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Chapter 1

Curriculum Perspectives

Reading

(
No 1

Definitions and Frameworks

The term `curriculum' has become popular in educational circles in recent decades. In Australia it has taken some time to become accepted and has only been used extensively in the last two decades. However, while the term may be of recent vintage, the concepts basic to curriculum have been in operation as long as formal education has existed.

`Curriculum' is also a more comprehensive term than previously preferred terms such as `syllabus' and `instruction'. A syllabus is typically a list of content areas, which are to be assessed, though it may be extended to include some objectives and learning activities. As such, it can be considered to be a sub-section of a curriculum. `Instruction' may be considered to be the activities that the teacher undertakes to enhance student learning and thereby it also is a sub-section of a curriculum. 

Paradoxically the term `curriculum' has a long history. Curriculum was considered by writers on education such as Plato (4thC BC), Comenius (7thC AD) and Froebel (19thC AD), though it was not until the late 19th century that curriculum became a popular issue. The term itself comes from the Latin root meaning "racecourse". To many students a curriculum still appears in that sense - as a race to be run or perhaps a steeplechase with a series of obstacles (such as subjects) to be passed.

The following definitions have come from a variety of perceptions of curriculum, though they represent most of the accepted approaches.

	Tyler (1949)
	All of the learning of students which is planned by and directed by the school to attain its educational goals.

	Goodlad (1963)
	A curriculum consists of all those learnings intended for the student or group of students.

	Wheeler (1967)
	It is with these deliberate, systematic, planned attempts to change behaviour that curriculum is concerned. By `curriculum' we mean the planned experiences offered to the learner under the guidance of the school.

	Richmond (1971)
	To this day the common tendency is to equate the curriculum with the syllabus, a course of study, or subjects.

	Oliver (1973)
	Basically the curriculum is what happens to children as a result of what teachers do. It includes all of the experiences of children for which schools should take responsibility.

	Tanner (1975)
	The planned and guided learning experiences and intended learning outcomes, formulated through the systematic reconstruction of knowledge and experience, under the auspices of the school, for the learners' continuous and wilful growth in personal social competence.

	Curriculum Development Centre (1975)
	A broad concept of curriculum includes the experience which a child totality of undergoes during his schooling.

	Louden (1978)
	(Director of Educational Services, EDWA) ... all the learning experiences a child has in the school. Some people see it only as the sum of the planned learning experiences, but I think it has to be more inclusive than this. It is seen as the sum of all the learning organization and school climate every bit as much as syllabus content and teaching methodology.

	Marsh (1980)
	Curriculum is concerned with total classroom activities in both the planning and execution phases and furthermore the curriculum plans involve the integration of such elements as the goals, the content, the teaching techniques, and the forms of evaluation.




Overall, providing a definition for the term “curriculum” is no easy task.  Smith and Lovat (2003) argue that rather than analysing curriculum definitions, it is more important to be aware of issues raised by curriculum definitions.  Marsh and Willis (2003), in discussing definitions of curriculum cite the work of Portelli (1987) who suggests that more than 120 definitions have appeared in the professional literature concerning curriculum.  

Curriculum writers (Brady & Kennedy, 1999; Kelly, 2004; Marsh & Stafford, 1984; Pratt, 1980; Print, 1987, 1993; Smith & Lovat, 2003) agree curriculum is defined in different ways. Print (1987, p. 3) contends that these differences often stem from the curriculum writer’s own view of what curriculum should be, but a common element in the usage of the term ‘curriculum’ has to do with planning the activities of learners (Pratt, 1980, p. 4). 

Smith and Lovat (2003, p. 21) typify definitions of curriculum as either being normative or descriptive.  The former refers to definitions that state what the curriculum should be, while the latter is exemplified by curriculum writers who define curriculum using statements describing what curriculum is: for example, the former is typified by definitions such as, “All of the learning of students which is planned by and directed by the school to attain its educational goals” (Tyler, 1949, cited in Print, 1993, p. 8) and “Curriculum is such ‘permanent subjects’ as grammar, reading, logic rhetoric, mathematics, and the greatest books of the Western world that best embody essential knowledge” (cited in Marsh and Willis, 2003, p. 8).

Conversely, definitions such as curriculum is “dynamic and includes all the learning experiences provided for the student.  It encompasses the learning environment, teaching methods, the resources provided for learning, the systems of the environment, the schools ethos and the ways in which students and staff behave towards one another” (Curriculum Council, 1998, p. 16), and “… an interrelated set of plans and experiences that a student undertakes under the guidance of the school” (Marsh and Willis, 2003, p. 13), emphasise an organic and flexible approach to curriculum, and could be classified as “descriptive” by Smith and Lovat (2003).

Smith and Lovat (2003) further argue that analysing specific definitions of curriculum is not the most important task (p. 6) in curriculum design and construction, but suggest the need  to be aware of issues and questions that any definition of curriculum raise. Marsh and Stafford (1984) agree with this sentiment when commenting that the search for the correct definition of curriculum is  redundant and find the task of examining curriculum decision making in practical school situations more important( p. 3), while Goodson and Anstead (1994) encourage curriculum writers to look more frequently at the classroom to provide an internal view of curriculum as “enacted, transacted realized and received” (p. 51).

Print (1993) contends that the search for an appropriate definition of the ‘term’ curriculum has become increasingly problematic over time and recommends that those writing about curriculum need to first provide an interpretation of the concept itself.  Interestingly, despite the ongoing debate about the need to define curriculum, many writers provide a definition of this term. In doing so, regardless of one’s perception of what constitutes a curriculum, the provision of a definition does provide a basis for subsequent discussion.  As suggested by Ainsworth (2004, p.4), “understanding the different ways in which curriculum has been conceptualised and typified over the years is necessary to enable the process and evolution of change in curriculum construction to be seen as “effective [and] … implemented according to carefully thought-out strategies” (Kelly, 2004, p. 2). An “appreciation of where the field is now is strengthened and illuminated by an understanding of its evolution from the past” (Pratt, 1980, p. 16) and much of the contemporary thinking, as adopted by Australian educationalists, reflect the work of overseas curriculum theorists, particularly from within the United States (US) (Marsh & Stafford, 1984, p. 92, 121).”

Of concern for the twenty-first century is the focus on a framework approach to the concept of curriculum. An example is the Western Australian Curriculum Framework, which makes the following comment on its purpose and focus (p.6).

Purpose of the Curriculum Framework

The Curriculum Framework sets out what all students should know, understand, value and be able to do as a result of the programs they undertake in schools in Western Australia, from kindergarten through to year 12. Its fundamental purpose is to provide a structure around which schools can build educational programs that ensure students achieve greed outcomes.

It is neither a curriculum nor a syllabus, but a framework identifying common learning outcomes for all students, whether they attend government or non-government schools or receive home schooling. It is intended to give schools and teachers flexibility and ownership over curriculum in a dynamic and rapidly-changing world environment. 

An outcomes focus

The Curriculum Framework makes explicit the learning outcomes which all Western Australian students should achieve. This focus on outcomes represents a major shift in school curriculum from a focus on educational inputs and time allocation toward one that emphasis the desired results of schooling. 

The Curriculum Framework establishes learning outcome for all students, regardless of who they are, which school they attend, where they are from, or what approach their school takes to help them achieve those outcomes. These learning outcomes are set out in this document within the Overarching and eight Learning Area Statements.

Schools and teachers will use the Curriculum Framework to develop their own learning and teaching programs according to their circumstance, ethos and the needs of their students.

The Curriculum Framework does not prevent schools from offering programs that enable students to achieve outcomes additional to those specified in this document.

By way of comment on this stated purpose and focus of the Curriculum Framework we should note the following two important points. First, the approach requires teachers to consider the outcomes and then find appropriate content, which will enable their students to achieve them. This will mean establishing how far content is dictated by the outcome in question and how much time is required to get students to the point of completion. Second, it will also mean deciding on the best methods for delivering the content. Both of these mean the use of professional judgement. The second – choosing the best methods – is not new for teachers, but the first – deciding on what content is most suited or necessary to achieve a particular outcome, where no specific or detailed information is provided – may require teachers to move into curriculum planning much more fully than has been required in the past. Some frameworks, such as the Outcomes and Standards Framework developed by the Education Department of Western Australia, include pointers, which provide content information within a framework outcomes based structure. For more discussion on the use of pointers see the end section of chapter 10.

In 2001 the Curriculum Council was granted the intellectual property rights and given the task of reviewing the Student Outcome Statements with the aims of clarification, ensuring consistency and aligning them more closely to the Curriculum Framework.  Part of the work included analysis of the Student Outcome Statements undertaken by the Australian Council of Educational Research (ACER).  The review of the progress maps was completed on 31 January 2003.

In 2005 the Curriculum Council printed the Curriculum Framework Progress Maps, while the Department of Education and Training released the revised Outcomes and Standards Framework.  Essentially, the two documents are the same, with the exception that the Outcomes and Standards Framework includes the identification achievement targets for various year levels.

Diagrammatically, the more recent definitions of curriculum may be extended as follows.

Schooling
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If the above diagram refers to what happens in schools, then schooling might be defined as the totality of student learning associated with the school. Curriculum then could be seen as all the planned learning opportunities offered to learners by the school. That is, offered to learners regardless of whether the students learnt what was presented or not! The difference between the two concepts is an indefinite amount of student learning that was not planned. This has subsequently become known as the hidden curriculum.

One distinction that is important to make and that reinforces the idea as above is the difference between the terms `learning experience' and `learning opportunity'. A learning opportunity is a situation, which has been contrived by a teacher in order to facilitate learning. A science experiment, a field trip, an art exercise and so forth are examples. Whether or not a student actually learns what is intended is dependent upon a complex of factors including personal motivation, prior experience, perception of the learning task, effectiveness of the planned learning opportunity and so forth. For example, a year one teacher may plan that students will learn to write lower case letters correctly. However, the outcome of the learning opportunity may be that the student confuses certain letters and learns to dislike writing. What actually is learnt is referred to as the learning experience.

Thus the learning opportunity that the teacher provides will probably result in some learning. Whether or not it is the intended learning, however, may be in doubt. Therefore, teachers hope that a high correlation will exist between a learning opportunity and the resultant learning experience.

The Hidden Curriculum

What is the hidden curriculum? How does it operate? Is it always negative? The following examples help answer these questions and illustrate the pervasive nature of the hidden curriculum operating in our schools.

A primary school teacher calls for volunteers to assist her with classroom duties. She selects boys to do the masculine tasks (clean the blackboard, move chairs) and girls to perform the more gentle tasks (handing out paper, collecting pencils).

What message is the teacher passing on to students? What are students unconsciously learning?

A high school principal has formed a student council to assist with running the school. Students are elected by their peers, with no teacher veto. When the council meets, representatives elect a leader, again without teacher interference. The principal accepts the advice of the student council and does his best to implement it.

What does this tell us about how students are regarded at this school? How does the principal treat students in this context?

A lecturer is annoyed by background noise during the course of a lecture. Students are told to leave the lecture room if they have been talking. Some do, but others who have been talking do not.

What message do the students learn from this situation?


The hidden curriculum may be considered positive or negative, though it depends to some degree on one's point of view. Typically, all of the examples above, except the second, would be considered as negative examples of the hidden curriculum in operation. In the first example, the primary school teacher is reinforcing sex stereotypes by allocating certain tasks to girls. Unknowingly, students learn to associate certain tasks with each sex and this may well become the basis for a range of sex stereotyping behaviour. Whether you consider this an example of positive or negative hidden curriculum depends upon your point of view and, perhaps, what you learnt through the hidden curriculum.

The examples of hidden curriculum highlight the essential feature of the concept - its hiddenness. The messages passed on to students are essentially `hidden' from them - at least in the sense that they have not been stated explicitly. Other researchers suggest that the hidden curriculum may also be hidden to teachers, as well as students, at least at a conscious level. In the first and fourth examples cited, it is quite possible that the teachers were quite unaware of what they were doing. The irony of the third example was probably not lost on the students and hopefully the teacher can find a way to overcome his dilemma.

How then is the hidden curriculum defined?

... the hidden curriculum refers to the outcomes of education, and or the processes leading to those outcomes, which are not explicitly intended by educators. These outcomes are generally not explicitly intended because they are not stated by teachers in their oral or written lists of objectives, nor are they included in educational statements of intent such as syllabuses, school policy documents or curriculum projects.

(Seddon, 1983, pp. 1-2)


Hewitson (1982) suggests that the hidden curriculum is acquired by students at three levels -

· the school system as part of the society,

· the operation of the school, and

· the functioning of the classroom.

Most studies of the hidden curriculum have concentrated upon the latter two levels while more recent studies examine the school in the broader societal context.

The essential features of the hidden curriculum have been identified by Hewitson (1982, p. 1).

· Learning the hidden curriculum is not the result of deliberate efforts on the part of learners, but is mainly inferred on their part. Such learning accrues over time as a seemingly inevitable consequence of continued exposure to delimited perceptions of reality. In this regard, it is something `done to' learners, not something done with them or with their conscious assent.

· What is perceived or inferred by learners comes to be taken as the natural order of things: ie. their social reality appears to have been ordained by nature rather than structured by man.

· At the societal level, the course of the hidden curriculum lies in the way the school system is structured and resourced to achieve the functions for which it is established and maintained. Broadly speaking these functions have to do with preparing learners for future roles in society.

· At the school and classroom level, the hidden curriculum is learnt through structures and rules as well as through attitudes and values espoused by school staff, school text books, school syllabuses and the student peer group.

Learning the Hidden Curriculum

Students received hidden messages from their participation in classroom activities, by attending school and by virtue of the content of school in society. In other words, they are constantly receiving information about which they are largely unaware from people who are similarly unaware of this transmission.

Seddon (1983, p. 2) succinctly states the situation.

There seems to be general agreement that the hidden curriculum involves the learnings of attitudes, norms, beliefs, values and assumptions often expressed as rules, rituals and regulations. Taken as a whole these learnings can be termed the common-sense knowledge which we, as members of a given society, take for granted. As such, they are rarely questioned and often remain unarticulated ... in educational institutions learning associated with the hidden curriculum takes place in any situation involving two or more people : teacher teacher; teacher student; or student student.

It is important to note that even though certain material is taught formally in the overt curriculum, students may still learn through the hidden curriculum! The hidden curriculum will always be there, no matter how we may try to formalise all learning. The question we must pose though is - to what extent are we prepared to work against the hidden curriculum? When we answer that question, we set for ourselves the parameters within which the overt curriculum may be defined.

In recent years there has been a trend towards deliberately moving aspects of the hidden curriculum into the planned curriculum. Educators have argued successfully that certain learnings should not be left to informal situations, but rather be incorporated within the formal, planned curriculum. Examples of these include sex education, multicultural education, school-to-work transition, non-sexism, and health education.

A more substantial explanation of the hidden curriculum and its ramifications can be found in Terri Seddon's article "The Hidden Curriculum: An Overview" (Reading No.1). Another interpretation is that of Illich. His perception is worthy of consideration.

It does not matter what the curriculum is designed to teach or for what purpose the students are being taught - the hidden curriculum teaches students that education is valuable when it is acquired in the school through a graded process of consumption, that success in society is correlated with the amount of learning consumed, and that learning about the world is more valuable than learning from the world. It is this hidden curriculum that distinguishes schooling from other forms of planned education.

If you consider his words carefully, you will find they have more than a few grains of truth. Be that as it may, it is not intended that you study the hidden curriculum as part of this unit. 

