, 
July 1964 to August 196 8, p. 8. 
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One core subject would be communication, or 
skills related to effective communication, such as 
reading skills and skills of listening, discussing, 
and expressing ideas in words. They would also 
learn writing skills [...]. The other core subject 
may be called 'The Environment'. Here, children 
would study social, biological, and physical science 
in basically practical ways [...]. The special 
subjects are mathematics and religious knowledge.21 

Finally Meder gave the task of the project a 

structural definition. 

The project has been conceived as having 
several phases, essentially successive: (1) 
acquiring background information; (2) formulating 
a curriculum and syllabuses; (3) preparing text­
books, teachers' guides, and supplementary 
materials; (4) producing the prepared materials.22 

A further interpretative description of the project's 

23 task was made by King , then Deputy Chief of Party for TCCU 

team in a paper prepared for Dr. D. Mullen, the designated 

Project Coordinator who arrived in July 1967. Prior to 

Mullen's arrival, all American and Afghan specialists spent 

most of their time studying the elements of the primary 

school curriculum and textbooks of the first primary cycle. 

21 E. Meder, The Project First Six Months, Kabul, 
TCCU Team, June 1967, pp. 8-9. 

22 Ibid., p. 1. 

23 R. A. King, p. 12. 
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In this period, specialists carried on their 
talks in the form of seminars, lengthy discussions 
were held on the aims of the curriculum and the 
extent to which it is able to achieve the goals 
set forth by the MOE [Ministry of EducationJ. 
Translations into English of the Teaching Programme 
for Primary Schools and of the Manual were made 
available to the foreign specialists; furthermore, 
the topics and the programme of the first cycle 
textbooks were briefly translated and prepared for 
discussions. In addition to the above mentioned 
tasks, some use was made of the opinions sent to 
us by experienced teachers in the provinces in 
reference to primary school teaching conditions 
and textbooks.24 

Developing a new curriculum, preparing new textbooks, 

and revising present books were recognized as tasks which 

would require accumulating and assembling large amounts of 

data about the country, its culture, its students, and its 

past educational history- During the initial phase extensive 

discussions were held with authorities in Kabul and other 

provinces about the primary school curriculum and research 

studies were conducted which would provide important 

25 
information . The purpose of these extensive discussions 

was to identify and to make clear the task of the project to 

Americans and Afghans. While the Meder-King project design 

encompassed most objectives described in the original project 

24 Teacher Education in Afghanistan, Kabul, TCCU 
Team, Twenty-Seventh Six-Month Report, May to October 196 7, 
p. 29. 

25 A. S. Hamidi, Director General, Said Jamalludin 
Higher Teachers' College, Personal Interview, November 13, 
1976. 
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Program Agreement, there is no documented evidence that the 

Ministry of Education officials concurred. In fact a Dari 

language position paper which seems to pre-date the signing 

of the original Program Agreement gives a much more limited 

interpretation of the project task. 

It (USAID) has recruited a number of 
specialists as a core for the project and will 
cooperate with the Ministry of Education with the 
help of Teachers College, Columbia University in 
the curriculum and textbook development for the 
primary school [...]. We can honestly say that 
the work of changing the curriculum and developing 
the new textbooks belongs to this core of 
specialists.26 

The clear inference is that the American specialists 

were to have the prime responsibility for developing new 

instructional materials with the Ministry of Education 

reserving the right of ratification. The position paper 

adds that 

[...] the Ministry of Education should 
officially express its agreement with what the 
project is doing or the important processes which 
have been completed for the development of the 
project.27 

One American specialist interpreted the responsibility 

of the TCCU advisors in the following way: 

26 A. A. Hamid, Draft for the Primary School's 
Curriculum Development and Textbook Compilation in 
Afghanistan, Kabul, Ministry of Education, 1966, p. 3. 

2 7 Ibid. 
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The Ministry of Education has shown great trust 
by bringing in American specialists to assist in 
the development of curriculum materials, and thus 
far I feel that this confidence has not been shaken. 
However I believe that political pressures from in­
side and outside Afghanistan could cause the 
development of curriculum materials to be slowed 
down or even discontinued. Therefore I feel that 
it is the responsibility of every American 
associated with the project to be very sure that 
concepts and ideas developed within the curriculum 
materials are those acceptable to, and approved by 
Afghans and that their relationships with the 
Afghans with whom they work continue along a 
favorable line.2 8 

The assumption that American specialists had primary 

responsibility for achieving the project's objectives was 

implied by the new Deputy Minister of Education, A. Seraj, 

who took office in November 1967. In response to a 

memorandum submitted to the project Steering Committee out­

lining the number and qualifications of additional Afghan 

personnel needed by the project, Seraj wrote, "the work 

could be done by fewer people with better results. Their 
T O 

participation will make the work more complex" . This inter­

pretation of the Afghan-American specialists* role in the 

development of new primary school curriculum parallels the 

historical pattern of foreign-advisor assistance in 

28 M. V. Owens, Terminal Report, Kabul, TCCU Team, 
September 1967 to August 19 70, p. 7. 

29 A. Seraj, Notation made on position paper, 
Proposal for the organization of Afghan personnel, Kabul, 
Ministry of Education, December 196 7, p. 1. 
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Afghanistan. Foreign advisors were requested to perform a 

specific task for the Afghan government. Educated English-

speaking Afghans were assigned as counterparts to translate 

and assist the foreign experts. The counterpart could not 

assume, however, that he would be responsible for the tasks 

performed by the specialist at some later date. 

C. Change of Direction. After Mullen's arrival new 

priorities surfaced. Travel outside Kabul was kept to a 

minimum so that the basic work of planning the project's 

future could first be gotten underway. A series of meetings 

were then called to define the role of the Afghan staff in 

the project. It was agreed that the term counterpart would 

be discontinued. Procedures for selecting new Afghan 

30 members of the project were devised . On August 12, 1967, 

Mullen presented the seven purposes proposed in 1964 for the 

yet to be defined project staff meeting. The reason for 

this reintroduction became apparent in early September, 196 7. 

The present statements of objectives were 
prepared a good while ago and need rethinking to 
meet changes taking place in Afghanistan. Con­
sideration of over-all objectives could affect 
all other work. Work done now might not prove 
useful if examination of objectives was begun at 
a later date.31 

30 Minutes, Curriculum and Textbook Project Meeting, 
July 29, 1967. 

31 Minutes, Curriculum and Textbook Project Meeting, 
September 6, 196 7. 
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On September 13, the Project Coordinator reported 

that the Project Steering Committee had agreed that a new 

32 

curriculum was required . By November 1967, Mullen's re­

direction of the Project's activities became Ministry of 

Education policy with the Steering Committee approval of 

"Suggested Procedure for Determining a General Curriculum 

Framework for the Primary Schools of Afghanistan", prepared 

by Mullen and A. A. Hamid, the Curriculum and Textbook 

Project Director General. 

A close reading of the Dari language edition of 

"Suggested Procedure for Determining a General Curriculum 

Framework for the Primary Schools of Afghanistan", approved 

by the Steering Committee November 196 7, and the several 

English drafts of the document not included in the final 

Dari version, shows some differences between the English and 

Dari version. The English draft of the "Suggested 

Procedure" proposes five procedural steps. 

32 Minutes, Curriculum and Textbook Project Meeting, 
September 13, 1967. 
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1. The preparation of a general statement of 
the direction of Afghan society and the part the 
school system of Afghanistan will play in that 
direction. 

2. Growing out of the approved statement 
described above there would be prepared a state­
ment of objectives for primary schools in 
Afghanistan. 

3. Growing out of the statements about the 
role of the schools in Afghan society and the 
objectives of education there would be prepared 
a statement of curricular areas to be considered 
in the primary schools. 

4. Growing out of the role of the school, the 
objectives of education and the curricular areas 
to be covered some consideration needs to be given 
to the kinds of learning experiences that are to 
be provided for the children of the primary schools. 

