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The education of children with special needs in Pakistan is an area which is grossly neglected and in need of urgent attention. In order to clarify the current situation in the wake of these policy documents, the present research conducted a survey of special school headteachers in Pakistan, using a purpose-built questionnaire. Target schools included all four of the categories of handicap referred to earlier and situated in each of the provinces of Pakistan, namely Punjab, Sindh, North West Frontier Province, and Baluchistan. The main objective was to sample headteacher opinion on the curricular content and needs of special schools in Pakistan and to determine what problems, if any, they encounter in designing and implementing an appropriate curriculum for pupils with special educational needs.  The overall aim of the study was to provide a coherent picture of the state of special education in Pakistan.

The education of children with special needs in Pakistan is an area which is grossly neglected and in need of urgent attention. The Seventh National Plan (Pakistan Planning Commission  1988), while quoting WHO figures for disability (10 to 15% of the population), and recognising the need for special schooling and rehabilitative services,  notes that existing facilities are few and inadequate. These facilities come under the Ministry of Health, Special Education and Social Welfare, which is responsible for providing both special schooling and integrated and comprehensive rehabilitative services. In consequence the Economic Survey (Pakistan Planning and Development Division 1991-92) has it that major current emphasis is upon improving the provision of schooling, enhancing the performance of the executive agencies, and strengthening and consolidating social welfare and rehabilitative services.

A constraining circumstance is that, as recent reports indicate, Pakistan’s children face poor performance on social indicators, and have a health status that continues to be deficient. In fact poverty keeps an estimated eight million children at work and out of school, and there is in addition a high rate of childhood disabilities. The problems faced by girls are particularly severe, restricting their access to health care, and to both education and recreation (UNICEF cited by the daily newspaper DAWN April 29 1993). 

However, the UNICEF Programme in Pakistan for 1992-96 is aimed at placing children’s concerns high on the political and development agenda, and supporting the implementation of the World Summit Declaration (United Nations 1981), and of the Convention on the Rights of the Child (United Nations 1989). It is explicitly stated by the Declaration and the Convention that the UNICEF Programme will also promote the integration of disabled and socially disadvantaged children, thus providing them with social services and basic education. The Directory of Special Education and Welfare Services for Disabled Persons in Pakistan (Pakistan National Institute of Special Education 1994) shows an increase in special education provision, though this nevertheless remains minimal in terms of current needs and of the pattern of provision. 

Services for children with special needs in Pakistan are subdivided into four categories of handicap. These are, with estimated percentages: physical 40%, mental 30%, visual 20% and hearing impairment 10% (Pakistan Ministry of Health, Special Education and Social Welfare 1981). 

The National Policy (1986 a) estimated that in 1992, 4.6 million children and young people in Pakistan would need special education. Of these, 3.7 million were said to have mild learning difficulties and to be capable of integration into ordinary schools, and 0.9 million were considered to require special schooling.

Historically, educational policy and practice in Pakistan has been influenced by the legacy of the British (1757 - 1947). Independent philosophy on special education is therefore in its infancy in Pakistan, and even so is still clearly influenced by the Warnock Report (1978). More recent curriculum and other interventions recommended by key documents published in Britain, such as The National Curriculum, SEN Code of Practice or the Green Papers will not affect the planning or implementation of special education in Pakistan in the foreseeable future. The terminology used in special education is also in need of attention. However, this is a separate issue not addressed in the present paper. For a detailed discussion of the historical development of special education in Pakistan see Lari (1988, 1996).

Curriculum Issues

The National Policy (1986 a) is primarily concerned with issues such as organising services for the disabled and the implementation of programmes, and pays insufficient attention to the crucial matter of the curriculum. The 1988 Review of Policy also fails to specify curriculum objectives or the appropriate teaching methodology to be followed, although it does state that the aims of education for children with special needs must be seen as the same as those for mainstream children, and that the curriculum in special schools should therefore reflect the broad pattern of the curriculum in ordinary schools. 

The Review of Policy also states however, that the detailed design and implementation of the curriculum, though subject to centrally issued guidelines, should be the responsibility of the heads of special schools. It recommended that pupils in special centres who are able to follow the curriculum and examination system of the federal capital or the province should do so, while for some other pupils the content of such a curriculum may need to be adapted or modified to meet their special needs. It is stressed that the fundamental difference in the curriculum for children with special needs must lie in the methods employed by teachers in response to the type of disability experienced by children, and that this difference must moreover be reflected in all related in-service training courses. 