The shift to an outcomes base for curriculum planning and the use of curriculum frameworks (see chapter 10) has had an impact on the way in which teachers may have to work with the hidden curriculum. For example, in Western Australia for the first time ever, there has been a deliberate attempt to incorporate the teaching of values into the curriculum proper. Appendix 2 of the Curriculum Framework notes that

In recognising that values underpin and shape the curriculum, the Curriculum Council has determined that core shared values should be explicitly articulated within the curriculum framework.

Values are determined by the beliefs we hold. They are the ideas about what someone or a group thinks is important in life and they play a very important part in our decision making. We express our values in the way we think and act.


The values identified are

1.
A pursuit of knowledge and a commitment to achievement of potential.

2.
Self acceptance and respect of self.

3.
Respect and concern for others and their rights.

4.
Social and civic responsibility.

5.
Environmental responsibility.

Curriculum Foundations

Where do ideas about curriculum come from? In other words, what sources provided educators with substance from which curricula may be conceptualised? Curriculum foundations are those basic forces that influence and shape people's minds, and hence the content and organisation of the curriculum. They are, in reality, the determinants of the curriculum. Chapter 3 in Print (1993) covers this section in some detail.

Most educators would agree that the following constitute these foundations of curricula.

Philosophy and Epistemology. How educators perceive the world and the nature of knowledge (epistemology) will affect how they perceive curriculum. Objectives and content, for example, will vary considerably according to different perceptions of the `real world' and `true knowledge'. Thus in a social studies course different educators may highlight or lessen the importance of the Eureka Stockade in Australia's past, and interpret it according to their philosophical approach to that event. For example, do they see the Stockade as:

a. defiance of established authority

b. an Irish Rebellion

c. the expression of miners' grievances.

Society and Culture. It is hardly surprising that society and culture exert enormous influences on the formation of curricula. Traditional assumptions, ideas, values and attitudes are translated into curriculum objectives, content and learning opportunities by curriculum developers. It is impossible, for example, to develop a curriculum without the influence of one's cultural past becoming evident. In Australia, curriculum developers have traditionally looked to Britain as a `model' and for examples of appropriate practice, though in recent years this emphasis has swung to looking at the United States. Both instances also reveal the non-ethnocentric approach in Australian curriculum development.

Learning Theory. How one perceives how learning occurs will influence curriculum development, particularly the organisation of learning opportunities. Whether or not one supports Skinner's theory of operant conditioning, some form of Gestalt theory or Piaget's approach to growth and development, will affect how a curriculum is shaped. A discovery learning approach may be applicable to a science curriculum while an experiential approach (learning by doing) may be more suited to an art and craft curriculum.

Individual Organism. Views on the nature of man, and on his ability to learn will affect how the curriculum is developed. If, for example, man is perceived as innately good then a positive curriculum is likely to emerge with scope for individual choice. Conversely, if man is perceived as innately bad, then a negative, prescriptive curriculum is likely to result. These views on man also account, along with those on society and culture, why such substantial differences in curricula exist between different countries.

The various curriculum foundations are elaborated in Print,(1993) Chapter 3. 

Questions to Ponder

1. Do you agree with Illich's perception of the hidden curriculum? If so, what does this mean for schools in your area?

2. Just how much should the curriculum plan to cover? Should limits be placed on the planned curriculum?

3. In forming your perception of curriculum, what foundation forces have been most influential? Why?

4. How might a curriculum framework approach affect the hidden  curriculum?
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Educators have different points of view as to what curriculum is concerned with and what it should be trying to achieve. In the last chapter we saw a selection of the different approaches to curriculum and some reasons for explaining these differences (curriculum foundations). These factors will also help to account for the differing conceptions as to what curriculum should be and how it should be tackled.

One should be aware that the curriculum is a form of interventionist or manipulative strategy whereby curriculum developers seek desired changes in learners. In other words, learners are exposed to a number of learning opportunities in order to achieve certain ends. The question must then be posed - what ends should a curriculum try to achieve? The question may be answered by examining the five conceptions of curriculum described below. You should also read the section at the end of this chapter.

Each of the following conceptions of curriculum has been synthesised from a pool of curricula and curriculum theories. The respective conceptions will be analysed in terms of five criteria:

1. Purpose/function of the conception

2. Content taught in this approach

3. Teaching methodology employed

4. Evaluation techniques that are appropriate

5. Examples in operation

The following table presents some examples of how curriculum has been conceived or theorised.

	McNeil (1977)
	Eisner & Vallance (1974)
	Kliebard (1986)
	Ross (2000)

	Humanistic

Social reconstructionist

Technological

Academic


	Cognitive process

Technological

Self-actualisation

Social reconstructionist

Academic rationalist

Valance, in 1986, deleted self-actualisation and added personal success and curriculum for personal commitment.
	Humanists

Developmentalists

Social efficiency educators

Social meliorists
	Content-driven

Objectives-driven

Process-driven


A summary of the five conceptions suggested by Eisner and Vallance (1974) follows this description*. Reading 2 is a summary of how Eisner and Vallance perceive these five conceptions. In another book, The Educational Imagination (1979), Elliot Eisner examines these conceptions in some detail and then relates them to education in the United States In these sources Eisner refers to the following conceptions.

*Note: Authors differ in their views about the number and exact nature of the conceptions of curriculum. It is important to find a position for yourself and then justify that stance.

Cognitive Processes Conception

Purpose: Curriculum should refine and enhance the individual's intellectual abilities: ie. skills are to be acquired that will tackle the problem of sharpening intellectual processes. The individual needs to develop a set of cognitive skills that can be applied to learning virtually anything.

Content: The exact nature of the content is not important, for it serves as a vehicle for developing cognitive skills. In part, the content is the development of a repertoire of cognitive skills that can be applied to various situations: eg. problem-solving skills, research skills, effective written skills, analytical skills. Additional content comes from academic disciplines.

Method: Learners are stimulated by challenging situations where their cognitive skills may be applied, such as problem solving situations. Situations are created requiring ability to generalise intellectual skills.

Evaluation: Evidence of skill acquisition acquired through formal testing and exercises. Formal testing emphasises the cognitive element of skill acquisition (do learners understand the skills), while practical exercises assess the application of those skills (practice, usually through simulations).

Examples: Many of the science curricula of the 1960s and 1970s such as ISIS (Individualised Science Instructional System) and ISCS (Intermediate Science Curriculum Study); and, M.A.C.O.S. (Man A Course of Study) in Social Studies. Significant individuals include Robert Gagne, Jerome Bruner and Carl Bereiter.

Humanistic Conception

Purpose: The function of the curriculum to the humanist is to provide learners with intrinsically rewarding experiences for self-development. This recent view of humanism (different to the humanities idea of studying a balance of subjects that developed useful individuals) seeks to enhance personal growth: ie. to enhance an individual's self concept in order to achieve self-actualisation.

Content: A holistic approach is followed which integrates the cognitive, affective and psychomotor domains. Content consists of value situations, social emphasis, and self-understanding experiences to produce a vital, enriching learning experience. As such, content is important to the humanists, particularly as it is seen as a liberating force, one that assists the learner to discover things for himself.

Method: Teacher provides supportive atmosphere to enhance learning. Holistic, integrated, `real-life' approach emphasised. Experiential learning employed - learning by experiencing through one's senses. Encounter groups, meditation, discussion all produce mutual trust between teacher and learner.

Evaluation: The emphasis in evaluation is in terms of monitoring individual growth rather than measuring it. Qualitative rather than quantitative techniques are employed, such as observation, interview, participation, reflection, and personal diaries. Assessment is low profile, with the experiencing of learning considered to be more important than the attainment of high marks.

Examples: A whole range of alternative schools exemplifies the humanist conception in practice. These schools range from the completely unstructured, open schools through to Montessori.
Third force (humanistic/phenomenological/ experiential) psychologists such as Abraham Maslow, Carl Rogers, C.H. Patterson and Arthur Combs are leading writers in the field. Another group are the alternative education writers such as John Holt, Herbert Kohl, Jonathon Kozol and Mario Fantini.

Social Reconstructionist Conception

Purpose: To the supporters of social reconstructionism the curriculum should effect social reform and help produce a better future for society. The needs of society are placed above those of the individual in an attempt to improve life for all. The curriculum is also used as a vehicle for fostering critical discontent in the present. This discontent will then facilitate societal reform in the future. The schools, therefore, should serve as agents for social change rather than as supporters of the status quo.

Content: Examination of societal needs, social issues, current ideals and future aspirations: eg. environmental issues, world peace, pollution. Some processes or skills required to facilitate content acquisition: eg. critical evaluation of a local community requires evaluative skills before one can analyse the content derived from the local community.

Method: This is less important than the examination of social ills. Included are discussions, group experiences to achieve social consensus, student involvement in community experiences and investigation of social problems.

Evaluation: Students become involved in evaluation by assisting to select, administer and evaluate assessments. Examinations and tests are employed, though they must be carefully scrutinised to avoid bias and to reflect the qualitative goals of the social reconstructionist.

Examples: Little evidence of social reconstructionism exists in practice, most support is found in writers, academics and `left-of-centre' politicians. Ivan Illich, the radical deschooler, considers the community is the school. Paulo Freire's book, Pedagogy of the Oppressed is considered a major work. In Britain, a group of Marxists educators and sociologists have suggested what the curriculum should be concerned with. 

Technological Conception

Purpose: The curriculum is conceived of as a technology - a technical undertaking that produces whatever ends are demanded by policymakers. In this way, the technological conception sees the curriculum as a means of resolving difficulties through technological processes. This means-ends approach to curriculum is a systematised way of achieving a curriculum's goals. Once the ends or goals have been determined, the task of the curriculum developer and curriculum implementer is to find the most efficient means to satisfy those predetermined ends.

Content: The academic disciplines are employed as a content base in the technological conception. As such, content is conceptualised as a framework where teachers can place the skills by which knowledge is communicated and learning facilitated. Such skills include use of audio-visual equipment, ability to proceed through independent learning programmes and computer skills.

Method: Learning is viewed as systematic, predictable and as a process of reacting to stimuli (behaviourist approach). Thus, learning can be made more efficient (an important goal) by increasing the efficiency of the stimulus. Attempts to make stimuli more efficient have produced CAI (Computer Assisted Learning), IDI (Individually Directed Instruction), and programmed learning.

Evaluation: This approach is test and exam oriented with the emphases on efficient testing procedures that measure the degree to which objectives have been achieved. Mastery learning with pre-tests and formative assessment, is commonly associated with the technological conception.

Examples: While there is little evidence of an entire curricula based on the technological approach, there are examples of aspects of curricula that are technologically oriented. Programmed instructional books and CAI can be found as components of some tertiary courses in the United States. Significant individuals involved include: James Popham, Robert Silverman, Michael Scriven and Ralph Tyler, Benjamin Bloom and Robert Gagne.

CONCEPTIONS

	
	COGNITIVE PROCESSES
	HUMANISTIC

	Goals
	Emphasis placed on value of mental rigour i.e., students become knowledgeable by effective use of their cognitive skills or mental capacities.
	Enhance self-concept of individuals, to make self-actualising persons. Such persons are secure, understanding, trusting, supportive and committed to personal growth.

	Method
	A variety of cognitive skills are required which can be applied to different situations e.g., inference, deduction, analysis, snythesis, scepticism.
	Self-actualisation is enhanced if teacher provides a warm, supportive `free' environment, where the student grows as an individual. Teacher is a resource person and facilitates general student learning. A student-centred approach.

	Organisation
	Use of disciplines important. Schools seen as place to develop cognitive skills. Content, comes from disciplines.
	Flexibility to individual needs is vital. Content invariably integrated, not fragmented. Variation important.

	Evaluation
	Very important part. Achieved through traditional measurement techniques.
	Self growth is vital. Formal measurement not important. Evidence of openness, trust, Independence.

	Leading figures
	Carl Bereiter, Richard Burns, Jerome Bruner, Robert Gagne.
	Carl Rogers, Arthur Combs, 
George Brown, Gerald Weinstein.


CURRICULUM

	SOCIAL RECONSTRUCTION
	TECHNOLOGICAL
	ACADEMIC

	School is a means for social change. School should (a) help students survive in a changing world and
(b) prepare them for the future by being involved in social change.
	Finding a technology to solve specific learning objectives. Achieved by effective and
efficient pack-aging and 
presentation of material designed to enhance learning.
	The learning of man's cumulated wisdom will produce knowledgeable people i.e., by understanding the disciplines one learns about life.

	Social skills and awareness are developed to be able to identify and solve social issues as well as prepare for future social change. Considerable community-based learning.
	Learning is viewed as a reaction to stimuli. Thus more efficient stimuli enhances learning. Attempts to achieve this include CAI 
(computer assisted instruction) and IDI (individually directed instruction). Teacher and machine centred.
	By studying the academic disciplines, students become skilled in the techniques of inquiry, exposition. Teacher-centred approach, material selected for student e.g., great works of the past.

	Note: Illich - community 
is the school.
	
	

	Community input important in determining content i.e., reflect societal needs.
 Flexibility valued, also integration of content.
	Related to formal academic disciplines. Seen as a means of making learning more effective. Sequencing of instruction important.
	Disciplines studied in many ways - thematic, integrated, correlated and comprehensively.

	Student involvement in evaluative process is vital. Conventional measurement employed.
	Vital aspect. Precise measurement of learning based on behavioural objectives.
	Important feature. Rigour and quality of learning highly valued. Substantial assessment.

	Ivan Illich, Paulo Freire, Harold Shane, John Mann.
	Eva Baker, James Popham, Robert Gagne,
 Robert Silverman.
	Jerome Bruner, John McNeil, Alfred Kuhn, Joseph Schwab.


Academic Subject Conception

Purpose: The curriculum is viewed as a vehicle by which the learner is introduced to the academic/subject disciplines. These disciplines (academic at tertiary level, subjects at school) are the depositories of man's accumulated wisdom that have been systematically organised into fields of study and bodies of knowledge. If students learn these disciplines, they will have the necessary basis for adult life. To be an effective member of society, therefore, one needs to understand the knowledge and skills of the academic disciplines.

Content: Schools teach what is of value as determined by the academic disciplines. This skills and knowledge base is constantly updated, though the accumulated wisdom over time is the real strength of the academic disciplines.

Method: Essentially a teacher-centred approach is favoured which emphasises didactic, expository methods for the transmission of knowledge and skills. The skills of the academic disciplines are covered so that students might develop like academicians. In addition, this approach emphasises the inquiry, discovery learning and problem-solving approaches which are standard techniques for those working in the academic disciplines.

Evaluation: Emphasis in evaluation is placed on exams and the testing of knowledge. Rigour and quality of learning are highly valued and thus assessment of student learning is extensive. Success in the use of academic skills is also important.

Examples: Upper school subjects in W.A. have been traditionally oriented towards the academic curriculum. Tertiary institutions in Australia and most of the Western world have been similarly inclined. The substantial curriculum projects of the 1960s and 1970s were essentially subject oriented as evidenced by MACOS and ISIS (see p. 14).

Significant individuals include Jerome Bruner, Joseph Schwab, Robert Hutchins and Alfred Kuhn.

Eclectic Conceptions

By combining two or more of these conceptions you will produce an eclectic conception of curriculum. It is quite logical to combine several conceptions, though they should not be opposite in nature. For example, the humanistic and technological conceptions have little in common and it would be difficult to argue for an eclectic conception based on integrating both approaches. Ultimately, you will find yourself emphasising one conception more than others.