5. The last phase of the broad curriculum frame­
work would be a statement of the rationale and 
procedures for evaluating educational outcomes.33 

These five steps were not included in the Dari 

language edition approved by the Steering Committee. In­

stead the Dari version omitted reference to "educational 

outcomes" and gave a more detailed listing of steps to be 

followed: 

33 "Suggested Procedure for Determining a General 
Curriculum for Primary Schools of Afghanistan", English 
Draft, Kabul, TCCU Team, October 196 7, p. 5. 
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1. Recognizing and finding the needs. 

2. Determining the aims and purposes. 

3. Determining the ways and means of meeting 
1 the objectives. 

4. Selecting the courses and activities 
according to these objectives. 

5. Organizing the educational courses and the 
learning activities which were selected. 

6. Determining and recognizing the methods by 
which the degree of better educational curriculum 
and instructional materials are measured. 

7. Evaluating the proposed teaching materials 
by applying them in ordinary classes. 

8. Revising the proposed instructional materials 
according to the results which are available by their 
application in the normal schools. 

9. Orienting teachers in order to apply the new 
educational curriculum and instructional materials.34 

It is also significant that this is the first Dari 

document subsequent to the 1966 Program Agreement suggesting 

that Afghans were to be prepared to continue the project 

activities after the American specialists departed. 

American participation in the Curriculum and 
Textbook Project is intended to provide assistance 
in the development of a better educational 
curriculum and improved instructional materials 
as well as prepare a number of Afghan professional 
personnel to continue this work.35 

34 "Suggested Procedure for Determining a General 
Curriculum for Primary Schools of Afghanistan", Dari Draft, 
Kabul, Ministry of Education, October 196 7, p. 8. 

35 Ibid. 
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The co-emphasis on preparing an Afghan staff to 

continue the work of the project did not on face value 

survive the change in Ministry officials in late November. 

As was already mentioned earlier in the chapter, Deputy 

Minister Seraj wrote "the work could be done by fewer people 

with better results". This opinion echoed in practice. 

Throughout Mullen's incumbency (1967-1969) the lack of Afghan 

personnel assigned to the project was discussed with several 

Deputy Ministers of Education and in each instance assurances 

were made to the Project Director General but no Ministry 

policy detailing project manpower commitments was ever 

forthcoming. 

D. Model Building. When the roles of Afghan and 

American experts were defined and the Steering Committee 

was formed, the work of the project moved considerably for­

ward. Planning took place and proposals were developed by 

the project's staff which centered on establishing a 

general curriculum framework, and on ways to begin identi­

fying objectives, content, scope and sequence, and learning 

experiences in subject fields. Time was devoted to the 

question of preparing an Afghan staff, developing plans for 

a participant training program, building a model for 

curriculum development, preparing guidelines and procedures 

for the development of a mathematic curriculum, determining 

the values and needs of Afghan society, establishing 
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educational objectives, and developing a series of questions 

related to project development. The model was proposed to 

the Project Steering Committee to be used for: 

[...] defining and identification of the Afghan 
value system, the needs of Afghan society, and 
educational objectives; specific objectives and 
purposes of different school levels; curriculum 
framework, courses of study, and time allotments 
for the instruction of every individual course 
of the study.36 

The work procedure involved the identification of 

the nature and needs of Afghan society and the values 

important to it, and the nature and needs of the individual 

in Afghan society. Prior to Mullen's arrival King and Meder 

had set a course of curriculum development for the project 

stressing modification of existing school objectives, methods 

and materials following research into school practices, 

resources and community needs. Mullen constructed a model 

of curriculum development, however, t h a t focused the P r o j e c t ' s 

first priorities and activities upon reaching philosophical 

agreement of educational purposes and the writing of 

appropriate educational objectives. There is no evidence 

that the King-Meder model was ever officially rejected. 

Indeed, there is no evidence that the King-Meder model was 

ever communicated to the Ministry of Education officials in 

36 Teacher Education in Afghanistan, Kabul, TCCU 
Team, Twenty-Eight Six-Month Report, November 196 7 to April 
1968, p. 47. 
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Dari language. Nevertheless, the Mullen plan apparently 

better reflected the existing Afghan interpretation of 

curriculum development as well as the recommendations of the 

Bowles Report. Mullen stated that: 

The educational needs and priorities felt by 
the host country should take precedence over those 
felt by guest agencies. 

Since meaningful work directed toward educational 
institution-building should reflect a country's basic 
values and should attempt to implement its basic 
goals and directions, efforts should be made to 
assist the country in question to clarify and state 
its basic values, goals and directions as a basis 
for its educational development. 

As American specialists we should not transplant 
American curriculum and textbooks to Afghanistan, 
but we should provide leadership in developing 
models, guidelines, and directions through which 
Afghans and Americans can cooperatively develop 
curriculum and texts which are reflection of the 
basic values and needs of Afghanistan.37 

To initiate field research as King and Meder proposed 

was a new and untried method of curriculum development. It 

required Afghan educators to attend to the day-to-day problems 

of primary school classrooms. By contrast, Mullen's approach 

started with the more familiar activity of enumerating 

national educational goals in the relative comfort of 

Ministry of Education offices. 

The two proposed models differed markedly (see 

Figure 1). The King-Meder model stressed research; the 

37 D. J. Mullen, Terminal Report, Kabul, TCCU Team, 
July 1969, p. 2. 
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Meder-King Mullen 

Initial Activities 

Begin with existing educa­
tional objectives. Conduct 
field studies and research 
programs to ascertain the 
degree to which current 
instructional materials and 
curricula achieve the 
desired objectives. Modify 
educational objectives in 
light of research findings. 

Re-write educational 
objectives by calling upon 
persons of authority, 
scholars, and members of 
the education profession 
to participate in the 
decision-making process. 

Materials Development 

Formulate new course 
syllabi. Prepare text­
books and teachers' 
guides. 

Select and organize content 
and learning experiences 
relevant to the new 
objectives. Prepare 
instructional materials. 

Materials Evaluation 

Evaluate the new materials 
under classroom-use 
conditions. Continually 
revise these materials 
as data comes in from 
actual classroom use. 

Identify ways of evaluating 
the degree to which the new 
materials achieve the new 
objectives. Evaluate the new 
materials under classroom-use 
conditions. Revise the pro­
posed materials in light of 
the results of trial class­
room use. 

Intended Outcomes 

A series of grade-
appropriate core subject 
textbooks and teachers' 
guides with special 
sections for mathematics 
and religion to be 
revised on a continuing 
basis. 

A series of grade-appropriate 
subject-specific textbooks 
and teachers' guides. Afghans 
trained in the process of 
curriculum development and the 
techniques of planning and 
production of instructional 
materials. 

Figure 1 - Proposed Curriculum Development Model 

Source: Based on information contained in Teacher Education 
in Afghanistan, Kabul, TCCU Team, Twenty-Eighth 
Six-Month Report, November 1967 to April 1968, 
pp. 47-52. 
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Mullen model did not. Neither indicated how the Afghan 

staff was to achieve the necessary competencies needed to 

continue the curriculum and instructional materials revision 

process after the Americans departed. The Mullen plan did, 

however, call for the development of an independent Afghan 

staff capable of curriculum development and instructional 

materials production. 

2. UNESCO Advisors Involvement in Afghanistan Education. 

Long before the American advisors' involvement in 

Afghanistan education, UNESCO had been very active in the 

fields of teacher training, fundamental education for rural 

38 areas, technical training and science teaching . During 

the late fifties and early sixties both American and UNESCO 

advisors were involved in the area of teacher education. 

In order to work out an acceptable arrangement re­

garding TCCU and UNESCO responsibility, a joint meeting was 

called in March 1966 by the Minister of Education to discuss 

the question of UNESCO taking over responsibility in 

elementary teacher education and USAID undertaking a project 

in primary school curriculum development. The meeting was 

chaired by Anwary then the Minister of Education. 