Vocational Training

The National Policy stresses the need for improving post school vocational courses in  special education, but maintains that one of the functions of such courses  is to promote independent living, and to prepare the recipients of special education for employment. Such a function, in the view of the National Policy, requires that in addition  a vocational emphasis be placed across the curriculum at all stages of the development of special needs children. 

The National Policy also proposes that training centres be set up in each provincial capital to provide job specific training along the lines of the National Training Centre for the Disabled which currently operates in Islamabad. It further proposes that opportunities for experiencing a range of activities and for short-term job placements before making a final training choice should also be provided.  It is emphasised that centres should be organised by a senior member of staff designated as the Employment Co-ordinator, and that for the severely disabled for whom open employment is not a viable option, sheltered workshops should be set up wherever possible.

Method 

In order to clarify the current situation in the wake of these policy documents, the present research conducted a survey of special school headteachers in Pakistan, using a purpose-built questionnaire. Target schools included all four of the categories of handicap referred to earlier and situated in each of the provinces of Pakistan, namely Punjab, Sindh, North 

West Frontier Province, and Baluchistan. The main objective was to sample headteacher  opinion on the curricular content and needs of special schools in Pakistan and to determine what problems, if any, they encounter in designing and implementing an appropriate curriculum for pupils with special educational needs. 

The importance of the teacher's role as the active  agent  in handling  and communicating the curriculum is generally  acknowledged (for example, Barrow 1984), and is a particularly important area of investigation  for  future  research in  special  education  in  Pakistan. However, for the purposes of the present investigation, the headteacher was the appropriate authority to supply the kind of information which we were seeking. 

The questionnaire used in the present Study, as explained in more detail below, was designed to obtain basic information on such variables as headteachers' qualifications, training and experience; institutional data including the number, ages and principal disabilities of pupils enrolled, the  incidence of pupils with  behavioural and personality problems, and the  percentage of pupils with special needs following respectively the normal, modified or special curriculum. 

Main Objectives of the Questionnaire

The overall aim of the Study was to provide a coherent picture of the state of special education in Pakistan. Accordingly, the objectives of the Questionnaire were to secure from a sample of headteachers information in the following areas: 

1. The course content in the curriculum in special schools in Pakistan in the light of the National Policy, and concepts relating to the formal/informal curriculum in special schools.

2. Information on the identity of the authorities responsible for planning special education in Pakistan, and the extent of headteacher and teacher participation in this planning.

3. The identification of differences, if any, in the curricula in special schools offered to the four disability groups already identified, namely the:

a. mentally disabled

b. hearing impaired 

c. visually impaired

d. physically disabled

4. The identification of difficulties experienced by headteachers in achieving a balance in the curriculum for pupils with special educational needs between:

a. subjects specific to children with special needs

b. subjects which appear in the national/provincial

 curriculum in normal schools.

5. Areas in the curriculum particularly in need of attention in a design of the school curriculum.

Constraints and Difficulties of the Research Exercise

Considerable difficulties were experienced in obtaining what was considered to be an adequate response from headteachers in Pakistan. In many cases the Questionnaire was mailed to some of the headteachers several times, and many reminders were sent. Postal delays caused difficulties of communication, and some of the schools had moved premises without leaving forwarding addresses. These problems indicate some of the difficulties of conducting educational research in a developing country. In addition, as Phillips (1986) points out, institutions such as special schools are often hypersensitive to investigation of their pedagogical authority. But ultimately persistence and gentle reminders paid off, and a reasonably large and representative sample of schools was obtained. 

Administration of the Questionnaire

This sample included special schools in all four provinces of Pakistan (i.e. Sindh, Punjab, Baluchistan, and North West Frontier Province). The initial mailing was to all schools  listed in the Directory of Special Education  Programmes in  Pakistan (1986 b), though repetitions in the Directory were  discounted as also the Adult Centres for Rehabilitation. Lists of special education  centres established after 1986 were obtained from both Directorates of  Special Education  in Pakistan, at Islamabad and Lahore respectively. 

A  total of 70 questionnaires were eventually returned, which represents a response rate of 52 percent. A number of questionnaires were returned undelivered due  to the fact, as mentioned earlier, that several schools have moved without leaving  forwarding addresses. In one instance it was confirmed that a school  had closed for lack of finance and perceived need after a government centre for special needs had been established in the same area. It is also possible that some of the schools listed as having opened since 1986 had not yet commenced to function in an organised manner. 

Taking into consideration these difficulties and constraints on research in developing nations, the response obtained to the questionnaire was considered adequate, particularly in view of the non-availability of many of the schools to which the questionnaire was sent. When those schools that had moved or closed were eliminated, the response rate from the actual, as opposed to the hypothetical sample, was just over 75 percent. 