Curriculum Typology

More recently some curriculum writers have used the term curriculum typology when discussing interpretations of curriculum.  As discussed previously Smith and Lovat (2003) referred to curriculum as being either normative or descriptive.  Another typology classification is suggested by Bernstein (1975) who uses classification and frame, with the notion of boundary strength underpinning these two concepts. 

Classification describes the relationship between the divisions of knowledge in the curriculum and is concerned with the existence and strength of created boundaries and their maintenance between contents (Bernstein, 1975, p. 88). That is classification is basically the degree of boundary maintenance between contents.  In this instance ‘content ’is refers to how the period of time, defined by Bernstein (1975, p.86) as a “unit”, is used in schools.  Where a clear-cut boundary occurs between given contents there is a strong classification.  In this situation there is a reduction of power on the part of the learner, over what, when and how knowledge is received, while the power of the teacher to control the teaching-learning process is increased and the boundaries between the different contents are sharply drawn (Bernstein, 1975, pp. 89-90).

Frame is used to determine the structure of the teaching/learning process and refers to the relationship between the teacher and the learner in the context in which knowledge is transmitted.  Ainsworth (2004), in citing Bernstein (1975, pp. 88-89) suggest that frame can be illustrated by the degree of control possessed by both teacher and learner over the selection, process, pace and timing of the knowledge transmitted and received in the teaching/learning relationship.  She argues further that a curriculum with a strong frame advocates reduced options to the learner while weak framing provides for a range of options for learning.

According to Bernstein (1975), these two key concepts create two educational categories: collection type and integrated type.  A collection type identifies curriculum as strongly bound divisions of knowledge with a hierarchical organisation of based on their value and importance. In a collection type of curriculum with a clear, strong frame, teachers are identified as subject specialists, imparting predetermined knowledge in a fixed way.  Learners in this type of curriculum learn in order to satisfy some external criteria, such as an examination for university entrance within a fixed time period (Bernstein, 1975, p. 80).

An integrated type of curriculum has less distinct divisions of knowledge and boundaries. Either a hierarchy of subjects is unclear in this type of curriculum or there is no hierarchy apparent. Bernstein (1975, p. 80) suggests that in a totally integrated curriculum there is no fixed time period for learning organisation.  He further distinguishes two types of integrated code: teacher-based and teachers-based.  In the former the teacher has an extended amount of time with the same group of learners. If the code is teachers-based the integration involves relationships with other teachers and might include degrees of integration in terms of the numbers of teachers involved (Bernstein, 1975, p. 93). Thus, according to Ainsworth (2004), integrated educational codes may be confined to one subject or a variety of subjects.

Print (1987, p. 65) suggests that

If we are able to understand where curriculum developers are coming from, we can better understand the curricula that have been devised and can thus be more consistent with the curriculum’s intentions when it is implemented (Print, 1987, p. 65).

Print (1987, p. vii) argues that classroom teachers need to be familiar with the skills and principles of curriculum development and design since “more effective, more efficient and more appropriate curricula are required to meet the needs our children and adolescents” (Print, 1987, p. vii).  This involves understanding what forces shape curriculum developers’ basic understanding of education and curriculum, as well as how curriculum is conceptualized in specific political, cultural and social contexts. Curriculum can be shaped by ‘curriculum foundations’ such as psychology, sociology and culture, and philosophy or simply the “basic forces that influence and shape the minds of curriculum developers and hence the content and structure of the subsequent curriculum” (Print, 1987, p. 51).

In referring to the work of Bernstein (1975), Ross (2000) typifies curriculum as being content-driven, objectives-driven and process driven curriculum. Ross (2000) describes a strong-frame ‘collection’ type of curriculum as content-driven with “clearly defined subjects with content knowledge specific to each discipline. In this type of curriculum, the ‘strong’ framing means the learner has little control over what they learn, how they learn and the pace within which they learn” (Ainsworth, 2004).
A process-driven curriculum has a weak frame, in which the nature of the learner and not the content of predetermined subjects govern curriculum design. The teacher in this type of curriculum cooperates with both colleagues and learners to direct the pace and content of learning. Thus, learning is open to negotiation with themes and topics used to organise knowledge (Ainsworth, 2004, p. 7).
An objectives-based curriculum “requires the structure and content of education to be directly relevant to the needs of … society, and in particular, the needs of employers” (Ross, 2000, p. 6). An objectives-based curriculum can be seen in behavioural models of learning where specific learning objectives are refined to have some objectives as more useful than others.

Curriculum as a Manipulative Strategy

It is important teachers realise that curriculum is a manipulative strategy. When questions are posed about what students will learn, when, how and under what conditions, one is asking curriculum questions. However, these questions may be resolved in very different ways. And the results of the answers to those questions become the written curriculum. Therefore, in a broad sense, what students learn in schools is the result of what certain people want them to learn: ie. the answers to the questions above.

If, for example, curriculum decision-makers want students to be familiar with meditation and yoga, then these become part of the written curriculum or what students should learn in schools. Similarly, if those decision-makers want students to learn mathematics, science, social studies and English, then those subjects will appear in the written document called the curriculum. Teachers then impart the content of those subjects to students in classrooms. Thus when curricula are devised, they are planned by certain people who have particular intentions in mind of what should be happening in our schools. Curriculum development must therefore be seen as a deliberate, purposeful, planning activity that seeks to achieve certain intentions (what we call aims).

Curriculum decision-makers have different aims, which they want to achieve and these aims reflect the different conceptions of curriculum that people have. The conceptions will be substantially elaborated later. Meanwhile, imagine what a school curriculum would be like if it was devised by a group of people composed entirely from one of the following categories –

	state education department,
	employers

	tertiary institutions,
	unions

	community,
	students.


The differences in the resulting curricula would be readily apparent. Each group would have in mind a particular type of curriculum that would be beneficial to school students. And each group would be seeking to manipulate the minds of students to their own ends.

To paraphrase a well-known saying `Give me the child of today and I'll make you the adult of tomorrow', seems appropriate when discussing the manipulative aspect of curricula. If one looked at prominent national leaders in the twentieth century, one could say that many used the school as a means to manipulate the young in their societies. The manipulation of curricula by Joseph Stalin, Adolf Hitler and Mao Tse Tung makes the point convincingly.

In Western Australia for example, a Labor Government established a committee of enquiry into education under the leadership of Kim Beazley, the former Minister for Education in the Whitlam Government. The composition of that committee was most interesting, all the more so when compared with the membership of the earlier Dettman Committee (1969). The latter reported on education in the late sixties and that report formed the basis of secondary education for well over a decade. The following table makes that comparison.

Membership of Inquiry Committees
	Categories
	Beazley (1984)
	
	Dettman (1969)
	

	W.A. Education Department
	10
	
	6
	

	Private Schools
	4
	
	3
	

	Tertiary Institutions
	5
	
	1
	

	Community
	4
	
	1
	

	Teachers’ Union
	3
	
	-
	

	
	
	26
	
	
	
	11
	
	

	
	
	
	
	


These data reveal as much as they hide, but they can direct us towards certain questions, such as:

· Why was the state department represented so strongly?

· Why was community representation so low?

· Did tertiary institutions need to be substantially represented (Beazley)?

· Why were alternative schools not represented?

· What was the impact of union representation (Beazley)?

In conclusion, whenever we look at a curriculum document we should always ask - Who prepared the curriculum and what were their intentions? And when we know their intentions we can make sense of the curriculum document that was produced. Later, the way in which people view the curriculum, their conception of curriculum, is analysed in some depth.

Questions to Ponder

Based on your reading of this chapter think about the following questions.

1. With which conception can you most readily identify?

2. If you prefer an eclectic approach, which combination of conceptions would you include? Why?

3. Consider the weaknesses of each conception as an approach to understanding the curriculum.

4. Which concept do you believe is most appropriate to the needs of students in your school?

5. To what degree do you agree that curriculum development may be interpreted as a manipulative strategy?

6. Within the context of educational institutions that you are familiar with, what forces are attempting to manipulate the curriculum of that institution? Can you determine how and what is happening?

	
	


Chapter 3

Models of the Curriculum Process

Reading

(
No. 3 and 17

Educators view the process of curriculum development in so many different ways so that it is difficult to obtain consensus. Some of these differences are accounted for by different definitions of curriculum, different conceptions of curriculum and different curriculum practices. Consequently, it is suggested that there is no right way or model for examining the curriculum process and individuals must select the one most appropriate to their needs. Before analysing a selective sample of these models, it is important to understand some terms commonly employed in curriculum studies.

Curriculum Process: The continuous cycle of activities in which all elements of the curriculum are considered and interrelated.

Curriculum Development: The process of planning, implementing and evaluating learning opportunities in order to produce a curriculum.

Curriculum Elements: Those distinct, yet integrated, parts of a curriculum that compose the whole, namely objectives, content, method and evaluation.

Model: A representation of reality, often depicted in diagrammatic form. In this representation, the relationships between variables are shown. With the example of models of curriculum, the representation of realistic curricula is depicted in terms of the various curriculum elements and their interrelationships.

Curriculum Design

When one undertakes curriculum design one is concerned with the "... arrangement of the elements of a curriculum, ...How these elements are related to each other is the task of curriculum design." (Print, 1988, p. 73). Thus in any curriculum development activity those involved will need to consider the nature of curriculum elements (intent, content, methods, evaluation) and the pattern/arrangement by which they are organised.

There are three major categories of design:

· subject-centred designs

· learner-centred designs

· problem-centred designs

A Continuum of Models

Consensus about the relationships between curriculum elements, their order and their exact nature, has evaded educators. Views of what the curriculum process is about, or more accurately, what it should be concerned with, abound in the literature. A representative sample of the more significant viewpoints has been included in the form of a continuum.

The continuum depicts two extremes of curriculum process models. The Rational or Objectives Models are sequential, rather rigid approaches to viewing the curriculum process, while at the other extreme may be found Dynamic or Interaction Models which view curriculum processes as flexible, interactive and modifiable. In between, models gradually change from one type to the other. It is possible to determine Cyclical Models as those that are rational in approach, but are becoming increasingly more flexible in application. Each of these models will be examined in some detail, with emphasis placed upon particular proponents of models. 

Rational Models

Sometimes referred to as Objectives/Classical/Means-Ends Models, these approaches to the curriculum process emphasise the fixed sequence of curriculum elements, beginning with objectives and following a sequential pattern from objectives to content, method and evaluation. In this pattern, objectives serve as a basis for the following elements, with evaluation indicating the degree of achievement of objective. Two principal proponents of rational models are Tyler and Taba.

Ralph Tyler (1949) Basic Principles of Curriculum and Instruction

The `father' of the curriculum movement, Tyler, approached the process of curriculum development by posing four questions.

1. What educational purposes should the school seek to attain? (OBJECTIVES)

2. What educational experiences are likely to attain these objectives? (INSTRUCTIONAL STRATEGIES and CONTENT)

3. How can these educational experiences be organised effectively? (ORGANISING LEARNING EXPERIENCES)

4. How can we determine whether these purposes have been attained? (ASSESSMENTS and EVALUATION)

Diagrammatically, Tyler's questions may be seen as a sequential, logical, rationally organised approach to the curriculum approach.

A very useful activity is to read Tyler's small, concise book. In so doing you will understand the basis of curriculum development for the past forty years.

Tyler Model

of the Curriculum Process

	


	Objectives
	What educational purposes should the school seek to attain?

	Selecting
Learning Experiences
	What educational experiences can be provided that are likely to attain these purposes?

	Organising 
Learning Experiences
	How can these educational experiences be affectively organised?

	Evaluation
	How can we determine whether these purposes are being attained?


Hilda Taba (1962) Curriculum Development: Theory and Practice

In this substantial book, Taba clearly outlined her approach to the process of curriculum development. She modified Tyler's basic model to become more representative of curriculum development in schools. While still linear in approach, Taba argues for more information input at each stage of the curriculum process. In particular, she argued for dual consideration of content (logical organisation of the curriculum) and the individual learner (psychological organisation of the curriculum). Thus, in her rational approach to curriculum development, Taba suggests a seven-step approach in the following order.

TABA Model

of the Curriculum Process

The order, as Taba perceives it, is:

STEP 1:
DIAGNOSIS OF NEEDS

STEP 2:
FORMULATION OF OBJECTIVES

STEP 3:
SELECTION OF CONTENT

STEP 4:
ORGANIZATION OF LEARNING EXPERIENCES

STEP 5:
SELECTION OF LEARNING EXPERIENCES

STEP 6:
ORGANIZATION OF LEARNING EXPERIENCES

STEP 7:
DETERMINATION OF WHAT TO EVALUATE AND WAYS AND MEANS OF DOING IT.

Taba's book has exerted a considerable influence over curriculum development in the past two decades. While extensive, selective reading of the book is most worthwhile. Reading No.3 elaborates Taba's approach to curriculum development.

Cyclical Models

These models are an extension of the rational models, in that they are essentially logical and sequential in approach. However, differences do exist. Most importantly, the cyclical models see the curriculum process as a continuing activity, constantly in a state of change as new information or practices become available. A new community pressure such as improved physical health, for example, may require reorientation of aims, content, methods and evaluation. As well, all elements of the curriculum are interrelated and interdependent, so that the distinctions between the elements are less clear. An example of this might be that when a developer is considering content, he may also suggest ideas for teaching methodology, though the consolidation of teaching strategies would come later. Finally, in recent years a new element has been introduced into the curriculum process. Called Situational Analysis, it requires an analysis of those factors into which a curriculum is to be introduced. This element is integral to the Dynamic Models discussed later, but it can also be employed in Cyclical Models.

D.K. Wheeler (1967) Curriculum Process

A former member of the Education Faculty at the University of Western Australia, Dr Wheeler, extended the ideas forwarded by Tyler and Taba. He suggested five interrelated phases in the curriculum process that are listed below and that can be depicted by means of a continuous, cyclical diagram.

Wheeler's Phases

1. Selection of aims, goals and objectives.

2. Selection of learning experiences to help achieve these aims, goals and objectives.

3. Selection of content through which certain types of experience may be offered.

4. Organisation and integration of learning experiences and content with respect to the teaching-learning process.

5. Evaluation of each phase and the attainment of goals.
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Audrey and Howard Nicholls (1978) Developing a Curriculum

A development of Wheeler's ideas can be seen in the Nicholls' Model. The authors contend that before the more obvious elements in the curriculum process are undertaken, the context or situation in which curriculum decisions are made, requires consideration. Situation analysis then, is a preliminary stage which makes curriculum developers cognisant of the factors impinging upon the curriculum they are devising.

Five interdependent stages are needed in this continuous curriculum process.

1. Situation Analysis

2. Selection of Objectives

3. Selection and Organization of Content

4. Selection and Organization of Methods

5. Evaluation.
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Dynamic Models

Interaction or Dynamic Models of curriculum offer an alternative view of the process of curriculum development. Proponents of these models argue that the rational and cyclical models do not reflect the reality of curriculum development in educational organisations. The curriculum process, they contend, does not follow a lineal, sequential pattern. Rather curriculum development can commence with any curriculum element and proceed in any order. As well, the needs of learners are seen as more important in determining curriculum planning. Brady (1983, p. 64) develops these points further and then outlines the strengths and weaknesses of these models. It should be noted that the dynamic models have emerged from a more descriptive approach to curriculum where researchers have observed what teachers and curriculum developers do. Consequently, a less analytical and prescriptive approach results.