38 D. N. Wilber, Afghanistan, New Haven, Connecticut, 
Hraf Press, 1962, p. 87. 



The representatives of the Afghan Government, 
UNESCO, UNICEF, and USAID, after prolonged dis­
cussions of the problems of primary teacher 
education, curriculum revision, and textbook 
preparation in Afghanistan and the contribution 
that each agency can make to the solution of 
these problems, agree that in the future the main 
responsibility for assistance to the Afghan 
Government in the field of teacher training in 
primary education shall lie with UNESCO, and the 
main responsibility for assistance in the field 
of curriculum revision and textbook preparation 
shall lie with USAID, a suitable machinery being 
set up to assure coordination between the projects 
and the full cooperation of all parties.39 

UNESCO advisors were well prepared for their new 

tasks. They had a good knowledge of the primary school 

system from their previous work. In Afghanistan the pre­

scribed textbooks can justly be considered as the funda­

mental tool of instruction both for the teacher and the 

pupil. These books are supposed to be provided by the 

40 state free of charge to all students . The teaching 

methods seem, on the whole, to be of a rather conventional 

nature. Too much stress is laid upon rote learning and too 

little upon understanding the essential points in the text­

book or in the teacher's account of some part of the 

subject. 

39 Minutes, Joint Meeting, Ministry of Education, 
Kabul, May 1966, p. 2. 

40 Suggestions on Educational Development in 
Afghanistan, Education in Afghanistan, Kabul, UNESCO 
Planning Team, Ministry of Education, March 1966, p. 2. 



A curriculum change will also be an instrument 
to improve the retention rates, now being extremely 
low. The importance of a revision of curriculum in 
this connection was also strongly stressed at the 
Bangkok Conference on Education in Asia in November, 
1965.41 

Too much concentration in quantative expansion may 

be achieved at the cost of quality. To some extent this is 

unavoidable, but a stage may be reached where the substance 

of education is eroded. 

It is often stated that top priority should be 
given to secondary and higher education in order 
to train the skilled manpower required for key 
technical occupations. Conversely, primary educa­
tion would be a luxury that many developing 
countries could not afford in the near future. In 
most Asian countries this policy has been adopted; 
most of the resources have been allocated to 
secondary and higher education. The much pro­
claimed goal of universal primary education has 
been indefinitely postponed and adult education 
entirely neglected.4 2 

In the early sixties while TCCU advisors were 

involved in developing science curriculum for secondary 

schools, UNESCO advisors were developing science curriculum 

for the primary schools of Afghanistan. The science 

curriculum developed by UNESCO advisors was revised and 

edited by TCCU and UNESCO science specialists, but the 

41 Ibid., p. 15. 

42 0. Bertrand, UNESCO Advisor, Development and 
Education, Kabul, Ministry of Education, 1969, p. 3. 
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instructional materials did not reach the classroom and the 

science curriculum was not implemented. 

The President of Primary Education requested 
that the science specialists in the Curriculum and 
Textbook Project assume responsibility for pre­
paring grades 4, 5, and 6 science textbook material 
for production. This material had been originally 
developed under the guidance of UNESCO specialists. 
After consultation with USAID Education Division 
and the TCCU Chief of Party, it was decided that 
we would help to get this material ready for 
production, but would not substitute this activity 
for continuing work in revising the science 
curriculum and producing science textbooks. The 
Project Science Specialists, with the assistance 
of Dr. Erickson (TCCU Team Faculty of Education 
Science Specialist) and Mr. Roberts (UNESCO Science 
Specialist), worked for some time on the revision 
and editing of these science texts. Just recently 
the President of the Primary Department asked that 
all work on these UNESCO science text materials be 
stopped and that project science activities be 
directed toward revising the primary school science 
curriculum.4 3 

Although curriculum development became the 

responsibility of TCCU advisors, in the meantime the 

Columbia Team communicated with UNESCO in order to receive 

support from the agency. The science section has constantly 

been alert to any possibility of obtaining assistance for 

providing science teaching materials for the primary schools 

43 Teacher Education in Afghanistan, Kabul, TCCU 
Team, Thirtieth Six-Month Report, November 1968 to April 
1969, p. 37. 



104 

of Afghanistan, "consequently we are very interested in the 

44 
possibilities that may be offered by UNICEF or UNESCO" 

Recommendations and reports written by UNESCO advisors in 

Afghanistan education explain that there is no focal point 

either within or outside the Ministry of Education for 

initiating and following through with the modernization of 

the curriculum and syllabi. Two modernization efforts 

currently underway in the curriculum development project in 

primary education, and the science studies development pro­

ject in secondary education, are attached separately to the 

Ministry of Education. Much of the country's potential 

expertise, however, is located either in the teacher-training 

colleges or in the university, in the Faculty of Education 

and the Institute of Education. The two projects now under­

way are both external assistance projects, and there is a 

requirement that when the dynamics provided by the external 

assistance components are withdrawn, a permanent national 

institutional structure for curriculum development remains. 

The placement of the present Curriculum and Textbook 

Project under the administration of the Ministry of Education 

was decided by USAID/A and the Ministry of Education 

officials. The TCCU Team was not in favor of the decision 

44 A. Kondo, Science Specialist, Memorandum to 
Dr. Richard Whittemore, Chief of Party, TCCU Team, July 15, 
1975, p. 2. 
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and wanted the project to be under the supervision of Kabul 
45 

University . The UNESCO Team with over fifteen years of 

experience working under the administration of the Ministry 

of Education was not in favor of the establishment of the 

Curriculum and Textbook Project within the Ministry of 

Education. 

The logical place to establish such a structure 
is not the Ministry of Education, which like any 
Ministry, is an administrative, as distinct from 
professional, entity, but in the University. 
Nevertheless it has been experienced in many parts 
of the world that there would be negative aspects 
of such an arrangement, in particular a disposition 
to neglect primary as distinct from post-primary 
education.46 

The former President of Teacher Education in an 

interview explained the Ministry of Education feeling to­

ward the TCCU and UNESCO Teams in Afghanistan. 

The Ministry of Education has on various 
occasions expressed its concern that two different 
training schemes are in operation in primary 
teacher education, and has suggested that the 
closest possible coordination should be observed 
to avoid duplication or, worse, conflicting 
programmes.4 7 

Another major concern of the Ministry of Education 

was the shortage of textbooks in primary schools. From the 

45 W. P. Anderson, Personal Interview, April 14, 1976. 

46 UNESCO, Republic of Afghanistan, Quality and 
Equality in Education, Paris, UNESCO, 1974, p. 21. 

47 A. S. Hamid, Project Officer, Curriculum and 
Textbook Project, Ministry of Education, Personal Interview, 
August 8, 1976. 
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beginning of the project the shortage of books was recognized 

48 as a major problem by the UNESCO Team . There was not only 

an acute shortage of textbooks for all levels of learning but 

furthermore there was little material for teacher educators 

themselves and the manuals so essential for students under 

training were nonexistent. The Curriculum and Textbook 

Project which was undertaken by USAID programs was itself 

a recognition of the problem. 

The TCCU and UNESCO advisors' involvement in the 

initial phase of the process of curriculum development was 

discussed in sections one and two of this chapter. The 

National Commission Report, which is the formal position of 

the Government of Afghanistan on the curriculum reform, will 

be presented in the next section. 

3. The National Commission Report. 

With the reappointment of Dr. Popal as Minister of 

Education in November 1967, "Suggested Procedure for 

Determining of General Curriculum Framework for the Primary 

Schools of Afghanistan" was subordinated to a new policy 

emphasis. Popal, who had previously served as Minister of 

Education in Pre-1964 Cabinets, immediately focused on the 

48 C. J. Allen, Academy for Teacher Educators, 
Paris, UNESCO, 1972, p. 55. 
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development of new curricular statements with no mention of 

instructional materials, teaching methods, or research. 

His mode of implementation was to create a national 

commission charged with the following responsibilities: 

Assessing the problems involved in properly 
educating children and the incongruities between 
curricula and social and economic needs of the 
country; designating priority problems which 
have to be eliminated; assessing manpower and 
natural resources which could be allocated to 
solving educational problems; drawing up a 
short-term educational development programme to 
complement the country's five year economic and 
social development plan; and outlining a long-
term action plan for the Ministry of Education.49 

The National Commission set about its task by 

forming high level subcommittees made up of respected 

educators and Kabul University professors. Four members of 

the Curriculum and Textbook Project staff were appointed to 

the National Commission's Committee on Education Objectives. 