Results

Analysis of data was based upon response frequency to the items in the Questionnaire. Since some headteachers did not respond to certain items (which are therefore considered as missing values), the totals and percentages are not the same in all tables. 

Questions 3 and 4 were aimed at ascertaining the kind of curriculum existing in special schools in Pakistan, and the authority responsible for planning the curriculum. Question 4 also sought to specify to what extent headteachers and teachers participated in planning the curriculum. The results, and analysis for  question 3  are presented in Tables 1 and 2,  whereas  the responses to question 4 have been tabulated and analysed in Table 3.

Item  5 on the Questionnaire requested headteachers to rank curriculum areas for pupils with special educational needs in order of their importance in the light of the Pakistan National Policy for the Education and Rehabilitation of the Disabled (1988 Review). The rankings of curriculum areas in terms of high, medium and low priority are presented in Table 4, shows the frequency and percentage of rankings for each of nine areas of the curriculum. 

The results of this item on the questionnaire were further analysed in terms of five types of schools. A fifth category, in addition to the four categories of handicap already mentioned, had to be introduced to take into account the schools catering for more than one type of disability. 

In order to explore whether the differences between means reach significance, the Kruskal-Wallis One-Way Analysis of Variance was computed for each of the five types of schools and the nine areas of the curriculum, and the results are presented in Table 6. The Kendall Coefficient of Concordance, W, was also computed to establish whether  there was general agreement among the headteachers of special schools in Pakistan in their rankings of curriculum areas, regardless of the type of disability group served by their schools (Table 7).

Item 6 asked the headteachers to rank, in order of priority, the relative importance of each of three relevant areas in developing a curriculum for special schools.  The rankings of these items were analysed in terms of frequencies and percentages  (Table 8), and the Kendall Coefficient of Concordance was again computed to explore if agreement among headteachers in rankings of formal/informal areas of the curriculum reached significance (Table 9). 

Question 12 asked headteachers to rate a number of variables in order of importance with a view to determining the difficulties, if any, in achieving a balance in the  curriculum between:

a. subjects specific to children with special needs

b. subjects which appear in the national/provincial

 curriculum in  normal schools.

The ratings are presented in Table 10 in terms of frequencies and percentages, and the mean ratings  for each  of the items are listed with  their  rank orders.

Discussion 

The Type of Curriculum

Table 1 shows that although 50 percent of pupils in over half the special schools in  Pakistan (represented in the sample) are following the curriculum and examination system of the Federal Capital or Province, 61 percent of the schools do not have any pupils following a reduced or modified version of this curriculum. Only in nine percent of schools do all pupils require such a curriculum, while 14 percent of schools have pupils who all require a specially adapted curriculum. Table 1 shows that in the majority of special schools (67 percent) only a small percentage of pupils require a especially adapted curriculum.

Table: 1

Percentage Of Pupils Following Different Types Of Curriculum.

	TYPE OF CURRICULUM
	NUMBER OF SCHOOLS
	% OF SCHOOLS
	% OF PUPILS FOLLOWING CURRICULUM

	Curriculum and 
	25
	36
	0

	examination
	4
	6
	1 -25

	of the Federal 
	1
	1
	26 -50

	Capital or
	4
	6
	51 - 75

	Province
	15
	21
	76 - 99

	
	21
	30
	100

	
	
	
	

	A reduced or
	43
	61
	0

	modified version
	16
	23
	1 - 25

	of the curriculum
	3
	4
	26 - 50

	set by the
	2
	3 
	51 - 75

	Federal Capital
	0
	0
	76 - 99

	or Province
	6
	9
	100

	
	
	
	

	A specially adapted 
	32
	46
	0

	curriculum
	15
	21
	1 - 25

	which emphasises
	5
	7
	26 - 50

	the acquisition of life 
	2
	3
	51 - 75

	skills and the skills 
	6
	9
	76 - 99

	of self maintenance
	10
	14
	100


The data obtained for the type of curriculum were further analysed in terms of type of disability, and the results presented in Table 2, indicate that while nine out of 10 schools catering for the mentally disabled have no pupils following the curriculum and examination system of the Federal Capital or the Province, a large number of schools catering for all other types of disability have a high percentage of their pupils (76 to 100 percent) following such a curriculum. 

Table: 2

Percentage Of Pupils Following Different Types

Of Curriculum In The Respective School Categories.