Several writers have produced interpretations of dynamic models of the curriculum process. Two models outlined on the following pages have been developed by Decker Walker and Malcolm Skilbeck.

Decker Walker (1972) `A Naturalistic Model for Curriculum Development'

Walker contends that curriculum developers do not follow the prescriptive approach of the rational sequence of curriculum elements when they devise curricula. Rather, they proceed through three phases in their `natural' preparation of curricula. Diagrammatically, Walker's model may be represented as follows.
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In the first stage, `platform' statements are recognised by curriculum developers. These statements consist of a hotchpotch of ideas, preferences, points of view, beliefs and values that are held about the curriculum. They may not be clearly defined or even logical, but they form the basis or platform upon which future curriculum decisions are made.

Once the interaction between individuals begins, they are then said to enter the deliberation phase. Walker contends that during this phase individuals defend their own platform statements and push `spur of the moment' ideas. In all, these events produce a situation where developers seek to clarify their ideas and reach a consensus. From this apparently chaotic period, the deliberative phase produces considerable illumination (and not a little heat!).

The final phase of Walker's model is what he terms `design'. In this phase developers make decisions about the various process components (the curriculum elements). Decisions have been reached after extended discussion and compromise by individuals. The decisions are then recorded and these become the curriculum document or specific curriculum materials.

As a model, the naturalistic approach depicts what actually happens during the process of curriculum development. It is descriptive, not prescriptive and as such it reveals a lack of sequence and rigid procedures.

Malcolm Skilbeck (1975) `School-based Curriculum Development'

In this article, Skilbeck develops a dynamic model of the curriculum process with the intention of developing curricula at the school level (see Reading 17). Dynamic or Interaction Models suggest that the curriculum developer commence with any curriculum element and proceed in any sequence rather than fixed sequence advocated by the Rational Model. Skilbeck supports this notion, though he adds that it is important that developers be aware of the source of their objectives. To understand these sources, he contends, a situational analysis must be undertaken. This phenomenon is examined further in Chapter 4.

In the following diagram, Skilbeck outlines the phases in his model of the curriculum process. In one sense it is a confusing diagram, as it appears to support a rational approach to curriculum development. However, Skilbeck (1975, p. 92) states:

The model outlined below does not presuppose a means-end analysis at all; it simply encourages teams or groups of curriculum developers to take into account different elements and aspects of the curriculum development process, to see the process as an organic whole and to work in a moderately systematic way.
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Skilbeck further outlines his argument in Reading 17. Additional information on this type of model may be found in Chapter 2 of the text.

NOTE: Although the model appears to be linear, Skilbeck argues that it is not, because a curriculum developer may commence at any point and proceed with any arrangement that is appropriate. The above diagram represents a suggested way of tackling the process of curriculum development.

Integrated Model of Curriculum Development

Print (1993) Chapter 3 outlines a model of curriculum development which integrates three phases in the curriculum process

· - curriculum presage;

· - curriculum development; and

· - curriculum application.

This model or algorithmic model attempts to provide a useful structure for those involved in curriculum development.

Questions to Ponder

1. Which approach to the process of curriculum development do you prefer? Why?

2. If you were to advise your colleagues on developing a curriculum, which approach would you advocate? If this is different to the previous one, why has this occurred?

3. Are you aware of other models of the curriculum process? Where would you place them along the continuum?

4. Have you been involved in any form of curriculum development? Can you recall how you preceded? Did this procedure relate to any of the outlined models or would you need to create another?

	
	


Chapter 4

Curriculum Process: Beginnings

Reading

(
Reading Nos. 4 and 17

The term `Curriculum Process' has been previously defined as the continuous cycle of activities in which all elements of the curriculum are considered and interrelated - in other words, the relationship that exists between the various elements of the curriculum.

Regardless of which model of the curriculum process you favour, each approach to curriculum requires consideration of all curriculum elements. In some models these elements are not always clearly enunciated. Nevertheless, they do exist and must be taken into account when developing curricula regardless of whether you employ a rational, cyclical or dynamic model of the curriculum process.

NOTE: The next several chapters will appear to follow a rational model of the curriculum process, in that each element will be analysed in a sequential manner. This does not mean that you must follow a rational approach, but rather that this was a straight- forward approach for analysing the respective curriculum elements.

Most models of the curriculum process refer to four curriculum elements - objectives, content, method and evaluation. However, an increasing number of recent models have advocated a fifth element be included. This element, Situational Analysis, forms the basis of this chapter. 

Situational Analysis

When making curriculum decisions it is incumbent upon curriculum developers to take cognisance of the basis of their decision-making. In other words, what are the sources from which they make their curriculum decisions, for whom are the decisions being made and in what context are they made?

To determine these sources, one needs to examine both the curriculum developers and the context in which the curriculum is to be developed. The former can be examined by referring curriculum developers to the previous three chapters and posing these questions:

· With which conception of curriculum do you align yourself?

· Which model of the curriculum process would you apply?

· How do you perceive curriculum?

The context in which curricula are developed is an important consideration that for many years was understated by curriculum developers. In recent years it has been recognised that any curriculum development must take cognisance of the situation - the overall educational environment including students, teachers, school and locality - into which the curriculum is to be placed. Nicholls and Nicholls (1978, p. 22) refer to the situation as that ...

which is made up of a number of factors such as pupils, pupils' homes and background, school, its climate, its staff, facilities and equipment. Analysis of these factors, together with a self-analysis, followed by study of their implications for curriculum planning ...

forms the basis of a Situational Analysis.

Skilbeck (Reading 17) provides a comprehensive coverage of the nature of Situational Analysis and its role in the curriculum process. As well, Nicholls and Nicholls (Chapter 3) provide a useful account. It should be noted, however, that while most cases of Situational Analysis are undertaken at the school level, the technique may be applied to a group of schools, a region, a state or even a country.

When undertaking a situational analysis, two sets of factors are usually examined. External factors include those that are external to the school, yet which may influence a school's operation. Internal factors are those found within the school.

External Factors

1. Social Changes.

2. Educational system requirements.

3. Subject matter.

4. Teacher support systems.

5. School resource inflow.

Internal Factors

1. Nature of students.

2. Nature of teachers.

3. School atmosphere.

4. Existing school material resources.

5. Perceived problems.

These factors are elaborated extensively by Skilbeck (Reading 17). A somewhat different approach to conducting a Situational Analysis is described by Soliman in Reading 4. It is useful to compare Soliman's approach to situational analysis with that of Skilbeck.

Undertaking a Situational Analysis

The essential steps for conducting a situational analysis are outlined below. The procedure may be considered as modified approach to Skilbeck, Soliman and others.

1. Identify problem/s in context. What problem/s or issues have caused concern? What do they mean in the context of our school?

It is possible that you could conduct a situational analysis without being stimulated by a problem to resolve, though that is an unlikely situation. In nearly all cases, a problem/issue has been identified that requires resolution.

2. Select appropriate factors. What factors (see Skilbeck; Soliman) require greater consideration? Do all factors need to be covered? Are there other factors requiring consideration?

In most cases of situational analysis, not all the factors described by Skilbeck (Reading 17) and Soliman (Reading 4) need to be covered, only those particularly relevant to the problems involved.

3. Data collection and analysis. What data need to be collected? How will they be obtained? What procedures are used to analyse them? What do the data reveal? What trends if any, are evident?

On selecting appropriate factors, data need to be collected to reveal the nature of the situation. This will require the use of data collection techniques (see next section). Once data is collected, analysis will reveal trends as well as areas of needs and problems. Generally we do not use statistical techniques in this analysis, but it is possible to do so.

4. Recommendations. Based upon the trends that are revealed in the data analysis recommendations can be made as a guide for future curriculum development. The important feature of a situational analysis is that systematic procedures have been undertaken for collecting data upon which future curricula may be devised. This is a superior approach to the intuitive, ad-hoc approach often used for constructing curricula.

Data Collection for Situational Analysis

How would you collect data that would be useful to you when conducting a situational analysis? What data are most useful? What instruments are effective, economical, reliable and valid for collecting data? These are among the many questions you will need to pose when conducting a situational analysis. You will need to comprehend the range of instruments (sometimes called methods, techniques, procedures) for collecting data and then select the most appropriate for your situation.

The more accurate, the more comprehensive your situational analysis, the more effective will be your final curriculum. The more time you spend analysing the situation and collecting data, the easier will be the later stages of curriculum development. Therefore, do not undertake a situational analysis lightly.

The following are a list of appropriate techniques for collecting data in a situational analysis. A detailed analysis of how to use these instruments is not provided here, although more information may be found in Chapter 9 (Evaluation).

Suggested Data Collection Techniques

(Arranged according to external and internal factors in a situational analysis).

External Factors

	1.
	Society :
	Observation

	
	
	Literature review

	
	
	Questionnaires to community

	
	
	Attend parent meetings

	2.
	Education System :
	Departmental/system 

	
	
	publications

	
	
	Literature review

	
	
	In-service course attendance

	3.
	Subject Matter :
	Departmental/system 

	
	
	publications

	
	
	Literature review

	
	
	In-service course attendance

	4.
	Teacher Support :
	Literature review

	
	
	Survey teacher education

	
	
	institutions

	5.
	External Resources :
	Departmental/system 

	
	
	publications

	
	
	Literature review

	
	
	In-service course attendance


Internal Factors

	1.
	Pupils :
	
	Self-reporting scales

	
	
	Observation (systematic)
	Rating scales

	
	
	Sociograms
	Anecdotal records

	
	
	Interviews
	Attitude scales

	
	
	School records
Test results
	(Likert scale; Semantic differential)

	2.
	Teachers :
	Interviews
	

	
	
	Teacher diaries
	

	
	
	Staff profiles (records)
	

	
	
	Questionnaires
	

	3.
	Ethos :
	
	

	
	
	Observation
	

	
	
	Questionnaires
	

	4.
	Internal Resources
	Systematic recording of resources
	

	5.
	Problems :
	Interviews

Questionnaire

Observation
	


See Reading 14 for details on the construction of several of these techniques. In addition, audio tapes accompany this reading.

Needs Assessment

One technique, which may be employed as part of a Situational Analysis, or indeed at other times in curriculum development, is a needs assessment. Essentially, this is a technique for reaching consensus over the future of an educational programme by determining the discrepancy between the current and future situations.

McNeil (1977, p. 74) defines needs assessment as:

the process by which one defines educational needs and decides what their priorities are. In the context of curriculum, a need is defined as a condition in which there is a discrepancy between an acceptable state of learner behaviour or attitude and an observed learner state.

In other words, a needs assessment is the process by which curriculum developers can determine and priorities educational needs. The information obtained from this process can then be employed in determining, or justifying, a curriculum's aims, goals and objectives.

Although there are many ways of conducting a needs assessment, the following model is standard and basic to many situations. An elaboration of this outline may be found in McNeil (1977, pp. 74-78) and in Reading 13.

Procedure:

1. Formulate Goal statements. These are tentative statements of acceptable student behaviour as determined by a curriculum group (developers and/or parents and/or teachers and/or learners).

2. Assign priorities to Goal Statements. Any of the following may be involved in rating the goal statements - students, parents, teachers, developers and the community. Goals are usually rated on a scale of some form such as a Likert Scale or a simple five point scale: ie. rate the goal from 1-5 where 1 is the lowest and 5 the highest value you place on that goal.

3. Rank Goal Statement. Combine the numerous goal ratings and average them. Goals may then be ranked in descending order according to their averaged rated score.

4. Determine discrepancy between Goals and Reality. Either subjectively or objectively determine the amount of difference between the ranked goals and the existing situation (observed learner state). Subjectively, this may be achieved by those involved acting as judges and providing their perception of the current status of learners with respect to each goal. Objectively, data can be collected to indicate the existing levels of learner proficiency. Data may be obtained from school records, testing programmes, external assessments and so forth. Where a discrepancy exists between the ranked goals and the level of student performance, a need is indicated.

5. Translating Goals and Discrepancies into Plans for Action. Where a goal statement is of high priority, and a substantial discrepancy exists, then this situation demands high priority for change. These situations then become the base for new or revised curriculum plans of action. This will invariably require new statements of objectives which in turn will flow on to the other curriculum elements. 

Guidelines for setting out goal statements are provided in the next chapter when aims, goals and objectives are discussed. 

Questions to Ponder

1. What is the value of conducting a situational analysis when designing a curriculum?

2. Would you employ the situational analysis techniques at other times? Why?

3. List ways you would collect data when conducting a situational analysis.

4. How different is the approach advocated by Soliman (Reading 4) to that forwarded by Skilbeck (Reading 17)?

5. Is there a situation with which you are familiar that could use a needs assessment?

6. Imagine that you are to conduct a needs assessment on a particular problem. How would you proceed?

Workshop: Situational Analysis (Non-Assessable)

The following workshop will assist you with understanding the process of undertaking a situational analysis. Select Problem A or Problem B and then follow the appropriate directions and produce a list of recommendations.

Objectives

1. To understand the role of situational analysis.

2. To interpret data obtained from a situational analysis.

3. To make recommendations to devise aims, goals and objectives.

Problem A

A large number of Year 11 students have returned to school because of the lack of employment opportunities. Most are decidedly anti-academic in their attitude to school, but still the school must endeavour to meet their needs. Your group has been appointed by the principal to examine this problem and come up with a solution in terms of a Year 11 AUS course (Alternative Upper School).

Specifically, you are to analyse the situation that confronts these students in your school and then make suggestions for useful curriculum directions.

Procedure

Follow the steps outlined over the page. In some instances, information is supplied, but in others you will have to devise appropriate data. Here you should:

1. list the techniques you would use to collect suitable data;

2. supply hypothetical data that could be obtained from employing the above techniques; and

3. list recommendations for developing aims, goals and objectives taped on the information obtained above.

Situational Analysis

External Factors

1. The cultural and social changes are as society exists today: ie. you have to determine them, if they are relevant: eg. youth unemployment, literacy and numeracy.

2. The DET supports Year 11 AUS courses.

3. Your knowledge of your subject matter will need to be current.

4. No support is available from teacher support systems.

5. The community may assist in supplying materials and funds. Is it possible to apply for funds from the Ministry of Education?

Internal Factors

1. Approximately 100 students are involved. They are generally anti-academic, resentful of school, unsuccessful and many have poor self-concepts. They come mostly from working class backgrounds and represent a typical cross-section of our multicultural society. School is non-compulsory for these students.

2. Teacher attitudes, skills, knowledge and special strengths will need to be determined by you.

3. The school ethos is typical of a large, metropolitan senior high school.

4. The school is quite well equipped and there is a spare resource room. Small amounts of money are available for AUS courses.

5. Teachers and students perceive that the existing curriculum won't help these students. Something must be done!

Problem B

Select a group of children with whom you are affiliated (special needs, TESL, primary). Briefly outline the main characteristics of those children: eg. age/school year, particular problems (list), number, location.

Your principal has appointed you to examine the problem and produce solutions in terms of an alternative curriculum. The first step is to undertake a detailed analysis of the situation in which you find the learners.

Procedure

Follow the steps outlined over the page. In some instances, information is supplied, but in others you will have to devise appropriate data. Here you should:

1. list the techniques you would use to collect suitable data;

2. supply hypothetical data that could be obtained from employing the above techniques; and

3. list recommendations for developing aims, goals and objectives taped on the information obtained above.