Two of these members, Mullen and A. A. Hamid, also served 

50 on the Committee for Curriculum Revision . Operationally 

the committees developed position papers which were reviewed, 

amended, and then approved by the Commission. In December 

196 8, the National Commission on Education approved the 

49 "National Commission Studies Education", Kabul 
Times, January 25, 196 8, p. 1. 

50 Teacher Education in Afghanistan, Twenty-Eight 
Six-Month Report, p. 48. 
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following statements proposed by the Curriculum and Textbook 

Project: 

(I) Purpose of Primary Education, (II) General 
Behavioral Objectives to Permeate All the Curriculum 
Areas, (III) Curriculum Areas and Objectives for 
These Areas, and (IV) Curriculum Framework.51 

The Statement on Subjects and Time Allotments was 

not approved. The National Commission suggested a re­

working of the subjects and time allotments according to 

priorities which they delineated. Much project staff time 

was spent making proposals, twice for the National Commission 

and a third time for the Project Steering Committee and the 

52 National Commission, of subjects and time allotments . In 

March 1969, the Project Steering Committee revised and 

approved the new statement of Subjects and Time Allotments 

proposed by Mullen and Hamid. In April the National 

Commission on Education approved this revised statement 

with a few slight revisions. A professor from Kabul 

University who was a member of the National Commission 

commented on the work of the Commission: 

51 Teacher Education in Afghanistan, Thirtieth Six-
Month Report, p. 33. 

52 Ibid. 
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The Minister of Education established a 
National Commission of Education with sub­
committees to be responsible for revising the 
curriculum. This commission and its sub­
committees had been an effective mechanism for 
revising and approving the curriculum.53 

One of the assignments of the Curriculum and Text­

book Project which was given by the National Commission was 

to work on adapting Havighurst's Developmental Tasks to an 

Afghan societal context. The purpose of this activity was 

to provide background material for the section on "Societal 

Needs to Realize the Values for the Maximum Development of 

54 

Individuals" . This adaptation of Havighurst's Develop­

mental Tasks was incorporated in modified form by the 

Objectives Committee into their final statement. The 

Commission approved the statement of "Values, Social Needs 

to Realize Values, General Aims and General Objectives of 

55 Education" , which provided guidelines for the process of 

curriculum development. Developments in the Curriculum and 

Textbook Project were consistent with the purposes of Afghan 

primary education as stated in Chapter IV, Articles nineteen 

and twenty of the Education Law in Afghanistan. When 

53 M. Amin, Professor of Education, Kabul University, 
Personal Interview, August 9, 1976 

54 Teacher Education in Afghanistan, Kabul, TCCU 
Team, Twenty-Ninth Six-Month Report, May 1968 to October 
1968, p. 35. 

55 Ibid. 



considering the objectives it was kept in mind that the 

foundation for achieving them was to be laid in the primary 

grades. If these objectives were not accomplished in the 

primary grades, they would need to be carried over as 

objectives at higher grade levels. The purpose of primary 

education in terms of general behavioral objectives per­

meates all of the curriculum areas and objectives for these 

areas. The National Commission stated the purpose of 

primary education as follows: 

[...] to provide for all boys and girls a 
general education through which children are 
prepared to take their places in the changing 
society, are helped to develop habits of critical 
thinking, and are given opportunities to gain 
knowledge and develop skills and abilities. 

The amount and extent of this education depends 
upon the needs of Afghan society as dictated by the 
past and future and upon the needs of the learner 
and the nature of the learning process.56 

The statement on objectives was written and drafted 

by a small staff of Afghans and Americans led by Mullen, the 

Project Coordinator, and Hamid, the Project General Director. 

More lengthy discussions took place in order to complete the 

work of the Curriculum Revision Committee. Discussions con­

tinued through 1968 and finally in April 1969, "Programs of 

Instruction in Schools" was approved by both the Project 

56 General Objectives and Purposes of School 
Education in Afghanistan, The National Commission Report, 
Kabul, Ministry of Education, May 1968, p. 61. 



Steering Committee and the National Commission on Education. 

The document gives a detailed description of the subjects 

57 and time allotments for each grade . Members of the 

National Commission on Education expressed their beliefs 

which served as a platform for the whole process of 

curriculum development. 

We believe that education, in addition to 
freeing man's mind and advancing the frontiers of 
knowledge, should be a means of implementing the 
developmental plans of the nation. Education is 
necessary then, for an enlightened citizenry, for 
advancing the frontiers of knowledge in all 
fields, and for developing the necessary technical 
skills in industry, commerce, agriculture and 
communication. Until such time as we have 
developed our own technical and scientific 
literature, it will be necessary to study and 
teach the languages of those nations which have a 
highly developed science and technology so that 
our country can take full advantage of the 
advancements already made in those fields.58 

The National Commission acted as a policy-making 

authority in education while Popal, the creator of the 

National Commission, was in power as the Minister of Educa­

tion. The first phase of the Curriculum and Textbook 

Project which was started in 1966 almost ended in late 1969. 

57 See Appendix C for Programs of Instruction in 
Schools. 

5 8 General Objectives and Purposes of School 
Education in Afghanistan, pp. 5-6. 
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4. Phase One Findings. 

This section presents the findings and analysis of 

the first phase of the Curriculum and Textbook Project from 

1966 to 1969, through the conceptual framework designed for 

this study- The purpose of this analysis is to describe 

and identify actors, factors, events, and decisions that 

were important and contributed to the development of the 

primary school curriculum in Afghanistan. 

Actors and Events — At the Ministry of Education 

the actions of the Ministers, the Deputy Ministers of 

Education, and the General Director of Curriculum influenced 

the course of events. 

From the American side the actions of Anderson, 

Chief of the TCCU Party; King, Associate Chief of the TCCU 

Party; Meder, Acting Project Coordinator, and Mullen, the 

Project Coordinator, influenced the course of events. 

The involvement of TCCU advisors in Afghanistan 

education was an event of significance. The recognition 

of the shortage of textbooks by UNESCO advisors was another 

influence. These resulted in various decisions that had an 

impact on subsequent developments. 

King, Meder, Mullen and Hamid were found to be the 

major actors during this phase. They were supported by 

people such as Deputy Ministers of Education, Akram and 

Seraj, and Ministers of Education, Anas, Amwany and Popal. 



113 

Changes of top-level officials of the Ministry of 

Education, and the late arrival of the Project Coordinator 

were events that made the whole process slow and redirected. 

The creation of the National Commission was accomplished by 

a gradual increase in activity by members in the Department 

of Curriculum and Textbook. The meetings of the Steering 

Committee and the joint meetings of the Ministry of Educa­

tion, USAID/A, and UNESCO were productive in the creation 

of a plan of action. The first joint meeting on March 3, 

1966, was crucial since it created further cooperation and 

interaction. 

For a brief time King and Meder were actively 

involved. Mullen and Hamid continued to figure prominantly, 

but some members of the Steering Committee who were the 

presidents of various departments in the Ministry of Educa­

tion continued to play important roles. 

The mobility of TCCU advisors and the deadline for 

the termination of the Curriculum and Textbook Project were 

events that influenced developments. Cost and time factors 

were conducive in that they imposed constraints on the 

research activities and school visits. 

Decisions — A number of critical decisions were 

made during this period. A Steering Committee, on which 

people in high positions in the Ministry of Education would 



114 

have membership, was established to achieve extensive 

involvement in the decision-making process in conducting 

curriculum development. 

The creation of the National Commission by Popal, 

then the Minister of Education, was another important 

decision which had a strong influence on the end process of 

establishing the platform and foundations for the new 

curriculum. 

The decision to recruit more Afghan specialists in 

the Curriculum and Textbook Project laid the basis for more 

membership from the academic community in different 

curriculum development committees. The making of policy 

decisions by Ministers of Education and the writing of 

guidelines by the Deputy Ministers of Education created a 

task division that facilitated the functioning of the 

Steering Committee. 