	Types of Curriculum
	School Categories



	
	          M.D.
	V.I
	H.I
	P.D
	More than one disability
	% of pupils following curriculum

	
	f
	%
	f
	%
	f
	%
	f
	%
	f
	%
	

	Curriculum and
	9
	90
	3
	27
	8
	38
	1
	10
	4
	22
	0

	examination
	0
	
	0
	
	1
	5
	0
	
	3
	17
	1-25

	system of the
	1
	10
	0
	
	0
	
	0
	
	0
	
	26-50

	Federal 
	0
	
	2
	18
	2
	9
	0
	
	0
	
	51-75

	Capital/
	0
	
	6
	55
	10
	48
	9
	90
	11
	61
	76-100

	Province
	
	
	
	
	
	
	
	
	
	
	

	A reduced or
	7
	70
	8
	73
	9
	43
	8
	80
	11
	61
	0

	modified 
	3
	30
	1
	9
	5
	24
	1
	10
	6
	33
	1-25

	version of the
	0
	
	0
	
	2
	9
	1
	10
	0
	
	26-50

	curriculum set
	0
	
	0
	
	1
	5
	0
	
	1
	6
	51-75

	by the Federal
	0
	
	2
	18
	4
	19
	0
	
	0
	
	76-100

	Capital/
	
	
	
	
	
	
	
	
	
	
	

	Province
	
	
	
	
	
	
	
	
	
	
	

	A specially 
	0
	
	5
	46
	13
	62
	7
	70
	7
	39
	0

	adapted 
	0
	
	4
	36
	4
	19
	2
	20
	5
	28
	1-25

	curriculum
	1
	10
	1
	9
	1
	4
	0
	
	2
	11
	26-50

	 
	0
	
	0
	
	1
	5
	1
	10
	0
	
	51-75

	
	9
	90
	1
	9
	2
	10
	0
	
	4
	22
	76-100


Key to School Categories

M.D. = Mental Disability
V.I. = Visual Imapairment

H.I. = Hearing Imapairment
P.D. = Physical Disability

Hegarty and Pocklington (1982) point out that curricular provision for pupils with special needs in Britain ranges from special curricula with little or no reference to work being done by their age peers, to an unsupported normal curriculum. Headteachers' responses to the questionnaire show that this is equally applicable to pupils with special educational needs in Pakistan. However due to the difficulties involved in catering for such a variety of needs, perhaps curriculum development in special education in Pakistan has not received the attention that it deserves. 

Warnock (1978) places great emphasis on the type of curriculum required for pupils with special educational needs, and Brennan (1979) and Ainscow (1988 a, b) point out that the problem in special education is to match curricular resources to the needs of pupils. However, Warnock (1978) also expresses concern that many special schools in Britain are isolated from mainstream curriculum development, and upholds the right of pupils with special needs to gain access to the same curriculum as is available to their peers. But the curriculum in mainstream schools has been criticised for being inadequate and narrow in range in many developing nations, and this raises questions about its suitability for pupils with special educational needs.

Swann (1982) points out that subjects may be taught in the special curriculum which are not a part of the ordinary curriculum, and it is likely that the concentration on basic subjects will mean less time for teaching these broader subjects. For children with learning difficulties, Brennan (1987) suggests a concept/experience defined common curriculum based upon definitions of the pupil's own experiences and related to the pupil's environment.

The Directorate General of Special Education in Islamabad has supplied the primary curriculum for a number of government special schools with pupils manifesting  sensory impairment. However, no follow-up study has been conducted to determine if this curriculum is in fact being used by these schools. 

Only a rough guideline document is at present available for pupils with learning difficulties, while no documented curriculum is available for pupils with physical disabilities. Perhaps the assumption is that the latter are more able to cope with the curriculum in ordinary schools. However, Swann (1982) points out that physically handicapped children often require a special curriculum because they are also academically less able, and this needs to be taken into account in planning a curriculum for these pupils.

Carter (1982), the Programme Director of the Schools Council Report on Curriculum Development in Special Education, observes how teachers in Britain have often found it helpful to know how their colleagues tackle different problems creating their own solutions and opportunities. This knowledge should have an even greater significance for teachers in special education in Pakistan and other developing countries, since many of them have had no formal training, and do not have at their disposal the vast literature for consultation available in British libraries and in other advanced Western countries. It would undoubtedly be helpful to teachers in Pakistan to have some information from schools where there is a keen interest in developing and enriching the curriculum. Research undertaken along these lines in the special schools in Pakistan would undoubtedly generate a valuable data base for teachers in special education that should be useful to others engaged in reviewing and developing their own practice.