Situational Analysis

External Factors

1. You will need to determine the situation regarding society (refer previous notes).

2. The DET supports your approach. Research is available to verify your contentions.

3. We assume you have up-to-date knowledge of your subject/area.

4. Teacher support systems will assist where possible.

5. You will decide the level of community support available. External funds are available.

Internal Factors

1. Refer to your earlier determination of the group of students involved. Provide additional here if needed.

2. Determine teacher attitudes, skills and special strengths.

3. Your institution has a positive ethos. Power distributed fairly democratically.

4. Your school is well equipped with resources and space.

5. Determine the most pressing felt problems.

Data Collection Techniques

	
	TECHNIQUES
	DATA OBTAINED

	External Factors

1.1

1.5


	
	

	Internal Factors

2.2

2.5


	
	`


	Recommendations:




Interpretation of Data

When undertaking a situational analysis it is not enough to simply collect data. It is essential that data are interpreted into something meaningful. Essentially there are two ways to handling data interpretation.

a. statistical analysis

b. observation of collected data.

Statistical Analysis

For our purposes only the simplest statistical treatment will be applied and most will be directed towards the use of questionnaires. Where checklists, school records, test results and so forth are used, report results in tabular form and where appropriate use percentages. Criterion referenced and norm referenced adjustments may be required as well.

Questionnaire data should always be presented as percentages not as raw scores. Calculate the total number of participants (N) and then the percentages related to each category of response: eg. females 51% males 49%. More sophisticated treatment of data usually require the use of statistical packages on a computer such as SPSS.

Data Observation

All interpretation of data involves those concerned in analysing and synthesising the data collected. This involves three basic steps.

1. Presenting all available data

2. Comprehending that data

3. Synthesising the data into trends or patterns.

A situational analysis in a school, for example, will have involved the collection of many forms of data. The first step is to gather the collected data for analysis: eg. observation checklist questionnaires, literature, needs assessment exercise, interviews, school resource inventory and so forth.

A second step it to become thoroughly familiar with what the different forms of data reveal. Finally, look for trends or patterns in the data. Do the interviews support the questionnaire and observation data? Where do inconsistencies occur? Is this area of need indicated by teachers? With experience you will find this activity quite a straightforward procedure.

	
	


Chapter 5

Curriculum Process: Aims, Goals, Objectives and Outcomes

Reading

(
Nos.5 & 6

Aims, Goals, Objectives and Outcomes are statements of what will be achieved by learners as a result of interacting with a curriculum. As such, aims, goals, objectives and outcomes provide guidance to teachers to plan appropriate content, learning opportunities and evaluation strategies for students.

Aims

These are broadly phrased statements indicating what is hoped will be achieved by a curriculum. It is purposely stated vaguely because it is developed for a general level of education and by 'society' (whatever form that may take). Generally aims are considered to be developed at a system level such as an education department or system (eg. Catholic Education System). Aims are long term in nature and may cover a time span of many years, even the entire school-life of a child.

Examples of aims would be:

· Students should be literate and numerate.

· Students should understand the society in which they live.

Goals

Goals are more specific, precisely worded statements of programme intent. Usually phrased in non-technical language, goals are directed towards student achievement by emphasising content and skills. Curriculum developers often devise goals as do others working at a substantial level of curriculum development such as Syllabus Committees. Goals are medium to long term depending upon how they have been translated from aims. The examples below provide a range of goals.

· Students will examine the main issues in the formation of the Australian nation.

· To prepare and cook a variety of foods to meet the requirements of a complete meal of four courses.

· To understand and exhibit skills in the sports of netball, volleyball, archery and tennis.

Objectives

These are specific statements of curricula intent: ie. what learners should learn by interaction with this curriculum. Derived from an analysis of aims and goals, objectives are phrased precisely, using technical language and frequently in behavioural terms. They are invariably devised by teachers, or groups of teachers, for use within the school. Objectives are short term in nature and as such may cover a lesson, a day, a week, a term or a semester.

Examples of objectives are:

· Children will understand reasons for the first settlement in W.A.

· Given appropriate apparatus, students will conduct an experiment to prove Archimedes' principle, to the teacher's satisfaction.

· Students will write a letter to a potential employer seeking an advertised position.

· Given the necessary information, students will construct a right angled triangle with 100% accuracy.

A temporal, hierarchical relationship exists between aims, goals and objectives where the first two are regarded as abstract, vaguely worded statements of programme intent, while objectives are specific, teacher-prepared statements of what learners will experience. A point to note is that there is some disagreement in the literature as to the exact relationship between aims, goals and objectives. By far the majority of writers and practitioners refer to aims -- goals -- objectives: eg. Brady (1987). However, there is a small minority that uses the sequence goals -- aims -- objectives. In this case, the concepts are the same, only the labels have changed.

For the purposes of this unit, the relationship aims -- goals -- objectives is used. While it was hoped to provide students with an option, it would be impossible to implement in reality. Therefore, when stating the relationship between aims and goals, use the convention employed here and ignore Brady's approach. However, the remaining section of Brady on objectives is applicable and useful.

A very useful table (6.2) illustrating the relationship between aims, goals and objectives may be found in the text Print (1993, p. 126).

Writing Objectives

The classroom teacher is unlikely to be involved in formulating aims and goals. As can be seen in the above model, a teacher is principally concerned with interpreting and translating goals into operational objectives: ie. specific statements of learner intent that can be applied to the classroom. However, in writing objectives, the teacher should always be cognisant of both aims and goals as well as being extremely familiar with the latter.

When writing objectives it is important to reflect upon the functions that they serve. First, objectives provide a sense of direction to anyone interested in the educational process. This is applicable to anyone interested in the direction of student learning such as students, teachers, administrators, parents, superintendents and so forth. If learners and teachers know what is expected of them, it is more likely that they will get there.

Second, a function of objectives is to provide a basis for rational and logical curriculum planning. If teachers are aware of what is expected of learners, they are able to plan appropriate experiences to achieve these objectives. This would involve selecting and employing appropriate content, learning opportunities and evaluation techniques. Such an approach is clearly superior to a haphazard, intuitively based approach to the selection of experiences for learners.

Third, an important function of objectives is to provide a basis for student assessment. While assessment is frequently perceived as an odious but necessary activity, its true value is overlooked. Assessment may be seen simply as the measurement of student performance on the stated objectives. This function of objectives should be kept in mind when they are written.

Types of Objectives

There are different types of objectives that serve different purposes within a curriculum. You should be familiar with all objectives though you may not necessarily use them simultaneously.

1. General or Unit Objectives. These are written as a guide for preparing a unit or section of a curriculum. A semester unit might have 6-8 unit objectives, which give us a guide as to the nature of that section of work.

2. Specific or Instructional Objectives. When teachers prepare objectives for a lesson or a day's teaching, they are writing instructional or specific objectives. These are precise statements of educational intent and relate to a small amount of time.

In classrooms, some examples might be:

· Students will understand and apply Pythagoras's theorem.

· Students will demonstrate the skills of hockey.

· To distinguish between silver soldering and arch welding.

· Students will understand the five principal causes of the French Revolution.

· To bake pikelets given the correct ingredients.

3. Behavioural Objectives: These are statements of intended learning describing the change in terms of the learner's observable behaviour: ie. the outcomes of instruction should be seen in terms of demonstrated student behaviour. To write a behavioural objective, three criteria are required as outlined by Mager (1962). A behavioural objective should include the three components, or criteria, in order to avoid any ambiguity:

1. a description of student observable, terminal behaviour. (OBSERVABLE BEHAVIOUR)

2. a statement of the important conditions under which the behaviour is to occur. (CONDITIONS)

3. a definition of the standard of acceptable performance. (STANDARD)

Some people prefer to recall these three criteria in more colloquial terms, such as:

1. Given what, the student (Conditions)

2. Does what, (Observable Behaviour)

3. How well? (Standard)

Some examples of behavioural objectives include:

Given a spokeshave, students will name the component parts (standard implied).

Students will label each verb and adverb correctly from a mixed list of twenty verbs and adverbs (implied 100% accuracy through the use of `correctly').

Given a set piece, students will type it within ten minutes, with a maximum of 5% errors.

Students will prepare lasagne, given the correct ingredients, to the teacher's satisfaction.

Sources of Aims, Goals and Objectives

Where do our ideas come from that form the basis of our aims, goals and objectives? Certainly our conception of curriculum, as discussed in chapter two, will be an influential factor. However, there are other influences of importance that must be considered to provide a perspective when developing aims, goals and objectives.

When thinking about the sources of aims, goals and objectives, one is really thinking about sources of aims, as goals and objectives flow from these aims. However, as previously stated, when devising goals, and particularly objectives, one should always be cognisant of the parameters and guidelines provided by stated aims.

Reading 5 comes from Robert Zais and provides a succinct coverage of the sources of aims, goals and objectives. What follows below is a summary of that information, though the reading should also be examined.

Empirical Sources. Two sources of data have emerged that provide guidance in formulating aims.

a. Studies of Society. By looking at existing society, educators can pose the question: What do we wish to pass on to the next generation? To ask this question a preceding question must be posed, namely - What knowledge is of most worth? Zais continues to discuss suggested answers to these questions. How you answer these questions will affect your view of curricula and what should be included therein.

b. Studies of Learners. By examining the needs of learners, educators can determine what should be included in a curriculum. The important question to pose is - What does a person need to be an adult? In both situations, empirical data may be collected on what the existing situation is all about: ie. data provides information about the situation now.

Philosophical Sources. These sources provide suggestions as to what ought to happen to children and adolescents in our schools. Curriculum developers need to pose the question - What is a good life? By examining this question from a philosophical perspective, educators can then make meaningful contributions to a curriculum's aims. In so doing, educators should develop notions of a philosophy of education as well as a personal philosophy on life.

Subject Matter Sources. Zais suggests that the most common source of aims is probably subject matter: ie. the established body of knowledge from which school subjects are derived. In the Western Australian context, subject matter sources have been particularly influential at the level of formulating goals. The aims of education are general, but when applied at the level of goals, they are translated through the medium of subject matter. The result is a number of goals that are expressed in terms of subject matter, for example, to study the interrelationship of man and the environment.

Requirements of Suitable Objectives

When devising objectives, educators must be cognisant of certain features that will improve the effectiveness of their objectives writing. Brady (1983) has a useful section, but briefly the features of suitable objectives are:

1. Comprehensiveness. Objectives must cover everything established by the aims and goals for the curriculum.

2. Consistency. Objectives need to be consistent with each other at the same level and with the goals from which they come.

3. Attainability. Are the objectives achievable by learners in terms of their level of competency, the availability of resources and the availability of time?

4. Suitability. Are the objectives relevant to the needs of learners? Particular attention must be paid to the level of development in learners and the social context in which they operate.

5. Validity. Objectives must reflect the reality they purport to represent. If, for example, stated objectives require student literacy but do not provide opportunities for individuals to learn reading, then those objectives are invalid.

6. Specificity. Objectives should be precisely phrased to avoid ambiguity and to be readily understandable to learners.

Outcomes
An outcome is “an observable indicator of student achievement, derived from the objective” (Brady & Kennedy, 1999, p.113). Outcomes are indicators of student achievement, closely connected to objectives and derived from them. Their role is to explain the objectives.  

Brady & Kennedy (1999, p.114) provide the following examples of the way in which objectives and outcomes are related, taken from the New South Wales Board of Studies outcome statements.

Table 10.3 Objectives and outcomes

	Society and culture objective
objective

Outcomes 

Mathematics
objectives 

Outcomes
	Students will develop knowledge and understanding of concepts from interrelated disciplines useful in studying the person in society. 

Students should be able to demonstrate an understanding of the concepts related to:

· identify and self

· the development of identity

· influences on individual development

· the role and relationship of the individual in society 

· human rights and obligations 

Students will develop their knowledge, understanding and skills of measurement.

· uses cubic centimetre and cubic metre units to estimate, measure and record volume

· selects from a range of units and measuring devices to measure accurately in practical situations 

· estimates, measures and records the capacity of containers using litres and millilitres.




Sources: Society and Culture 2/3 unit ( Board of Studies, NSW, 1995. Mathematics K-6 Outcomes (Consultation Draft) ( Board of Studies, NSW, 1997.

Reading 6 provides a background account to the movement towards outcomes based education in Australia, linking outcomes to other statements of educational intent, such as aims, goals and objectives.  It also considers some of the benefits and problems of the outcomes approach.

Assuming that outcomes statements are the most precise of all four statements of intent (aims, goals, objectives, outcomes) Brady notes the following advantages and disadvantages attached to them.

Advantages

· Stating outcomes may help teachers crystallise their real intentions by imposing the need to make vague ideas more explicit.

· Initial statements of outcomes indicating overt behaviours that have to be achieved may provide a clearer direction for the remainder of the planning process.

· Outcomes may facilitate the process of assessing students.

· As outcomes provide a clear indication of what has to be achieved, they may assist the teacher in selecting appropriate content, method, resources and organisational procedures, such as grouping.

· Outcomes may assist in the operation of accountability as they provide demonstrable indicators of student achievement.

· Outcomes may enable teachers to focus on student learning rather than just content coverage.

· Outcomes may ensure that all students experience success. McGhan (1994) claims that all students who don’t achieve an outcome at first will do so in time.

Disadvantages

· The outcomes of learning are too complex to be predicted by specific statements. The predominant criticism of outcomes-based education is that it is narrow, mechanistic and behaviouristic (Schwartz & Cavener, 1994; Towers, 1992, 1994; Glatthorn, 1993; McKernan, 1993). The greatest concern of McKernan (1993, p.27), who condemns outcomes-based education for involving “human engineering and quasi-scientific planning procedures”, is that the structures of knowledge cannot be translated into simple outcomes or desirable performances.

· Relying on specifying only outcomes may result in an emphasis on the trivial outcomes of learning and a tendency to teach only to predictable specifics.

· A focus on teaching towards outcomes may result in limiting the importance of discovery and inquiry.

· As outcomes are more difficult to specify for the affective dimension, there is a danger that it may be ignored, and that social skills, cooperation and appreciation may consequently suffer. Zlatos (1993) claims that outcomes based eduction downgrades the importance of caring and being a supportive family member.

· Supporters of outcomes have overlooked the relationship between the subject matter and the extent to which outcomes can be predicted and specified. Subjects like maths and languages may enable the specification of outcomes; other subjects like the arts may not.

(Brady & Kennedy, 1999, pp.115-116).

Outcomes statements are also discussed in chapter 10 in this guide, entitled “Outcomes Based Education: Overview”.

Questions to Ponder

1. Justify your choice of specific or behavioural objectives. How compatible is this with your educational setting?

2. Are the existing aims for education in your area suitable?

3. To what degree are they supported in practice by schools?

4. Distinguish between aims, goals, objectives and outcomes. Can you write examples of each illustrating the relationship?

5. Can you explain the goals in your teaching speciality? Do they exist in a formal document?

6. If you were devising aims, could you answer the question - what knowledge is of most worth?

7. Have you a personal philosophy of education? If so, can you enunciate it?

8. Check the objectives you've been writing or you plan to write. Do they meet the requirements of suitable objectives?

9.
What is meant by the claims that outcomes assist in (a) planning content and (b) reporting student achievement?

	
	


Chapter 6

Curriculum Process; Content

Reading

(
Nos.7 & 8

It is not surprising to find that the concept 'content' has numerous definitions. Many educators consider content to consist only of knowledge: ie. the facts, concepts and generalisations related to a particular subject.