The major decision taken by the Afghanistan Cabinet 

in November 1966 was the authorization of the revision of 

primary school curriculum by TCCU advisors, and Ministry of 

Education experts. Another decision was made in regard to 

the location and placement of the project which finally, 

under the influence of Akram then the Deputy Minister of 

Education, was established in the Ministry of Education. 

The clarification of the role of TCCU specialists and their 

cooperation with Afghan colleagues was another decision 
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taken by the Steering Committee under the influence of 

Seraj then the Deputy Minister of Education. 

Analysis — There was an increased awareness of and 

interest in primary school curriculum on behalf of the TCCU 

Team, the UNESCO Team, and the Ministry of Education. This 

was particularly evident in the office of the TCCU Chief of 

Party. The issue of curriculum revision was not only 

relevant to the Ministry of Education but also to the 

University, where the TCCU Team was involved in teacher 

education with the Institute of Education. Dissatisfaction 

with the old curriculum among officials of the Ministry of 

Education, TCCU and UNESCO advisors, and University pro­

fessors, and some primary school teachers constituted a 

strong force toward reform efforts. 

The University also represented a storehouse of 

academic resources from which Curriculum and Textbook 

Project specialists could draw for the development of 

curriculum. With the departure of Anderson a different 

approach by persons such as King and Meder, Mullen and 

Hamid, a new platform and foundations for the new curriculum 

was about to develop. 

By the end of 1969 the possibility of a new 

curriculum depended largely on the members of two formal 

groups, Curriculum and Textbook Project specialists, and 
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TCCU advisors. It was up to these two groups to come up 

with concrete proposals. 

Two developments that grew out of this phase were 

the increasing influence exerted by the National Commission 

and the acceptance of the Curriculum and Textbook Project 

proposals by the Steering Committee. The latter development 

was likely influenced by the former since the University 

personnel were perceived to be in a position of leadership 

in this field. 

University people, particularly in the Faculty 
of Education, were very influential. We got the 
best leadership from the Faculty of Education. I 
think that is because these were people who had been 
teachers, principals. They were expert in their 
field.59 

The success of the National Commission could be 

partially attributed to the influence and prestige of its 

members, belonging to the University of Kabul, but other 

factors also contributed. In accordance with the criteria, 

established in the analytical framework, the following 

findings were deduced as contributing factors to this 

development. 

First, there was the relevance of the issue. Since 

the need for revision of curriculum was understood by 

Afghans and Americans, it was relevant to both the Ministry 

59 A. A. Hamid, Personal Interview, August 21, 19 76. 



117 

of education officials and TCCU advisors. Interest among 

some of the latter was sufficiently high that they extended 

more time and effort. This interest, for whatever motive, 

was conducive in increasing attempts to exert leverage. 

A second factor of importance was that the actors 

possessed resources which enabled them to influence others. 

TCCU advisors possessed competence in the content and 

structure of their specific descriptives, Ministry of 

Education experts were adept in the transmission of this 

knowledge into the Afghanistan system of education. 

The relevance of the issue to members of the 

Steering Committee and the resources they possessed pro­

vided potential leverage. Linkages and similar outlooks 

among influentials of the National Commission, and the TCCU 

Team contributed to the acceptance of "Suggested Procedure 

for Determining a General Curriculum for Primary Schools of 

Afghanistan", as recommended by the members of the 

Curriculum and Textbook Project. This procedure served as 

a platform in the process of curriculum development for 

primary schools in Afghanistan. 

Mullen remained strong in his active role as project 

coordinator. His disagreement with the King-Meder model 

forced him to get additional knowledge about the system of 

education and Afghanistan needs and become more aware of 

pressures for change. His quick reaction to the King-Meder 



model displayed his political sensitivity as well as his 

ability to influence the course of events in the direction 

he perceived to be necessary. 

In response to a question as to what personal and 

educational philosophies had been instrumental in the 

development of the new primary school curriculum, Rohi 

wrote: 

I think members of the sub committee reflected 
to a considerable extent current professional 
literature in primary school curriculum. Their 
personal life philosophies ranged from naturalism 
to idealism. I opposed the view, espoused by some 
writers in curriculum, that it was a proper 
function of the school to attempt to modify society 
to accord with the views of educators. I think 
most of the members agreed.60 

Rlung was one of the members on the subcommittee who 

agreed with Rohi on that point. Asked what issues, if any, 

influenced curriculum development and caused some polariza­

tion, he replied: 

I cannot really remember any significant issues. 
There was a discussion on Meder and Mullen 
curriculum development models. I was taking a side 
in opposition to Meder's model. His model was far 
from practical and needed more time but the 
Ministry of Education was not in a position to wait 
too long for new primary school curriculum. *>1 

60 M. S. Rohi, President of Pashto Academy, Editor, 
Pashto Textbooks, Ministry of Education, Personal 
Correspondence, November 7, 19 76. 

61 G. D. Rlung, Math Specialist, Curriculum and 
Textbook Project, Ministry of Education, Personal Interview, 
October 25, 19 76. 
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The influence of Mullen was apparently pervasive. 

Hamid commented: 

Those who knew him realized that this man 
wanted to exert power and that he was very astute 
in his method of exercising powers. Intellectually 
he would agree with other viewpoints, but you 
never knew when he would break out of this and do 
something which tended to fasten a structure or 
procedure or method. He brought a talent of 
organization which he used in a remarkable way.62 

Hamidi called Mullen a master in focusing arguments 

On the basis of these and other responses it was concluded 

that Mullen was perceived to be a strong leader by Americans 

and Afghans alike. This fact, as an addition to his position 

as the Coordinator of Curriculum and Textbook Project, gave 

Mullen a potential leverage that was hard to be matched by 

anyone except for the Minister, Deputy Minister and the 

President of Primary Education. 

After three years of deliberation and development 

the Ministry of Education established guidelines, pro­

cedures, aims and objectives for the new primary school 

curriculum. 

62 A. Hamid, Personal Interview, August 21, 19 76. 

63 A. S. Hamidi, Personal Interview, November 13, 
1976. 
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5. Summary. 

The development of the new primary school 

curriculum was subdivided into three phases. The background 

of the events that led to the initiation of the new curric­

ulum was described and analyzed in Phase One. At the end of 

this phase important actors and influential factors were 

identified. Major decision points were described and 

analyzed. This was done in terms of leverage and environ­

mental factors. 

Three centers of influences were identified. They 

were the Ministry of Education, the TCCU Team, and the 

UNESCO Team. Through phase one, the actors at the Ministry 

of Education and the TCCU Team appeared to be most 

influential. Some influence was exerted by the University 

professors but it was, as yet, of minor significance com­

pared to that of the two other spheres of interest. 

The Ministry of Education particularly the Deputy 

Ministers became increasingly influential. Once cooperation 

between the Ministry of Education and the TCCU Team was 

achieved, the establishment of procedures for the new 

primary school curriculum was assured. The work of the 

National Commission enabled the emergence of a guideline 

that was acceptable to both the Ministry of Education and 



Kabul University. In this connection the names of King, 

Meder, Hamid and Mullen were of prime importance in this 

phase. 

The Second Phase of the process of primary school 

curriculum development will be presented in the next 

chapter. 



CHAPTER V 

PLANNING AND REVISION: 19 70-19 72 

The three-year period from 1970 to 19 72 was 

decisive in the development of primary school curriculum in 

Afghanistan. Three major factors accounted for this. The 

first was the creation of the Review Committee; the second, 

the planning and revision of the manuscripts through a 

curriculum framework; the third, a changing environment. 

The latter provided a context within which the former two 

developments could be achieved. 

This chapter describes and analyzes the two develop­

ments cited above within the context of this changing 

environment. Thus the first section describes the changing 

environment. The second section pertains to those events 

that led to the creation of the Review Committee. The third 

section accounts for those activities that resulted in the 

planning and revision of primary school curriculum. The 

chapter concludes with the findings of the second phase of 

the Project, based on the conceptual framework selected for 

this purpose, and a summary. 
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1. The Changing Environment. 