Table 3, shows the authority responsible for planning the curriculum and the participation of headteachers and teachers in this task. The National Policy (1986-1988) indicates that the headteacher is responsible for developing a curriculum for his/her school. However, the figures in Table 3 show that headteachers accept this responsibility only 41 percent of the time. The present writer suggests that this may be the result of lack of available information as to how to tackle such an enormous task. With this in mind it seems advisable that a council for the curriculum in special schools should be set up including heads and experienced teachers in special schools, and co-ordinated by the Directorate of Special Education in each Province, or by the Bureau of Curriculum Development, and one of their functions should be to generate research in this important field.

Table: 3

Bodies Responsible For Planning The School Curriculum.

	BODIES RESPONSIBLE FOR PLANNING THE SCHOOL CURRICULUM   
	f
	%

	The Federal Capital      
	25    
	36

	Provincial Boards of Education.  
	28    
	41

	Headteachers.       
	28    
	41

	Teachers.         
	22      
	32


Content in the Curriculum

A large majority of headteachers (86 percent) give the highest priority to functional academics in the curriculum for pupils with special needs (Table 4). This concentration on the teaching of basic subjects is not surprising since success in the rest of education depends on reading, writing and computing. It is generally accepted that all children require a basic core of essential knowledge and skills in order to function adequately in the society in which they live (Tansley and Gulliford 1960, Brennan 1974, and Wilson and Evans 1980). However, this indicates the formal nature of the curriculum that may leave much to be desired in other areas such as creative activities (music, art and craft activities) and physical education which are insufficiently stressed. 

Table: 4

Headteachers' Ranking Of Curriculum Areas, By Level Of Priority.

	CURRICULUM AREAS
	High Priority (1-3)


	Medium Priority (4-6)


	Low Priority (7-9)


	Total

	
	f
	%
	f
	%
	f
	%
	f
	%

	Functional academics  
	54
	86
	7
	11
	2
	3
	63
	100

	Music, art and craft 
	   9
	15
	38
	62
	14
	23
	61
	100

	Social studies 
	8
	13
	11
	19
	40
	68
	59
	100

	Social skills training 
	41
	66
	14
	23
	7
	11
	58
	100

	Science studies 
	5
	9
	10
	17
	43
	74
	58
	100

	Religious education 
	20
	33
	23
	37
	19
	30
	62
	100

	Practical skills training
	26
	43
	21
	35
	13
	21
	60
	99

	Vocational training
	17
	27
	27
	44
	18
	29
	62
	100

	Physical education 
	15
	25
	27
	44
	19
	31
	61
	100


Headteachers and teachers need to place greater emphasis on a curriculum built around children's experience and activity. The therapeutic role of these activities in teaching children with special needs is now well recognised (Stott 1966, Galloway and Goodwin 1979, Wilson and Evans 1980); and as Hewett (1968) and Rutter et al (1970) point out, the teaching of literacy and numeracy can in itself be therapeutic.

More detailed attention needs to be given to the role played by subjects such as art and craft activities, music, drama and physical education.  Valente  (1991) on the basis of research involving all Bodies in Britain concerned with the use of the creative arts with special needs children concludes that the current situation of the creative arts regarding children with special educational needs in Britain is highly unsatisfactory. 

This is generally even more true of developing nations. It is suggested by Warnock (1978) among others that these subjects can be followed on a joint basis by pupils from special and ordinary schools which would help to  maintain links with local mainstream schools. Such a practice has been known to result in significant social and educational gains achieved by pupils attending such courses (Schools Council Report 1982). Teachers in ordinary schools and in integrated settings can use these opportunities to promote positive attitudes towards children with special needs through acceptance of individual differences and by dispelling any fears and myths regarding the disabled.

Research needs to be carried out in special schools in Pakistan with a view to collecting examples of curriculum development in all content areas including language, science, mathematics, social studies, art and craft activities, home economics and practical and vocational training. In view of the agricultural economy of Pakistan, greater emphasis needs to be placed on rural science and environmental studies. In order to encourage pupil interest in agriculture, a starting point on a small scale, not involving too much additional expenditure, could be for each school to start a vegetable garden with the school mali (gardener) in charge. This would also result in increased contacts between the home and school and community links in the wider sense could be stengthened.