Often the definition of content has been expanded, as suggested by Hyman (1973, p. 4)

Knowledge (i.e. facts, explanations, principles, definitions) skills and processes (i.e, reading, writing, calculating, dancing, critical thinking, decision-making, communicating) and values (i.e, the beliefs about matters concerned with good and bad, right and wrong, beautiful and ugly).

For the purposes of this unit, content is considered to be the subject matter of the teaching-learning process. As such it includes the knowledge, skills, and values of subjects. Thus the content of social studies includes the knowledge, skills and values from the social sciences. 

It should be noted that the curriculum elements of content and method are in a state of constant interaction. This is the reality that the curriculum developer must face, so that their separation is more for ease of understanding than to depict the real world.

Content may be seen as the “what” that is taught. Methods are the “how” that content is delivered to the learner.

Selection of Content

Educators not only define content in different ways, they also perceive the selection of content differently. These views may be expressed in the form of a continuum as represented on the following page.

Content Selection Continuum

	SUBJECT APPROACH
	
	PROCESS APPROACH

	
	
	

	(Intrinsic value of content)
	
	(Content is irrelevant)


Subject Approach. This perspective claims that content has intrinsic value, which is the study of man's knowledge as determined by the academic disciplines. In other words, the real value of subjects is the knowledge man has accumulated over time and the most effective expression of this knowledge is in the academic disciplines. Many leading educators have supported this viewpoint including R.S. Peters, Paul Hirst and Jerome Bruner.

Process Approach. At the other extreme of the continuum is the view that process is the content and that knowledge is simply a fabric to place over the framework of skills (process). Knowledge, it is contended, has little intrinsic value, particularly as it is constantly changing and expanding. The knowledge explosion of recent decades has effectively prevented people from learning knowledge and therefore what should be acquired is the means to obtain and process knowledge: ie. skills.

Both approaches have strengths and weaknesses and neither is suitable in their extreme forms. However, in this unit we have taken a balanced approach, realising the importance of skills and knowledge. At this point it may be useful to reiterate that for this unit, content is considered to be the subject matter of the teaching-learning process which incorporates the knowledge, skills and values of subjects.

Because Paul Hirst's account has been particularly influential, a brief description of it follows.

Academic rationalists such as Hirst argue that what we traditionally recognise as the academic disciplines: ie. mathematics, science, the social sciences, literature, philosophy, religion and the fine arts, make up the content that we consider to be most worthwhile. They claim that these subjects have intrinsic value. By 'intrinsic value' they mean that we value these things for their own sake. This is the old idea of learning for learning's sake. We learn mathematics, for example, in order to understand about mathematics and to be able to think mathematically. We study the fine arts so that we will have a sense of aesthetic awareness and be able to enjoy painting or sculpture.

One of the difficult questions that curriculum developers then have to face is whether there are some things that only some students need to know. In other words, should we have a compulsory core curriculum or should there be choices available and if so when does choice start and why? Traditionally, in primary schools there is little or no choice of content available because we have tended to assume that at the early stages of education everyone ought to be exposed to everything for at least that limited period - regardless of what the "everything" in question might be. We can put forward an ethical argument in support of this position and say that the wide spread of content offered in the primary school is there because it opens doors for the learners and makes them aware of many dimensions of human thought. We deliberately avoid limiting their choice of future educational directions.

Hirst also provides an epistemological argument. He gives us a particular theory, called the forms of knowledge theory, about the nature and structure of human knowledge. According to Hirst, we can identify seven forms of knowledge. They are mathematics, the physical sciences, human sciences, history, religion, literature, the fine arts and philosophy.

Each form of knowledge has its own set of central concepts. For example, gravity, acceleration, hydrogen and photosynthesis belong to the sciences; number, integral and matrix to mathematics; God, sin and predestination to religion; right, good and wrong to philosophy.

Attached to these central concepts are many other concepts so that each form of knowledge has its own network of concepts, all related to each other in specific ways. This gives each form a kind of skeleton or logical structure.

The relationships between the concepts are expressed in sets of statements. Together, all these statements make up the whole body of knowledge that constitutes the form. (We would find these sets of statements contained in books in libraries). 

Each form has its own way of testing the truth of all of these statements. (This last claim is very controversial, since many people would argue that we only have two ways of testing for truth: through empirical evidence or through rational thought).

If Hirst is correct in what he has to say, then we will include all the forms of knowledge, in some way or another, in a curriculum if we do not want to limit a person's early years of education. The nature and structure of knowledge becomes the sole criterion to use for the selection of content.

The forms of knowledge identified by Hirst are represented in the so-called learning areas which are designated in the current Western Australian Curriculum Framework (see chapter 10). More specific details as to what constitutes knowledge, skills and values in each of these areas is evident in the pointers provided in the Curriculum Framework Progress Maps (and the Department of Education and Training's Outcomes and Standards Framework?.

Other theorists have taken a different approach, so we shall now consider their ideas.

Criteria for Selecting Content

Nicholls and Nicholls (1978, p. 51-54) suggest four criteria for selecting content in a curriculum:

· Validity

· Significance

· Interest

· Learnability

The following is a list of criteria that have a role to play in selecting content.

Validity. Content is valid when it is authentic: ie. avoid the obsolescence of knowledge. This implies constant updating of knowledge, skills and values. As well, content must promote the stated objectives in order to be valid. If objectives claim one thing, while content teaches something different, then it is regarded as invalid.

Significance. In this criterion the content must be considered worthy of inclusion in the curriculum. This applies to the knowledge as well as the skills and values of subjects, or interdisciplinary themes.

Interest. The interest of learners is generally considered an important criterion in selecting content, though it receives varying support from curriculum developers. Arguments abound as to whom is best suited to determine what interests learners. In recent years, greater concern for student interests has been taken when developing curricula in W.A.

Learnability. Content should be suited to the ability level of learners and must therefore take account of individual differences. If students are unable to learn the content, they will continually fall behind in a curriculum. Conversely, content that lacks challenge to able learners prevents them from obtaining the most from a curriculum.

Consistency with Social Reality. Content should provide the most useful orientation to our world that it possibly can. To achieve this, Taba (1962, p. 272-276) makes some useful suggestions which are outlined by Brady (1983, p. 104). Brady's adaptation of the sabre- tooth curriculum `story' is most appropriate to this criterion.

Utility. This criterion suggests that content should be useful in the performance of adult activities. As well, students trying to cope with their present life situations, is an important aspect when considering the criterion of utility. Examples of useful content might be personal health, citizenship, family living skills and so forth. There are some difficulties in achieving consensus as to what constitutes useful content for adult life. However, this is a useful criterion for use when selecting content.

The question "what knowledge is of most worth?" is a perennial issue for those charged with responsibilities for determining curriculum content. For an informative discussion of the social and political forces currently shaping these decisions see Reading 7 from Brady and Kennedy's book Curriculum Construction. This reading also provides a useful section on the development of national statements and profiles in Australia which preceded the moves towards a national curriculum and the subsequent devolution to the states of the development of curriculum frameworks.

Organising Content (Architectonics)

The `architectonics of content' are those principles responsible for ordering content into systematic categories for the purpose of study. (Zais, 1976, p. 328). For our purposes, we will concentrate upon the two most important aspects of the archi- tectonics of content, namely:

a. scope of curriculum content

b. sequence of curriculum content.

Scope of Curriculum Content

The term `scope' refers to the breadth and depth of content within the curriculum at any one time: ie. how the content is arranged and the degree of depth of content at a particular time (usually one year). Sometimes scope is referred to as horizontal organisation or integration. See Glossary for alternative definitions.

Unfortunately, there are few educational principles that can provide guidance when making decisions about the scope of content in a curriculum. This situation might help explain why `political' activity occurs in school when the distribution of time for individual subjects is made. There never seems to be sufficient time within the school week to treat all subjects adequately. How the time is distributed, when subjects are taught, what rooms are used and so forth, are decisions resolved in a `political' manner (ie. by power).

Print (1993, p. 155) refers to guiding concepts that are helpful in determining scope:

· Time

· Core Curriculum

· Special Needs

· Integration

· Exclusions

Sequence of Curriculum Content

Sequence is defined as the order in which content is presented to learners. In other words content is broken down into manageable sections that can then be learnt over a period of time. The order in which those parts are presented to learners is called sequencing. Sometimes the same requirements, namely the progressive, level-to-level, organisation of content over a period of time.

How should content be arranged for learners? In attempting to answer this question, several important, related questions need to be posed.

1. What criteria should determine the order of content?

2. What should follow what, and why?

3. When should learners acquire certain content?

Traditionally, subjects have been sequenced according to a logical criterion i.e., the `logical' approach of the decision-makers. However, in reality this was little more than an intuitive response to past practices and the nature of the subjects involved. In the last two decades, four principles have become increasingly acceptable as criteria for sequencing content and these are explained by Print (1993, pp. 157-159).

1. Simple to Complex. Traditionally found in sciences, mathematics, grammar, music and foreign languages. In this situation, sequence is seen as a progression from simple, subordinate components to complex structures which in turn are composed of combinations of the subordinates. To understand long division, for example, you need to understand multiplication, subtraction and addition at the very least. To understand multiplication, ...

2. Pre-requisite learnings. This principle is followed in subjects which consist largely of laws and principles such as physics, grammar and geometry. It is difficult to deny the need for some consideration of pre-requisite learning in any educational activity. Gagne's concept of hierarchical learning and Havinghurst's use of developmental tasks are consisted with this approach (see later in this Chapter).

3. Whole to part learning. The rationale for this principle is that understanding the whole makes possible the understanding of partial or constituent phenomena. Commonly used in geography, this principle suggests that one first examines the globe, then associated global concepts (time, seasons), followed by specific local topics such as weather.

4. Chronology. This principle suggests sequencing content according to the chronology of recorded events. This is important if one accepts a causal relationship between events such that to understand an event you need to understand what preceded it. History, music and literature use this approach as does any subject that examines its own history. The chronological principle can be applied forward or backward from any particular point in time.

More recently, these principles have been expanded to include two additional approaches to sequencing.

5. Increasing abstraction. Content can be sequenced according to the idea that one learns most effectively what is closer or more meaningful to the learner. Thus, we can commence with one's own experiences and proceed to more remote learnings. For example, studying one's own family structure, then similar cultural structures before studying family structures from different cultures.

In a similar manner, content may be sequenced from concrete to abstract: ie. understand concrete concepts before moving into abstract, idealistic or theoretical concepts. For example, understanding distance on the ground before studying scale in Geography or Technical Drawing.

6. Spiral Sequencing. This term was first described by Bruner in connection with whole curriculum organisation, but most often it is applied to smaller components of a curriculum. For example, a foreign language course may have unit or specific objectives relating to the development of skills in listening, speaking, reading and writing. It would not be desirable to complete all of each of the other three skills in turn. Instead, each "lesson" probably requires some degree of exercise in all four skills, as the content of each lesson presents samples of different vocabulary or different sentence structure. In this way, successive "lessons" would make spiral sequences, coming back again and again to the further development of the same four skills. With each lesson, the cycle (spiral) may broaden in scope with respect to size of vocabulary and range of forms of expression, meanwhile developing greater facility in each and all of the four skills required to learn the language.

Example:
A curriculum concept spiral from the Manhattanville Music Curriculum Project. In this example, the repeated concepts are form, rhythm, pitch, dynamics, and timbre.
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While these organisational principles have a valuable role to play in sequencing content, some educators have demanded a more substantial base to help understand their operations. The work of numerous psychologists, particularly those involved with mental development and learning, has provided a useful theoretical base for many of these principles. Thus by examining the growth of learners' abilities, we can determine when a learner should be exposed to what content. Among the more influential learning and developmental theorists are Gagne, Piaget, Erikson, Havinghurst and Kohlberg. Three theorists will be examined briefly, but it is useful if curriculum developers read other theorists and in greater depth.

Jean Piaget. The cognitive development theory posited by Piaget implies that the sequence of curriculum content can be co-ordinated with the learner's stages of intellectual development. This position is based on Piaget's theory that children's cognitive growth occurs in a sequential pattern through four related stages. In this way, what and how a child learns is largely determined by the child's present stage of development.

Stages of Intellectual Development

Jean Piaget, the dean of developmental psychologists, identified four main stages in intellectual development (1962). The sequence of these stages is inviolable; although an average age for each stage can be stated, the age at which each stage is reached will vary with the social and cultural environment of the child: that is, intellectual development can be accelerated or retarded by environmental enrichment or impoverishment.

Sensorimotor stage (birth to two years)

Actions are at first random and reflex, with gradual development or co-ordination and sense of space. The child reacts at first only to perceptual signs: if a toy is removed from sight, the child is not sure that it still exists. Increasingly the child is able to apply actions to new situations and to experiment with new means to desired ends: for example, by pulling a blanket on which a toy rests. By age one and a half to two, the beginning of memory and planning is evident, as the child invents new means by mental combination; symbolic thought becomes apparent in representational play.

Preoperational stage (two to seven)

The development of language gives great flexibility to intelligence. At first, children centre their attention on only one aspect of an object or situation; later they can perceive relationships among parts. At this stage they reason from what they see, not from abstractions. Classification is undeveloped; if shown a bunch of flowers, half of which are daisies, they cannot say whether there are more flowers than daisies. They begin to use space and time and to observe rules of social behaviour by age seven, but cannot explain them. From two to four the child's social view is entirely egocentric; from four to seven this gives way to socially directed thought and action.

Stage of concrete operations (seven to twelve)

Ability to classify and serialise, to arrange objects by size, and the concept of reversibility develop between about seven and eight. The child's social competence is increased with development of language and an understanding of the relativity of viewpoints. The child is concerned with the actual and characteristically solves problems in terms of direct experiences.

Stage of formal operations (twelve to sixteen)

Preadolescents begin to solve purely verbal problems, to understand the concepts of proportion and reciprocity. They are able to integrate their new intellectual capacities for explanatory purposes. They can manipulate abstract ideas, and they become concerned with the possible rather than the actual. They are idealistic and tend to believe in the omnipotence of thought. The ability to distinguish between what is conceptually possible and what is attainable in fact comes after adolescence as a result of experience in the real world.

Pratt (1980: 272)

Robert Gagne. The learning theory forwarded by Gagne offers curriculum developers a useful basis for deciding not only the sequencing of content, but also the selection and sequencing of teaching methods. Gagne believes that children learn an additive series of capabilities: ie. from simple, specific capabilities to complex, general capabilities.

1. Multiple discrimination. Students learn to differentiate between essentially similar stimuli and give them names, for example, the difference between letters of the alphabet. This concept is sometimes called verbal information as it refers to the learner's ability to provide labels to different stimuli.

2. Concept learning. The ability of the student to see commonality in stimuli. A concept may be defined as a set of specific objects, symbols, or events which share common characteristics (critical attributes) and can be referenced by a particular name or symbol: eg. chair, democracy and novels. This is obviously a higher level of learning than verbal information.

3. Principle learning. Where two or more concepts are combined a principle, rule or generalisation may result: eg. learning is improved through reinforced practice; all men are created equal.

4. Problem-solving. This involves the learner in combining two or more principles to produce a new capability. This type of learning requires original thinking. Gagne defined problem-solving as the combining of previously learned rules into a new higher-order rule, which `solves' the problem and generalises to an entire class of stimulus situation embodying other problems of the same type.