Personnel changes proved to be of great importance 

in subsequent developments. With the succession of Kayeum 

by Seraj as the Minister of Education, changes were made in 

policy and structure. These changes, in addition to the 

creation of the Review Committee, created a setting for 

planning and revision of primary school curriculum. A brief 

summary of these changes follows. 

A. Personnel Changes. During the second phase of the 

Project two new governments were formed in Afghanistan. In 

the first, Hamidullah Enayat Seraj was appointed Minister of 

Education, and in the second, Dr. Azim continued as the 

First Deputy and Acting Minister of Education. Later he 

became Minister of Education and maintained this position 

until the July 197 3 revolution. 

Within the Ministry, an occurrence which directly 

affected the work of the Project was the resignation of Dr. 

Samadi, First Deputy Minister, who had been intimately 

associated with the Project over a long period of time . 

Samadi was replaced by Azim as the First Deputy Minister of 

Education. In his role of Acting Minister of Education 

1 Teacher Education in Afghanistan, Kabul, TCCU Team, 
Thirty-Fifth Biannual Report, July 1971 to December 19 71, 
p. 7. 
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having no deputies, but having responsibility for the total 

University program, he could not give much attention to 
2 

policy formulation or administrative affairs . In 1972, Dr. 

M. Siddiq upon becoming the First Deputy Minister of Educa­

tion, indicated his willingness to spend time on the Project 

3 and responded vigorously to matters brought to his attention . 

Along with these changes at the ministerial level there were 

some personnel changes at the departmental level. The major 

personnel change in the latter was the replacement of Dr. 

Pazhwak by Dr. Entezar as President of the Compilation 

Department. Entezar was Professor in the Linguistics 

Department, Faculty of Education, Kabul University. A. A. 

Hamid, Director General of the Curriculum and Textbook 

Project, left for the United States, and several weeks 

elapsed before a new Director General was appointed. 

H. Rahimi, Editor-in-Chief of the Project, was named as 
4 

Director General of the Curriculum and Textbook Project . 

There were increases in both Afghan and American 

professional staffs. The number of Afghan professional and 

2 Curriculum and Textbook Development in Afghanistan, 
Kabul, TCCU Team, Thirty-Eight Six-Month Report, January 19 73 
to June 19 73, p. 1. 

3 Ibid. 

4 Curriculum and Textbook Development in Afghanistan, 
Kabul, TCCU Team, Thirty-Seventh Six-Month Report, July' 19 72 
to December 19 72, p. 3. 
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support personnel was increased during the second phase of 

the Project from forty-two to f i f ty . 

The TCCU Team experienced a substantial number of 

changes. Dr. Fields assumed the role of Chief of Party and 

Project Coordinator; Dr. Miel replaced Dr. Canfield; Dr. 

Akeson took over from Dr. Sayres as specialist in practical 

arts, as well as assuming some of the responsibility in 

teacher education; Cutler replaced Dr. Kauffman, with 

particular responsibility for reading; Dr. Ridout was added 

with the responsibility for second language; and Dr. Mayerson 

was added with the responsibility in the language skills 
5 

area . With the addition of MacMaken to the Project Staff 

as the educational publications specialist, all positions 

allocated to the Project were filled. 

B. Structural Changes. Following a comprehensive 

review of Project plans by Ministry officials together with 

the TCCU and AID representatives, Samadi, First Deputy 

Minister of Education, designated a special committee to 

identify ways of facilitating and, where possible, 

accelerating the achievement of Project goals. 

5 Teacher Education in Afghanistan, Thirty-Fifth 
Biannual Report, p. 1. 
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The committee, consisting of Dr. Mir Abdul 
Fattah Siddiq, Dr. Abdul Ahad Naiem, Mr. Abdul 
Aziz Hamid, Dr. Edwin L. Martin, Dr. W. A. Whitten, 
Dr. Spearman and Dr. Sayres, agreed that contingent 
on adequate Ministry support, a major effort could 
and would be made to complete the preparation, 
testing, and revision of all the Project materials 
within the time frame of the new Five-Year Plan; 
specifically, to send the last of materials to 
press by spring, 1976. Dr. Siddiq and Samadi gave 
assurances that the support required would be made 
available.6 

An important step in this connection was the 

authorization by the Project Steering Committee of working 

groups of professional advisors for each subject area. 

On December 8, 19 72, a new government was formed. 

The Prime Minister did not appoint a Minister of Education, 

but left Azim as Acting Minister and indicated that there 

was a substantial reorganization of the Ministry of Education 

under consideration. 

Prime Minister Shafiq has given every indica­
tion that he means to steer a firm and vigorous 
course in his effort to improve the functioning 
of the government, and the general feeling is that 
the Ministry of Education will be reorganized.7 

The lack of a Minister created a state of un­

certainty in the Ministry of Education, and the same air of 

uncertainty was reflected within the Curriculum and 

6 Teacher Education in Afghanistan, Kabul, TCCU 
Team, Thirty-Fourth Biannual Report, November 19 70 to June 
1971, p. 5. 

7 Curriculum and Textbook Development in Afghanistan, 
Thirty-Seventh Six-Month Report, p. 1. 
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Textbook Project. This uncertainty served to increase the 

commitment of the USAID officials, both in Afghanistan and 

in Washington. They responded favorably to any request 

that moved the project further. 

Dr. Siddiq indicated his intention to appoint 
three action committees: a committee to evaluate 
the Curriculum and Textbook Project from the 
standpoint of the Ministry's expectations, a 
committee on printing and distribution, and a 
committee to consider extending curriculum and 
instructional materials development into the 
secondary school. These committees have been 
appointed and two of them have started intensive 
work.8 

An important structural change based on a joint 

decision by the TCCU Team and Curriculum and Textbook Pro­

ject was the appointment of an Afghan member in each section 

to coordinate the work of the entire section in three general 

areas: 1) as a spokesman for the section; 2) as liaison with 

other sections, particularly production and editorial;, and 3) 

as an organizer and expeditor within the section in planning 

schedules and workload. Afghans took over these positions 

from their American colleagues. 

C. Policy Changes. There were three institutional 

policy-making processes within the Ministry of Education of 

Afghanistan that had a bearing on the activities of the 

Curriculum and Textbook Project; namely, 1) a series of 

8 Curriculum and Textbook Development in 
Afghanistan, Thirty-Eighth Six-Month Report, p. 5. 
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regulations and procedures established by law; 2) the 

personal decisions made by Ministers of Education within 

the legal prerogatives of their office; and 3) the con­

tractual agreements made between the government of 

Afghanistan and other governments or organizations. 

The document which established educational law in 

Afghanistan was the Constitution promulgated in 1964, which 

set down the basic educational aims and obligations of the 

State but did not attempt to detail the process by which 
9 

such objectives were to be achieved . 

A new education law was drafted in 196 7 and dis­

cussed by Parliament but never ratified. Nevertheless the 

ongoing operations of the Afghan national education system 

continued to be governed and regulated by a series of 

specific regulations scattered throughout a number of 

manuals. Relevant sections of the unratified draft of the 

education laws are cited below. 

9 Government of Afghanistan, Constitution of 
Afghanistan, Kabul, Government Press, 1964, p. 34. 
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Section 14. The Minister of Education, as the 
chief officer, shall be responsible for all 
educational matters. 

Section 15. It shall be the duty of the 
Ministry of Education to perform the following 
functions in accordance with the separate rules and 
manuals, with the assistance of the High Council of 
the Ministry of Education, the High Council of the 
University, the Ministry of Education Committee and 
the members of the Ministry; 

a. Determine the internal organization of the 
Ministry of Education. 

b. Select officials and assign their duties 
to them. 

[...J 

f. Organize and prepare the general policies, 
procedures, rules and regulations, instructions, 
curricula and syllabi, textbooks, teaching aids, 
guide books, manuals, and professional journals, 
as needed, and distribute and put into practice 
after they are approved. 

[...] 