It must be noted however, that the present survey revealed that nearly all the special schools are located in urban communities, and the advice that emphasis should be placed on a  rural curriculum may not only be unwelcome but inappropriate. And keeping in mind Blaug's (1973) warning that parental approval towards such an effort is essential for success, every effort should be made to promote parental involvement. (The role of parents in the education of children with special needs is increasingly emphasised in Western literature, for example see Younghusband et al 1970, Warnock 1978, Kirk and Gallagher 1979, Galloway 1979, and Tomlinson 1982). 

Sixty six percent of headteachers give social skills training a high priority in the curriculum. It is interesting to note that in a study conducted by the present writer at a school for children with mild to moderate learning difficulties in Karachi, the parents of these children also stressed the need for developing social skills and vocational training programmes as part of the curriculum. Gulliford (1979), Power (1981) and Brennan (1985) all discuss the issues involved in social skills training. 

Table: 5

Headteachers' Rankings Of High Priority Curriculum Areas,

By Different School Categories.

	CURRICULUM AREAS
	School Categories



	
	M.D              
	V.I
	H.I
	P.D
	More than 1 disability

	Functional academics  
	75
	78
	95
	89
	82

	Music, art and craft 
	25
	33
	16
	0
	6

	Social studies 
	0
	22
	0
	33
	19

	Social skills training 
	88
	33
	68
	56
	77

	Science studies 
	0
	0
	6
	11
	20

	Religious education 
	0
	56
	37
	44
	24

	Practical skills training
	86
	22
	37
	44
	44

	Vocational training
	25
	33
	35
	22
	24

	Physical education 
	25
	33
	11
	33
	31


The curriculum in these special schools is not very different from ordinary schools, though sometimes these children receive a reduced or modified version of the curriculum. Since the ordinary curriculum itself is not suited to the needs of pupils, a radical reappraisal of the curriculum in special schools in Pakistan is required.

Introducing change and innovation in schools is a difficult task. New initiatives, if planned, must take into account local traditions in attempting to devise ways in which these approaches can best be utilised for positive teaching.

Although there are some differences in ranking of curriculum areas by headteachers these differences were not found to be significant (Table 6 and Table 7), and there was general agreement among headteachers as to the relative importance of different areas of the curriculum. This supports the view taken by the present writers that the curriculum should be the same in all schools, with a difference in emphasis according to the individual needs of children.

Formal/Informal Curriculum

The formal programme of lessons in the time-table is given the highest priority by headteachers (Table 8), and this has already been discussed in detail in the foregoing section. However, academic and social education should carry on side by side, and the

second highest priority is given to the informal curriculum (the nature of relationships,

 Table: 6

Agreement Of Headteachers In Ranking Of Curriculum Areas  (Kruskal-Wallis).

	Curriculum Areas
	n
	X2
	X2 Corrected for ties

	Functional academics
	 63  
	6.708   
	7.921  

	Music, art and craft activities
	 61   
	7.605   
	7.844 

	Social studies 
	 59 
	1.973  
	2.046 

	Social Skills training 
	 62  
	4.742   
	5.073 

	Science studies
	 58 
	9.774* 
	10.477*

	Religious education
	 62   
	3.057   
	3.099

	Practical Skills training
	 60  
	4.927   
	5.034

	Vocational Training
	 62  
	4.282   
	4.374

	Physical education
	 61 
	13.143**   
	13.377** 


*p<.05.  **p<.01

Table: 7

Agreement Of Headteachers In Rankings Of Curriculum Areas

(Kendall Coefficient Of Concordance).

	CURRICULUM AREAS
	MEAN RANK

	Functional academics
	3.40

	Music, art and craft activities
	5.52

	Social studies
	5.78

	Social skills training
	3.87

	Science studies
	5.05

	Religious education
	5.38

	Practical skills training
	4.86

	Vocational training
	5.61

	Physical education
	5.53


	n
	W
	X2
	df
	p

	58
	0935
	43.4051
	8 
	.0000


attitudes, behaviour and general quality of life in the school). The importance of the informal curriculum and school ethos has been greatly stressed by writers in the field and Swann (1982), investigating the special ethos of schools for the maladjusted, found their aims and methods to be the same as those of any good school. 

Educators in developing nations should take heart from the evidence provided by numerous studies that material resources and finances are less significant than factors such as school ethos and effective organisation in promoting school effectiveness (Hargreaves 1967, Jencks et al 1972, Rutter et al 1979, Rutter 1983, Galloway 1985, Phillips et al 1985, Reynolds and Cuttance 1992). 

Table: 8

Headteachers' Rankings Of The Relative Importance Of

Formal/Informal Areas Of The Curriculum.