Robert Havinghurst. Havinghurst has identified a number of develop- mental tasks which arise at certain times during life. Successful accomplishment of the tasks leads to the happy, well-adjusted individual; failure leads to unhappiness and societal disapproval. The tasks are hierarchical in nature: ie. achievement of later tasks is facilitated by successful achievement of earlier ones.

Developmental Tasks of Childhood, Adolescence. (This list is incomplete)

Early Childhood

1. Forming concepts and learning language to describe social and physical reality.

2. Getting ready to read.

3. Learning to distinguish right and wrong and beginning to develop a conscience.

Middle Childhood

1. Learning physical skills necessary for ordinary games.

2. Building wholesome attitudes towards oneself as a growing organism.

3. Learning to get along with age-mates.

4. Learning an appropriate masculine or feminine social role.

5. Developing concepts necessary for everyday living.

6. Developing conscience, morality, and a scale of values.

7. Achieving personal independence.

8. Developing attitudes (democratic) toward social groups and institutions.

Adolescence

1. Achieving new and maturer relations with age-mates of both sexes.

2. Achieving a masculine or feminine social role.

3. Accepting one's physique and using the body effectively.

4. Achieving emotional independence of parents and other adults.

5. Preparing for marriage and family life.

6. Preparing for an economic career.

7. Acquiring a set of values and an ethical system as a guide to behaviour.

8. Desiring and achieving socially responsible behaviour.

Integration and the Framework Approach
The present framework approach in Western Australia uses the concept of integration across all learning areas included in the framework. Reading 8 gives some useful insights into some of the issues involved in curriculum integration.

The Western Australian Curriculum Framework makes a special point of emphasis on the “holistic” nature of the curriculum. It includes a grid (see pp. 42-47 of the Framework) in which the thirteen overarching statement learning outcomes are given direct and indirect links to the learning outcomes in each of the eight sets of learning area statements. Reading 9 is a copy of this grid.    This is a very complex grid and it requires a great deal of plotting to set out its actual workings. An example of its use is shown at the end of chapter 10.

While the framework mentioned above uses the work ‘links’ as a way of explaining integration, it is still pursuing the same idea. Care needs to be taken in following this approach. The biggest danger is that breadth across the curriculum may mean a loss in developing sufficient depth within each of the eight learning areas to enable students to achieve an adequate grasp of their main concepts and logical structures. This is not to say that different learning areas are not related to each other. But without a proper grasp of each learning area, the links are hard to establish. As Hirst notes

… the central problem in designing curriculum units is to cater for the formal structure within the forms of knowledge and the formal structure that links them. I have stressed the fundamental importance of the first of these, as the division in kinds of knowledge penetrate all our conceptual development, and it is only in terms of these distinctions that the inter-form relations can be understood.

In other words, the main focus initially has to be on understanding outcomes for each separate learning area. Without this understanding it is not possible to see the connections between each of the learning areas.

A summary of integration across the learning areas:

1. In the curriculum framework integration is covered under the heading “Links Across the Curriculum”.

2. The principle of integration finds its basis in viewing the curriculum as holistic rather than segmented.

3. Links ought to be established across learning areas whenever it is possible and practicable to do so.

4. Integration of values into all aspects of the curriculum is also an important consideration.

5. Links may be direct or indirect depending on how integration is being envisaged.

6. Any subsequent evaluation would take cognisance of the integrated nature of the material taught.        

Conclusion

In summary, the forces of scope and sequence, those architectonics of content, determine what each learner will study when, and in what depth. Diagrammatically, this may be represented in a stylised form. This diagram depicts subjects that are constantly applied (English), while others are important at a later stage in the learner's development (Science). Still others, such as reading and writing, are emphasised at an earlier stage and become less important later. A more detailed analysis of scope and sequence may be found in Print (1993, pp.159-161).
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Questions to Ponder

1. What are the strengths and weaknesses of each approach to organising content?

2. Where do you see yourself on the subject-process continuum?

3. Have you ever applied the criteria for selecting content to your area of interest? If you did, what would result?

4. Can you apply scope and sequence concepts to the content that you teach? Does sense emerge as a result?

5. If you were given the opportunity, what content would you include in the curriculum of your choice?

6. How are goals and objectives related to content?

7. Should any content in the existing curricula in schools be omitted? Why?

8. Which learning/developmental theorist do you support? Why?

	
	


Chapter 7

Curriculum Process: Learning Opportunities

Reading

(
Nos. 10, 11, 12, & 13

Learning opportunities, learning activities, learning experiences and method are terms used interchangeably to explain what the teacher does to facilitate learning by the student: ie. how the teacher imparts content and provides opportunities for learners to acquire that content. A slightly different way of expressing this concept is to see it as those opportunities offered to learners to achieve the stated objectives and outcomes.

We have chosen a definition of learning opportunity/learning activity which is: those activities offered to learners in the teaching-learning situation, that have been designed to enable learners to achieve the stated objectives and outcomes. This would include all teaching or instructional strategies as well as those methods by which students may learn for themselves within the classroom.

Teaching-Learning Strategies

There are numerous ways whereby a teacher may facilitate learning. Several of these will now be examined briefly. A good overview of some of the main approaches is given in Reading 10.

Experience and research indicate that variety is important for effective teaching and therefore all teachers should have an effective repertoire of teaching-learning strategies. Unfortunately, there is evidence to suggest that teachers use a narrow range of strategies, though their teaching could be enhanced if they were to employ more methods.

The need for variety is taken up by Brady (1987, p. 117) and his claims are supported by three arguments.

a. Not all students learn equally well through the same strategies.

b. Certain methods are more applicable to particular situations. Lectures, for example, are not appropriate when one is trying to develop students' self-concepts.

c. No single method is better than another in all situations. Consequently, strategies must be matched to objectives so that the most efficient and effective one is selected.

The following are some of the more significant teaching-learning strategies available to teachers. When examining each method, consider the advantages and disadvantages of each approach. As well, Readings 10, 11 and 12 should be studied in conjunction with these strategies as they have a lot to offer. 

1. Expository Teaching. This involves the transmission of information in a single direction from source to learner. The source may take a variety of forms, though it is usual to be a teacher. Learners are passive receivers of information. It is an economical and efficient use of teaching resources. Common examples of expository teaching are lectures, demonstrations, set reading tasks and an audio-visual presentation.

2. Interactive Teaching. Similar in nature to Expository Teaching, the essential difference with Interactive Teaching is the deliberate encouragement of interaction between learner and teacher. This usually takes the form of question-reaction episodes interdispersed with expository information. Sometimes known as the discussion or question-discussion technique, it incorporates the successful features of expository teaching with the interactive and feedback elements. Learners are more active in this approach and thinking skills are enhanced. This is commonly found in Australian classrooms.

3. Inquiry Teaching. The key to this strategy is that learners are actively engaged in determining answers to questions or resolving doubt in a more general manner. Inquiry teaching typically involves four stages:

i. Awareness of the problem: creation of doubt

ii. Forming tentative hypotheses

iii. Research and collection of data

iv. Forming conclusions based on evidence.

A fifth stage, generalising conclusions and applying them to new data, is sometimes included. In all of these stages, the learner is actively involved and the teacher serves more as a facilitator. Sometimes called enquiry teaching, discovery learning, problem-solving or inductive learning. The Readings provides useful coverage of the inquiry strategy.

4. Individualisation. The essential features of individualised learning are that the learner completes tasks appropriate to his ability level and at his own pace. The focus of responsibility for learning changes from the teacher to the learner and considerable learning is undertaken independently of others. Two forms are commonly found:

a. Highly structured individualised learning kits. These offer learners the opportunity to proceed through a set sequence of learning tasks at an individual pace and at an appropriate level of complexity and difficulty. Diagnostic tests are frequently employed to determine the level of entry behaviour. Success is determined by tests undertaken throughout the set tasks. Programmed instruction of various forms are examples and even the SRA materials could be included. The self-paced learning modules developed at Carine Technical College are an excellent example.

b. Unstructured or independent learning. Here learners concentrate upon examining problems of interest by themselves. Little formal structure is required, though learning contracts are typically used. In this strategy, intellectual independence is stressed and enhanced.

5. Models of Reality. An alternative way to facilitate effective learning within students is to involve them in learning situations that are as real-life as possible: ie. to replicate the real world by creating models of the salient features. Simulations, games and role-playing are examples of these models. By involving students in experiences that they might encounter in the real world, albeit simplified for pedagogical purposes, learners have the opportunity to obtain a powerful understanding of the task. Examples of models of reality range from physical simulations (flight simulators, practice teaching) through simulation games (monopoly, starpower) to role playing exercises of various forms (perhaps involving students in a racial discrimination exercise so that they feel what it is like to be discriminated against).

The above strategies have been briefly outlined as more depth is available in Readings 10 and 11. Particularly ensure that you understand how each strategy functions and then the advantages and disadvantages of each. As well, other strategies could be analysed, including the following:

· Practice/drill

· Instructional systems design

· Work-related experience

· Group investigation.

Example

In constructing a curriculum you may have a topic to teach about the nature of society. Given the objectives and content that guide you, a decision has to be made for your curriculum as to how that content will be taught. Being aware of the resources of your institution (from your situational analysis) you are now able to determine that four (4) methods are available:

1. Expository teaching through a lecture and video;

2. Interactive teaching with discussion;

3. Inquiry teaching using problem-solving, and

4. Models of reality (a simulation).

But which one will you use? You have to determine which is most appropriate and it is useful to remember that, as mentioned previously, there is a need for variation of teaching-learning methods. The next section suggests ways for selecting learning activities.

Criteria for Selecting Learning Activities

Several sets of criteria are available to assist educators in the selection of appropriate learning activities. John McNeil (Reading 13) outlines an approach which emphasises philosophical criteria, psychological criteria, technological criteria, criteria from pressure groups and practicality as a criterion. The purpose of including this Reading and the concomitant suggestion for students to read McNeil's work, is to provide a sense of perspective to this and other areas. In many cases there is no one correct set of criteria, though some appear more applicable than others.

The McNeil criteria should be compared with those suggested by Brady (1983, p. 118-121). Brady refers to variety, scope, validity, appropriateness and relevance as criteria by which to judge the usefulness of learning activities. These approaches may now be compared with the criteria outlined over the following pages, which argue for a sifting approach to the selection of learning activities: ie. activities percolate through the various criteria until an appropriate one is selected.

When selecting criteria it is useful to remember Brady's `principles of learning' that he has adapted from Wheeler (1967, p. 130). As well, learning theory can provide an insight into how students learn and therefore match appropriate learning activities. However, there is probably more agreement amongst educators over the 'principles of learning' than there is about learning theories. Wheeler's `principles' are included below (1967, p. 130).

1. Learning is an active process in which the learner must be involved.

2. Learning proceeds more effectively if, as well as being an active participant, the learner understands what he is learning.

3. Learning is considerably affected by individual goals, values and motives.

4. Frequent repetition of response to a class of situations is important in learning skills.

5. Immediate reinforcement promotes learning. Cognitive feedback is most effective when time-lapse is minimal.

6. The wider the range of experiences presented to the learner, the more likely are generalisation and discrimination to occur.

7. Behaviour is a function of the learner's perceptions.

8. Similar situations may elicit different reactions from different learners.

9. While transfer does not occur, it is usually much less than people think. What there is may usually be attributed to similarities between the tasks involved. Both likenesses between situations and possibilities of transfer should be pointed out specifically.

10. Group atmosphere affects both learning product and accrued satisfaction.

11. Individual differences affect learning. Such differences are both biogenic and socio-cultural.

12. All learnings are multiple. Though focus may be on one particular (desired) outcome, other learnings take place simultaneously.

In the model advocated in this unit (the method selection paradigm), four criteria serve the process of sifting in order to obtain appro- priate learning activities. These are objectives, appropriateness, resources available and constraints.

Objectives. The first barrier learning activities must pass through is to determine if they facilitate the stated objectives. Many activities are available but only a few may be appropriate.

For example, if the objective requires students to operate a Bunsen burner, then the interactive and expository strategies would be appropriate, though the inquiry would not. Alternatively, if the objective seeks to emphasise a cultural issue in literature, then inquiry and models of reality strategies would be far more appropriate than expository and interactive strategies. In the end, it is important to determine exactly which objectives are significant in deciding the most suitable learning activities.

While it is true that any given objective can usually be explored through a number of different techniques or methods, the plethora of research studies on teaching methods also suggests that particular types of objectives are most efficiently pursued through a particular set of related methods/techniques. Much of this research has been synthesised by the behavioural psychologist, Robert Gagne, who in 1972 published a classification of objectives to rival the cognitive - affective - psychomotor classification generally attributed to Bloom and his associates. Like Bloom, Gagne bases his classification on the different types of human learning - but with one important difference. Gagne's categories are based on the premise that each type of learning is in fact learned differently from every other type, more particularly, each type of learning requires a different set of learning conditions. Translated into classroom practice, this means that if students learn different types of objectives in different ways, then these different types of objectives will need to be "taught" differently. It also follows that as curriculum developers, teachers should be able to classify their objectives into these different types, and then select the most appropriate learning opportunity for that objective type.

The major point to be made in applying the objective criterion of the method selection paradigm, is that the type of method or techniques selected is primarily dependent upon the nature of the objective involved. It therefore seems appropriate to limit the range of potential techniques to those which suit the objective as a first step. This selection will be further reduced as subsequent steps of the paradigm are applied.

Appropriateness. Having limited the range of potential methods to those which satisfy the needs of the objective, it next seems appropriate to consider which of those potential methods is consistent with the characteristics of the students involved, namely, the students' interests, abilities and levels of development. In one sense, this criterion will already have been considered when the objective itself was decided upon. In applying the criterion of attainability to the selection of objectives (see Chapter 5), the astute curriculum developer would have taken such obvious characteristics as age, general ability, and stage of intellectual development into account when deciding on the appropriateness of the objective for the group of students in mind.

It is also possible to relate learning activities to the developmental ideas of Jean Piaget. Here, some activities would be more appropriate to a particular level of development than others. Expository and inquiry strategies, for example, may be more appropriate to the formal operations level, though for different reasons. In earlier stages, drill and repetition may be more appropriate.

Resources

Having considered the nature of the objective and the characteristics of the learner, one should now view the list of potential, residual methods in terms of the resources available to support each one. Some possible methods will require access to hardware (eg. film projectors, tape recorders) and software (eg. films, tapes). Others may require the assistance of teaching aids, or the use of a bus to transport students. Others again will require equipment such as sporting gear or laboratory glassware. And at the extreme of the continuum, some methods require no more than a firm voice and a piece of chalk! Clearly, the availability of needed resources is a significant criterion to be applied to the selection of methods. When each potential method is assessed in terms of this criterion, the number of viable methods remaining will likely be further reduced.

Constraints

Closely allied to the criterion of resource availability, is the notion that in all teaching/learning situations there are a number of constraints that operate to further reduce the choice of the "ideal" (or most appropriate) method. Perhaps the most significant constraint in schools is time. For example, after having considered all the earlier criteria, one may have decided that an excursion or field-trip is the best way to put across your objective(s). However, an excursion may take half-a-day and antagonise some of your colleagues - a film may do almost the same job in just twenty minutes. Note how the "efficiency aspect" (Cone of Experience) manifests itself again. Another constraint might be a teacher's recognition of his/her own limitations. For example, some teachers might feel uncomfortable with the noise generated by group discussions, or the seeming chaos resulting from individualised self-pacing. This of course, further reduces the choice of appropriate methods available for a given objective.