Section 17. The Ministry of Education 
Committee, whose members shall be presidents of 
the departments and the educational advisors, 
shall be devoted to the execution of educational 
and administrative regulations, the maintenance of 
harmony between the various bureaus of the 
Ministry of Education, the preparations of pro­
posals, and the making of necessary decisions 
according to its separate regulations. The 
chairman of the Committee shall be the First Deputy 
Minister, and the meetings shall be held once 
weekly. Decisions shall be considered ready for 
execution after signing by the Minister of Education. 

[...] 

Section 25. Primary schools shall be established 
in accordance with the manual for Primary Education.10 

10 Ministry of Education, Education Law, Kabul, 
Government Press, 1967, p. 29. 
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While final policy had to be in accordance with the 

Constitution, Government Policy, and the Education Laws of 

the nation, operational educational policy emanated from 

the Ministry of Education. The Ministry of Education was 

responsible for making operational policy decisions per­

taining to the appointment of personnel, establishing rules 

and regulations, and formulating curricula and syllabi. 

Similarly, the ultimate policy-making power rested with the 

Minister of Education, as spokesman for the Afghan Government 

and the Cabinet of which he was an appointed member. 

While the Program Agreement continued to be the 

principal source of policy for the Curriculum and Textbook 

Project, ministerial directives had also been a source of 

policy. The rewriting of the educational aims and 

objectives under the auspices of the National Commission on 

Education rather than the Curriculum and Textbook Project 

is one example. The creation of the Review Committee to scru­

tinize the appropriateness of instructional materials pro­

duced by the Project prior to final approval by the Project 

Steering Committee is another example. A third example is 

Azim's directive calling for a study of problems associated 

with the use of the new instructional materials in primary 

schools. 

A major source of policy pertaining to the Curriculum 

and Textbook Project had been the formal decisions of the 
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Ministry of Education Committee. Between 19 70 and 19 72 only 

two such policy decisions had been made. The first, enacted 

in August 1971, revised the old primary school timetable to 

allow for the inclusion of the new science and health 

curriculum for grades four through six. The second decision, 

enacted in November 19 71, officially confirmed the creation 

of the Review Committee as the body responsible for 

recommending approval of Project manuscripts to the Steering 

Committee. 

The next section will describe and analyze those 

events which led to the creation of the Review Committee. 

2. The Review Committee. 

The previous chapter indicated that Akram, the 

Minister of Education, informed the project Director General 

and Coordinator that he was creating a policy-making 

Steering Committee to guide the Curriculum and Textbook 

Project. The Steering Committee was to meet bi-weekly under 

the leadership of the First Deputy Minister of Education. 

The purpose of establishing the Steering Committee was to 

achieve extensive involvement in the decision-making process 

of the project. It was an attempt to abolish the obstacles 

that hindered progress. 



The Steering Committee, as an important policy 
making body, was presided over by the First Deputy 
Minister of Education. Its members included: 
Second Deputy Minister; Presidents of Primary, 
Secondary, Vocational, Teacher Education; 
Compilation, Planning and Supervision Departments; 
Director General of Curriculum and Textbook Project; 
Chief of TCCU Team; and Chief of Education Division 
of AID/Afghanistan in Kabul.H 

An important step by the Steering Committee was the 

authorization of a Review Committee composed of professional 

advisors to look at each subject area. The Review Committee 

was to serve as representative of the Steering Committee in 

reviewing project materials, suggesting revisions where 

appropriate, and expediting its approval for publication. 

The Review Committee was divided into six working groups and 

met regularly with the Project sections. Kabul University 

continued its professional cooperation with the Curriculum 

and Textbook Project and a few university professors were 

members of designated working groups. In an interview 

N. Saidi, professor of Dari language and classical 

literature, commented: 

A working group was also designated to assist 
the Project Language Committee in resolving questions 
of punctuation, word spacing, spelling, and script, 
in order to develop uniform criteria for the new 
materiaIs.12 

11 Teacher Educa t ion i n Afghan i s t an , Kabul , TCCU 
Team, T h i r t y - F o u r t h Biannual Repor t , November 19 70 t o June 
1971 , p . 2 . 

12 M. N. N. S a i d i , A s s o c i a t e P r o f e s s o r , Kabul 
U n i v e r s i t y , P e r s o n a l I n t e r v i e w , November 18 , 1976. 
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In the Curriculum and Textbook Project as a whole, 

most of the planning centered around the developments of the 

Steering Committee. On September 30, 19 71, just prior to 

Spearman's departure and following the arrival of Fields, 

the new Chief of the TCCU Party, the Steering Committee met 

to receive A. Hamid"s oral review of the work of the 

13 Project . Various phases of the work of the Project were 

discussed, particularly the need for more effective and less 

time-consuming procedures on the part of the Review 

Committee, as well as the need for more editorial and 

translation services. Samadi, the First Deputy Minister of 

Education, indicated full backing for procuring the services 

and making the required changes. 

The process of curriculum development was moving 

from policy making to more professional and technical 

decisions relative to the development of curriculum guide­

lines. Mayerson viewed the transfer of power from the 

Steering Committee to the Review Committee as follows: 

13 Teacher Education in Afghanistan, Thirty-Fifth 
Biannual Report, p. 2. 
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The Steering Committee met to consider pro­
posals regarding the functioning of the Review 
Committee and took several actions which tended 
to clarify the situation. A Sub Committee was 
appointed to consider new personnel for the 
Review Committee and to establish guidelines 
for committee work.14 

The function of the Review Committee was to study 

the first draft of books before they were placed in pilot 

schools. The Review Committee submitted all publications 

to the Steering Committee for final approval. American 

specialists carried out the policies established by the 

Steering Committee and cooperated with their Afghan 

colleagues. At the Ministry of Education final decisions 

pertaining to curricular materials were made by the Steering 

15 Committee . The Ministry of Education faced a crucial 

problem of finding Afghans who understood the process of 

curriculum development to work in the Review Committee. 

In a developing country, one is forced to 
create writers and teachers almost overnight out 
of people who really should be students. The 
difficulty of performing this conjuring trick was 
almost impossible. But here is where the combined 
efforts of those who had interest, concern, belief, 
willingness to work, and an urge to experiment 
became absolutely crucial.16 

14 P- S. Mayerson, Language Arts Specialist, TCCU 
Team, Personal Interview, October 26, 19 76. 

15 M. G. Kauffman, Terminal Report, Kabul, TCCU 
Team, October 4, 19 71, p. 12. 

16 Ibid., p. 1. 



The first step toward setting up the necessary 

machinery for the implementation of the recommendations 

approved by the National Commission and the Board of 

Education could be traced to a time prior to the second 

phase of the Project. The need for coordination was felt 

by both the Steering Committee and the Review Committee, 

but in particular by the working groups. The formation of 

the Review Committee by the Ministry of Education forced 

the American advisors and their Afghan colleagues to be 

more exacting in the process of curriculum development. 

The official report of the TCCU Team was positive in its 

view of the Steering Committee. 

In view of the volume of books to be pro­
duced by the project (over 150 books, half in 
Dari and half in Pashto), the Steering Committee 
has authorized professional advisors as review 
committees or working groups for subject area 
in order to expedite the process of manuscript 
review and approval. In fact, the working 
groups will serve as representatives of the 
Steering Committee and should considerably 
facilitate the meeting of the Project's pro­
duction schedules.17 

However, individual American advisors responded differently 

when they commented on the creation of the Review Committee. 

17 Teacher Education in Afghanistan, Thirty-Fourth 
Biannual Report, p. 3. 
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Mackmakin said that, "The Steering Committee had to meet 

once a month and wanted to go through each book, which was 

impossible. Then the Ministry of Education appointed a 

18 Review Committee" . 

According to Schutte, the Ministry of Education 

wanted complete control over the process of curriculum 

development. The reason for the creation of the Review 

Committee was to monitor the work of foreign advisors. 

He termed the action of the Ministry of Education as 

19 "xenophobia" which he interpreted as "fear of outsiders" 

Schutte's view on the creation of the Review Committee was 

similar to that given by another American advisor, M. 