	Formal/Informal Areas of the curriculum
	High Priority (1-3)


	Medium Priority (4-6)


	Low

Priority (7-9)


	Total

	
	f
	%
	f
	%
	f
	%
	f
	%

	The formal programme of lessons in the time table
	34
	54
	12
	19
	17
	27
	63
	100

	Extra-curricular and out of school activities.
	 8
	13
	26
	41
	29
	46
	53
	100

	The nature of relationships, attitudes, behaviour, and general quality of life in the school.
	28
	44
	22
	35
	13
	21
	63
	100


Table: 9

Agreement Of Headteachers In Rankings

Of Formal/Informal Areas Of The Curriculum

(Kendall Coefficient Of Concordance).

	INFORMAL CURRICULUM
	MEAN RANK

	a) The formal programme of   lessons in the timetable 
	1.79

	b) Extra-curricular and out of school activities
	2.38

	c) The nature of relationships, attitudes, behaviour and general quality of life in the school
	1.83


	n
	W
	X2
	df
	p

	63
	1150
	14.49
	2 
	.0007


Extracurricular and out-of-school activities are ranked third in terms of priority. It is well to point out that for pupils with special educational needs in particular, extracurricular activities may provide opportunities for independence and success, thus moderating the sometimes negative impact of other facets of schooling. These activities can also be used as an  aid to regular classroom work, for example, in drama, art, or physical education, and can be used to promote language activities. Bloom (1981) suggests that teachers must take out-of-school learning into consideration in order to deal with the very real problems posed by these environments, and that the school must provide an educative environment which can be appropriately related to this learning, a point emphasised by Leichter (1985). Keay (1938) states that during the Muslim rule in pre-partition India, schools were closely connected with life outside the school, and that individual rather than group teaching was the rule. This provided the space needed for each pupil to develop at his/her own speed in accordance with individual interests and abilities, and not only special schools but all schools would do well to follow this tradition. 

Factors affecting Balance in the Curriculum 

Table 10 shows that a large percentage of the headteachers appear to experience difficulties in achieving a balance in the curriculum for pupils with special educational needs. Headteachers have indicated that they experience the greatest difficulty in planning 

Table: 10

Headteachers Ratings, In Terms Of Importance,

Of Difficulties Affecting Curriculum Balance.

	DIFFICULTIES EXPERIENCED IN ACHIEVING BALANCE IN CURRICULUM FOR PUPILS WITH SPECIAL EDUCATIONAL NEEDS.
	Ratings of Factors

	
	1 - 2
	3 - 4
	MEAN
	RANK

	
	f
	%
	f
	%
	RATING
	ORDER

	Specifying the attributes and needs of your pupils.
	15
	23
	50
	77
	3.10
	4

	Planning an integrated curriculum with appropriate interaction between special and normal curriculum. 
	13
	20
	52
	80
	3.26
	1

	Devising appropriate teaching methods to achieve the aims of the curriculum.
	10
	15
	55
	85
	3.23
	2

	Setting objectives for the abilities skills and attitudes to be acquired by your pupils.    
	16
	25
	49
	75
	3.07
	5

	Selecting appropriate learning experiences to achieve these objectives.
	9
	14
	56   
	86
	3.23 
	2

	Choosing suitable materials for teaching.
	19  
	29  
	46  
	 71   
	3.04  
	6

	Distributing the time available between the special and normal components of the curriculum.       
	26 
	40 
	39 
	60
	2.86 
	7


an integrated curriculum with appropriate interaction between special and normal curriculum, although distributing the time available between the special and normal components of the curriculum has received the lowest rating, and is regarded as but a minor problem. Devising appropriate teaching methods to achieve the aims of the curriculum, and selecting appropriate learning experiences to achieve objectives, are ranked as number two in the areas in which headteachers experience difficulties. The next two areas in which difficulties are experienced are specifying the needs and attributes of pupils, and setting objectives for the abilities, skills and attitudes to be acquired by pupils respectively. Choosing suitable materials for teaching is ranked as number 6 as an area of difficulty. 

The majority of headteachers rated all listed factors as either important or very important (Table 10). This supports the foregoing contention that headteachers need more help with programme planning in order to achieve a balance in the curriculum, and Brennan (1985) indicates that this is a complex task. In relative terms at least, headteachers experience lesser difficulty in specifying the needs of pupils and in setting teaching objectives, and this is a positive sign. It seems to suggest however that greater difficulties are experienced in planning a curriculum at the school level. 

Headteachers invited to make further suggestions about the curriculum in special schools used this opportunity to voice their views on more general concerns regarding the whole area of special education in Pakistan, and some of these are presented and discussed in the next section.