Easterly. As the first appointed research assistant to the 

Curriculum and Textbook Project, his responsibility was 

that of establishing criteria for measuring the effective­

ness of the new material in the pilot school. Easterly 

explained that "there were political questions relative to 

20 the selection of the members of the Review Committee" 

18 R. B. Mackmakin, Educational Publications 
Specialist, TCCU Team, Personal Interview, November 8, 19 76. 

19 D. G. W. Schutte, Teacher Education Specialist, 
TCCU Team, Personal Interview, August 29, 1976. 

20 M. Easterly, Research Assistant, TCCU Team, 
Personal Interview, April 16, 1976. 
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One of the purposes for the creation of the Review Committee 

21 was to monitor the work of foreign advisors, said Miel 

She commented on the process of reviewing and evaluating the 

curriculum content. 

For reviewing and evaluating the product, it 
would be good to have people, not only the 
specialists or the Review Committee and teachers 
who have used it, but people from other fields, 
a curriculum generalist, some of the Project 
people, or the American consultants. I don't 
know if you have people in Afghanistan trained 
to be curriculum generalists, to look over a 
whole series of subjects. That is probably a 
need because I think as long as you keep looking 
at each subject separately you are missing 
things.22 

Afghan specialists thought that the creation of a 

Review Committee was a positive move toward the Afghaniza-

tion of the primary school curriculum. The former president 

of the Compilation Department of the Ministry of Education, 

Entezar, explained why the Review Committee was appointed. 

Prior to the creation of the Review Committee, 
American specialists were preparing textbooks by 
borrowing content from the curriculum of other 
countries, and Afghan specialists were trying to 
translate the textbooks from English to Pashto 
and Dari. The Ministry of Education's reaction 
to this process was the creation of the Review 
Committee.23 

21 A. Miel, Professor of Curriculum, TCCU Team, 
Personal Interview, April 16, 19 76. 

22 Ibid. 

2 3 M. E. Entezar, Former President of Compilation, 
Ministry of Education, Personal Interview, July 11, 19 76. 
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Two other officials of the Ministry of Education 

supported Entezar's view in relation to the creation of 

the Review Committee. The former Second Deputy Minister of 

Education said that "the Curriculum and Textbook Project 

was a sensitive area dealing with national and social values 

24 of the Afghan society" 

To Afghans the justification for the existence of 

the Review Committee was similar. Rahimi, the Director 

General of the Curriculum and Textbook Project and the 

Chairman of the Review Committee, pointed out that "the idea 

to create a Review Committee composed of Afghan educators 

and field specialists was a political as well as a profes-

25 sional decision" . The feeling that Afghanistan education 

must reflect Afghan culture and values was deeply rooted in 

the policy of the Ministry of Education long before the 

creation of the Review Committee. 

24 M. F. Fazel, Former Deputy Minister of Education, 
Personal Interview, November 23, 19 76. 

25 M. H. Rahimi, Director General of Curriculum and 
Textbook Project, Ministry of Education, Personal Interview, 
August 21, 1976. 
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An early conference with His Excellency, the 
Minister of Education, revealed his deep concern 
for the success of the Project and that the 
curriculum and materials produced must truly and 
adequately reflect Afghan culture, aims and values. 
He dismissed the suggestion that Iranian textbooks 
might be adopted for use in Afghan primary schools 
with the beautifully expressed but telling state­
ment that we both read Hafiz and we both read Saadi, 
but we want to choose the poems our children learn.26 

As was mentioned at the beginning of this section, 

the Review Committee was divided into six working groups 

and each group was responsible for the planning and revision 

of a subject area. The next section will describe and 

analyze the process of planning and revision of the primary 

school curriculum. 

3. Planning and Revision. 

As soon as the working groups were established and 

organized, the objectives and the scope and sequence of 

each subject area were developed or approved by the Steering 

Committee as follows: The purposes and aims stated earlier 

by the National Commission were maintained. These were 

based on the values and needs of the Afghan society. The 

basic objective stated in that report is as follows: 

26 The Afghan Ministry of Education Curriculum and 
Textbook Project: Background and Recommendations for Aims 
and Organizational Pattern, Washington, D.C., USAID, 1966, 
p. 16. 
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[...] to provide for all Afghan boys and 
girls a general education in which children are 
prepared to take their places in a changing 
society, are helped to develop habits of critical 
thinking, and are given opportunities to gain 
knowledge and develop skills and abilities.27 

From this stated purpose and from the values and 

needs of Afghan society from which the purpose was drawn, 

curriculum areas were identified and curriculum objectives 

for these areas were derived. The Commission Report listed 

the following areas of concern: 

[...J moral and spiritual values, communica­
tion skills, quantitative relationships, social 
environment, physical environment, maximum 
individual development, esthetic appreciation 
and expression, changes in the home and community 
in line with modern knowledge.28 

Recognizing that within the limits of given 

resources in any particular country decisions of priorities 

must be made, the following were given consideration in 

developing the primary school curriculum: 

27 "General Objectives and Purposes of School 
Education in Afghanistan", The National Commission Report, 
Kabul, Ministry of Education, May 1968, p. 61. 

28 Ibid., p. 65. 
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1. The values and needs of Afghanistan 

2. The approved purpose and curriculum 
objectives of primary schools 

3. The purposes, curriculum, subjects, and 
time allotments of other countries, with particular 
attention to other Moslem and Southeast Asian 
countries 

4. The existing primary program of Afghanistan, 
its present arrangements, problems and practices 

5. The reactions of the Steering Committee of 
the National Commission of Education, UNESCO 
experts, Columbia team specialists, Afghan 
officials of the primary and community school, and 
USAID officials to proposals of subjects and time 
allotments.29 

Particular attention was given to the criteria, later 

approved by the Steering Committee, as guidelines for the 

curriculum framework. 

1. Priority emphasis on literacy development, 
then mathematics, then practical arts, social 
studies, science and health, and physical 
education; 

2. The necessity for building a program 
around a four-hour day with slightly less than 
four hours for grades 1, 2, and 3; 

3. The importance for considering village 
schools and community school development in 
planning proposals for a revised primary school 
program. 30 

29 Teacher Education in Afghanistan, Kabul, TCCU 
Team, Thirtieth Six-Month Report, November 196 8 to April 
1969, p. 30. 

30 Ibid., p. 27-
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As soon as the general aims and objectives, values, 

and curriculum areas were prepared by the Curriculum and 

Textbook Project and approved by the Steering Committee, 

the preparation of the courses of study continued. These 

indicated the scope of the content to be covered as well as 

the grade-by-grade sequence in which the topics were to be 

presented. In an interview, Rahimi, Director General of 

the Curriculum and Textbook Project, commented on the pre­

paration of courses of study. 

[...] each course of study was reviewed 
and revised as necessary by a committee of 
specialists appointed by the Ministry of 
Education. Members of the committees were 
selected not only on the basis of their pro­
fessional knowledge of the appropriate subject 
area but also because they had substantial 
teaching experience.31 

The next step was the writing of instructional 

materials based on the courses of study. These materials 

consisted of texts for the pupils as well as guides for 

the teachers. The Curriculum and Textbook Project team 

planned that for the first time Afghan teachers would have 

guides to use in connection with their textbooks. 

In order to obtain empirical evidence of the suit­

ability of the new materials before introducing them into 

31 H. Rahimi, Personal Interview, August 21, 19 76. 
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schools throughout the country, the Ministry of Education 

designated a number of representative schools in Jalalabad, 

Kabul and Kandahar as trial schools in which the materials 

would be taught and subsequently revised as needed. 

With the acceptance in principle of the proposed 

courses of study and the authorization of the establishment 

of working groups to develop instructional materials, 

curriculum development had entered a new stage. The major 

task that faced the Curriculum and Textbook Project was the 

development of a framework to serve as a guide for planning 

and revision of the primary school curriculum. 

The following section traces the process by which 

the curriculum framework was designed. 

A. Designing a Framework. The complicated, time-

consuming process for approval of final manuscripts became 

the overriding concern of the Project Steering Committee. 

By the summer of 1971 the acting Project Coordinator, Sayres, 

proposed a set of guidelines to be followed by the Review 

Committee and "working groups" created to recommend final 

approval of manuscripts to the Project Steering Committee. 

The proposal contained the following provisions: 