Conclusions And Suggestions For Future Research

Planning the Special School Curriculum

Headteachers participating in the Study emphasise both the academic and  personal-social development of pupils with special educational needs. However, they express considerable difficulties in  planning the curriculum to achieve these goals. The survey conducted in the special schools in Pakistan reveals  wide variations in the curriculum in these schools, but also serves to highlight some examples of good practice. 

The Curriculum Bureau in each province should take on a lead role in conducting research. The aim should be to develop a comprehensive picture of the curriculum existing in Pakistani special schools with a view to identifying the best of existing practice in different school settings, and through a discussion of comparative strengths and weaknesses in existing curricula to provide a basis for improvements in the curricula obtaining in these schools (for example, see Brennan 1979, Hegarty et al 1982). 

Relevance in the Curriculum

A large number of pupils in Pakistani special schools are following the same curriculum as their peers in ordinary schools, and this in some ways is a positive sign in that it makes the whole curriculum  accessible to children with disabilities. Nevertheless, since the existing curriculum is unsuitable to the requirements of children with special educational needs, research to investigate how this curriculum can be made more relevant to the needs of these children is essential. For example, Baine (1988) documents research in developing countries indicating that the daily life experience of pupils is completely ignored in the school, and that the curriculum tends to be literary and non-practical. And Hawes (1979) states that attempts to integrate the school and the community do not, at that time at least, meet with success. 

With respect to relevance in the curriculum, Mittler (1993) suggests that one way of thinking is to take as our starting point the everyday life of an adult with a disability, and ask ourselves what schools can contribute to enable those pupils who will one day be in this position to become valued citizens in their local communities. The answer, he says, is that we should provide them with economic independence, access to the whole range of community resources and services, and the chance to have satisfying relationships with others. Schools need to think of ways to avoid an over-emphasis on the content of an academic curriculum, and of introducing innovative methods of teaching, if children with special educational needs are to be successfully integrated into ordinary schools. Baine (1988) indicates that, in developing countries, children with special educational needs can be supported in the ordinary class in a number of ways, for example through the use of the buddy systems, peer tutoring and the use of volunteers.

For meaningful integration to take place, the curriculum in ordinary schools needs to be much wider in scope; that is, it needs to be more flexible. The teaching methods also should be sufficiently flexible  to allow for slow progress as well as accelerated learning. Above all, every pupil should regularly experience success, and should be helped to acquire a positive self-concept.

The headteachers who participated in the Study have expressed the need for guidance in formulating an appropriate curriculum for their pupils. Research should be directed at, for example, experimenting with teaching methods and learning approaches, and developing instructional materials for use in Pakistani schools. These methods and techniques need not only to be adapted to the individual needs of the child, but must be considered in relation to their cultural appropriateness, the resources available, and the competence level of the staff.

Vocational Training

The emphasis on vocational education revealed by the present Study is centred particularly upon the need to provide economic independence for pupils with disabilities. In many developing countries educated young people (with and without disabilities), are 

experiencing great difficulty in finding suitable employment, an experience which is not uncommon in some developed countries. This increases the demand in both the ordinary and special schools in Pakistan for a revision of the curriculum in order to make it more vocationally appropriate.

It is however essential that in planning vocational programmes for pupils with disabilities, careful consideration is given to both the current and future needs of the community. Eedle (1971) says that in special education, it is even more essential to provide a follow-up service for school leavers in order to ensure that hopes raised by the provision of education are not dashed by unemployment at a later stage. He further states that although integrated employment in normal settings is desirable in principle, in practice employment in sheltered workshops or co-operative rural settlements may prove to be the best form of placement for handicapped school leavers. In view of the fact that in agrarian societies, many of those with mild forms of disability are already integrated into the community, more research is needed before any conclusions can be drawn in this regard. At the same time, much greater effort is required to increase public awareness and acceptance of the handicapped in developing countries.

Research findings indicate that too much emphasis is placed on cognitive and technical skills in the curriculum, and insufficient importance is given to social and communication skills. Affective dimensions are also neglected, and these variables are particularly important in the education of pupils with special needs. Foster's (1966) suggestion to provide vocational education outside schools, and to link such education to on-the-job training, also deserves consideration. However, educational reforms can only work when accompanied by appropriate changes in the social and political framework of the countries concerned. Legislation in favour of the disabled is also necessary.

With this background it is evident that curriculum development in special education in Pakistan is in need of urgent attention. The suggestions made in the present paper it is hoped, may provide a beginning towards a discussion of some of the issues involved.
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