Other constraints to be considered when selecting learning activities include:

· finances available

· availability of staff (eg. for fieldwork, team teaching)

· school policy

· central organisation policy (eg. DET).

In all then, this model or paradigm suggests how educators might proceed in selecting appropriate learning activities.

Selection of Learning Activities

Diagrammatically, the paradigm or model for selection of learning activities may be represented as follows:

	
	FIRST, consider the type of objective

	
	

	Application
	THEN, CONSIDER the learner

	of
	

	Criteria
	THEN, check the availability of resource

	
	

	
	FINALLY, choose the method which is subject to the smallest number of constraints.


Organising Learning Activities

Little research or writing is available in the curriculum field that deals with the problem of organising learning activities. In part this is due to the strong tradition of teacher determination of appropriate learning activities for their students. Teachers claim, quite accurately, that their experience and their knowledge of the learner's abilities, places them in a unique position to organise learning activities. As well, the situation is compounded by the complex nature of learning and the variety of influences that affect individuals to learn effectively. Finally, learning is acquired over an extensive period of time and hence it is difficult to distinguish between influential variables. In all then, the substantial number of variables and their complex interrelationships over time make it difficult to determine the precise effectiveness of single activities and how they should be organised.

Nevertheless, three criteria proposed by Tyler have become accepted in the field as a rule-of-thumb basis for organising learning activities.

Continuity. Tyler (1950, p. 55) defined continuity as "... the vertical reiteration of major curriculum elements". This means that if an objective emphasises particular skills, such as inquiry skills, then these skills require repetition at various points along the curriculum in order that learners may have repeated exposure to and opportunity to practice this activity.

Sequence. This concept is an extension of continuity. Sequence requires that the activity not only be repeated, but also that it progress from simple to complex. This hierarchical organisation of learning activities may occur within a subject or theme over a period such as a year, as well as progress through the years of schooling. Thus, with reading, the basic skills are acquired before complex vocabulary is added and later sophisticated comprehension is undertaken. Taba (1962, p. 296) refers to sequencing as `cumulative learning', a term which seems quite appropriate.

Integration. The third criterion suggested by Tyler refers to the horizontal relationship between learning activities. Tyler's intention was that at any point in time, the learning activities are so related that they provide a unified and integrated experience for the learner. For example, activities in English Literature may involve associated mapping skills from geography as well as research skills from botany. Traditionally, educators have not performed well according to this criterion, claiming instead that the responsibility for integration lies with the learner. As well, it appears difficult to entice educators out of the shell of their subject areas and so promote integration.

An alternative approach for organising learning activities is to incorporate the work of learning and developmental theorists. These have been referred to elsewhere in this student workbook and references have been cited to direct students to further reading. However, when considering the organisation of learning activities one should take cognisance of the way in which students learn. As a guide, reflect upon Gagne's theory whereby learning proceeds from simple to complex. Gagne suggests that learners progress through a hierarchy of learning stages. (Gagne, 1970)

Multiple Discrimination

(Verbal Information)


Concept Learning

Principle Learning

(Rules, Generalisations)

Problem Solving

Important Considerations for Learning Activities

1. Use a variety of strategies.

2. Learners should develop the ability to locate information.

3. Employ of variety of media to facilitate strategies.

4. Learners should develop independent learning skills: eg. inquiry, self-directed learning, decision-making.

Small group co-operative learning

A current teaching/learning strategy much in favour is small group co-operative learning. It has been described by Barry and King (1998) as a group of students, four being the number usually most favoured, working together and “interacting in a task-related way with each other” with “one or some of the students helping those who need or ask for help” (p.230). As a strategy it is a useful way of individualising teaching and learning while at the same time fostering a co-operative approach to completing a designated task. In addition it can foster a competitive spirit if groups are encouraged to work against each other. Reading 12 gives a good overview of small group co-operative learning as well as providing some activities designed to stimulate your thinking on this approach.

Questions to Ponder

1. How would you sequence learning activities if you used Gagne's theory?

2. Do you employ a variety of teaching-learning strategies? If not, why not?

3. Can you differentiate between learning experiences and learning opportunities/activities?

4. Which teaching-learning strategy would be most effective with a small group of intellectually able students in Science, Maths, Home Economics, English, Social Studies, or your particular area of expertise?

5. When selecting learning activities, what criteria would be most appropriate?

6. Have you employed any of the models of reality discussed in this chapter? How successful were they? If they were unsuccessful, can you account for their failure?

7. Which would be more effective when applying learning activities - homogeneous or heterogeneous groups of students?

	
	


Chapter 8

Curriculum Process: Evaluation*

Reading

(
Nos. 14 & 15

In its broadest sense, evaluation is concerned with making judgements about things: ie. making an expression of the worth or merit about things such as clothes, a play, a meal, people, student performance or a curriculum in operation.

However, to have an effective evaluation, we require your judgements to be based on evidence on some data that is both relevant and appropriate. No-one accepts evaluation judgements based merely on whim or fancy, especially in education. But more of that later.

Two approaches to evaluation are distinguished in curriculum:

a. Product Evaluation. This involves evaluation of student performance in a teaching-learning situation. In other words, how well the learner has achieved the stated objectives. A school report is an example of product evaluation.

b. Comprehensive Curriculum Evaluation. In essence this approach to evaluation examines the effectives of a process - a curriculum, a curriculum project or curriculum materials - for example, an evaluation of the curriculum in your school, or evaluation of teacher-prepared curriculum materials used in your class. However, a curriculum evaluation could also be conducted in a classroom context where the teacher wished to determine the effectiveness of her/his curriculum.

*I wish to thank Murray Swain for his assistance with this chapter.

In EDU 5700 we will concentrate upon the former, while the latter, at school level, will be examined in detail in EDU 5800. However, a model for evaluating curriculum materials will be included as it should be useful to teachers. This model is based on the social sciences, though it is applicable to most areas of the school curriculum. It can be located in Appendix 1. As well, a brief section on evaluating curriculum materials is included at the end of this chapter.

Function of Evaluation. This, the fifth, curriculum element is invariably understated by educators. Generally, it receives the least attention and is misunderstood more than the other curriculum elements. Typically, evaluation consists of a list of methods for assigning marks to students, a situation somewhat at odds with the previously mentioned definition. This problem will be resolved in the section on terminology in evaluation. There are, however, several powerful reasons for recommending that educators become integrally involved with evaluation and these are examined by Print (1993, p190-191).

Terminology in Evaluation. Three distinct terms are employed in evaluation, though many people use them interchangeably and hence, incorrectly. Though they are interdependent terms, they are nevertheless quite distinct. It may be useful to consider the terms as a hierarchy, where one term builds upon another. Diagrammatically this might appear as:

MEASUREMENT

ASSESSMENT


EVALUATION

Measurement. The collection of descriptive data about student performance is called measurement: It is that part of assessment involving the statement of student ability or achievement expressed in quantitative terms. For example,

· the student received 6/10 on a test

· put the shot 10 metres

· completed all six steps in the experiment

· obtained 82% for a typing exam

Assessment. Broader in scope than measurement, assessment involves the interpretation of quantitative data, usually in terms of whether or not an intended level of achievement has been attained. This is represented as a pass (or fail) or by some letter or numerical grade. Assessment also determines the degree to which students achieve the stated objectives i.e., determines the amount of learning that has occurred with respect to what was intended.

An example of assessment would be where a teacher analyses a test score of 12/20 to determine whether a student should pass or fail the test (or what grade to award). In determining this assessment, the teacher will consider the performance of other students (norm- referenced assessment) and how well the stated objectives have been achieved (criterion-referenced assessment). Thus the teacher has interpreted the raw data from the test and made an assessment of the student's performance.

Evaluation. To make an evaluation of a student's progress educators require assessment data. With this information they are able to make value judgements about the student's performance. Teachers typically make evaluative comments on student reports and record cards and these, in turn, require accurate assessment data.

For example, a teacher may state that a student is performing very well in class and well in relation to the subject even though the total raw score for the subject was 63%. When interpreted, this datum was translated into a grade of A and the student was performing at the 86th percentile in the school on that subject. As well, the student may have demonstrated increasing competence in that subject during the year.

Types of Evaluation

Educators generally agree that three types of evaluation are useful in the study of curricula. While Brady (1983, p. 132) distinguishes the most important two - formative and summative evaluation, it is important to remember diagnostic evaluation as well. The following quote serves to highlight the differences between the first two forms of evaluation (CERI 1975, p. 42)

Any development which incorporates an element of trial, feedback, and revision must of necessity be dynamic rather than static. It will not be possible, by taking a `snapshot' view of it at any given time, to measure its long-term effects, since those effects may well change as a result of later modifications introduced as part of the heuristic process. Educational researchers have therefore had to view the formative process which leads up to the final development as different in its nature from the summative assessment of how the final development works when it is implemented on a large scale. Formative evaluation is directed towards producing feedback information in a more systematic manner, summative evaluation has to wait until the development process has come to an end and the situation has finally stabilised.

For our purposes, the types of evaluation may be defined as follows:

Formative Evaluation is directed toward determining the degree of mastery of a given learning task and to pinpoint the part of the task not mastered. The purpose is to help both the learner and the teacher focus upon the particular learning necessary for mastery i.e., evaluate how well the student is progressing during the learning experience in order to determine if changes are required.

Summative Evaluation is directed toward a general assessment of the degree to which the larger outcomes have been attained over the entire course or some substantial part of it: ie. evaluation employed at the end of a learning experience to indicate student progress.

Diagnostic Evaluation is directed toward two purposes, either a) to place the student properly at the outset of instruction, or b) to discover the underlying cause of deficiencies in student learning as instruction unfolds.

Diagnostic evaluation is used when grouping students prior to instruction. It may also be employed when modifying content in a curriculum by the exclusion or addition of material. 

Criteria for Selecting Evaluation Techniques

Several criteria can be employed to assist educators to apply evaluation techniques effectively. These criteria are explained in Brady (1983, pp. 132-136). In brief, the following criteria provide a basis for selecting evaluation techniques.

· Continuity

· Scope

· Compatibility

· Validity and Reliability

· Objectivity

Criterion Referenced Assessment
Definition - Criterion Referenced measurement is where a student is graded in comparison to an absolute standard (criterion) rather than in comparison to other students taking the test. It provides a measure of what the student has achieved.

It has an emphasis on helping students to learn by identifying specific learning criteria which will allow more students to master basic concepts without having to worry about competing for grades with other classmates.

Advantages

1. Specific skills are identified and must be mastered to 'criterion' before the student works on the next skill area.

2. The success of some students does not automatically mean that others will do poorly.

3. The potential for providing the learner with immediate feedback about his performance in relation to expected performance.

Disadvantages
1. Much of the learning (knowledge) that occurs in schools does not come in the form of small specific units, which can be easily tested.

2. Behavioural objectives may be inappropriate when student expression is wanted.

3. Behavioural objectives at the higher levels measure such a small range of skill that it would take countless criterion-referenced measures or tests to be sure that an area was fully sampled.

4. Even when one does know how to divide the learning task into small instructional steps, one does not always know automatically how to set the criterion level.

Criterion-referenced tests are more useful when applied to basic skills that all students need to master.

Norm-Referenced Measurement
Definition - In Norm-Referenced testing a score is not based directly on the students' actual knowledge or skills, only how well they did compared with other students. The goal is to spread students' scores out as far as possible to differentiate among students.

Advantages
1. The value of a standardised test is that it provides a broad background to use in judging the relative value of a student's performance. 

2. The tests themselves are validated by a well-defined norm group.

3. They are very useful when any kind of ability grading of students is needed.

Disadvantages
1. Norm-referenced scores within a classroom rank the students in terms of their performance in local goals but as content and performance and criteria vary so widely from classroom to classroom, a student's score has no meaning beyond his immediate classroom.

2. This type of assessment does not encourage the average or below average student nor provide direct feedback for improving instruction.

3. It emphasises what students fail to master and does not provide a record of student accomplishments.

Norm-referenced tests are especially useful when it is desirable to differentiate student progress.

Evaluation and Assessment

At first sight, evaluation seems rather overwhelming. There seem to be so many bits and pieces, so many terms and expressions, so many devices that one can be excused for wondering where to begin.

Let us begin by recalling that we can evaluate the products of the curriculum, and the processes within the curriculum.

Product Evaluation

Most teachers are aware of product evaluation. We evaluate the student product all the time - what has the student achieved?

To make evaluative statements about student achievement, we need to collect data about student progress. The following instruments can help provide that data:

i. teacher-made objective tests

ii. essay/extended answers

iii. standardised tests

iv. skills checklists

v. rating scales

vi. samples of work.

With such devices, teachers and community participants and, even superintendents, can examine the data (test scores, marks, comments, norms, scale values) and evaluate how well the product "measures up" to the objectives and aims and goals of the curriculum.

Process Evaluation

Only a few teachers, unfortunately, evaluate processes of curriculum. Here we are concerned with evaluating what is going on, the classroom operations themselves AND the development of the curriculum itself. This form of evaluation is often known as comprehensive curriculum evaluation.

Whichever level is being examined for evaluation, the instruments and devices that are normally used for processes are:

i. observational checklists

ii. observational notes

iii. interviews

iv. sociograms

v. anecdotal records

vi. surveys and questionnaires.

Note:
Comprehensive curriculum evaluation - an evaluation of a curriculum in practice - is not covered in this unit.

In summary, then, there are ten basic instruments/devices to be used for collecting data to make an evaluation. Some of them are more suited to product evaluation and some to process evaluation, and several overlap. Examples of each of these ten instruments appear later in this chapter.

Ten Measurement Devices

1. Teacher-made objective tests. 

2. Essay/extended answers. 

3. Standardised tests. 

4. Checklists - of different types. 

5. Rating Scales - as in different contexts. 

6. Samples of work. 

7. Observational notes. 

8. Interviews - formal and informal. 

9. Sociograms. 

10. Anecdotal records. 

It becomes confusing when one reads of other suggestions. Look, for example, at Brady p.133, Exhibit 8-2. These are areas, not assessment devices. We can evaluate the areas, but we may use several instruments and devices to do so. Look, too, at Brady pp.136-137, Exhibit 8-4. Here is a jumbled array of areas, devices and methods. The individual points are each good and appropriate, but it does tend to cloud one's thinking by merging devices with areas, and devices with occasions and methods, and methods with areas and topics.

We suggest you keep clear in your mind at all times that we are discussing 10 measurement devices. Once you are skilled in constructing them and using them, you will find that the areas and methods of deploying them will be a relatively simple decision based on the purposes and context of your evaluation project.

Measurement Methods

Assessment of student performance may be conducted in two related ways - norm-referenced assessment and criterion-referenced assessment. Marsh and Stafford (1983, p. 57) elaborate these concepts.

Norm-referenced Assessment. This compares the performance of an individual with that of other students, using the same measuring device. The assessment of a group of students can be related to each other where they have used the same test or had the same activity to perform. Standardised achievement tests are norm- referenced as they are designed to compare the performance of individuals with the performance of a normative group. As well, teachers use norm-referenced statements when they compare one student with another, or one against the group.

Criterion-referenced Assessment. By contrast, this approach compares an individual's performance with a pre-determined criterion or standard of performance. It assesses whether a learner has achieved what is required to establish certain standards in the learning task. For example, a student learning to play the piano must achieve certain standards or reach certain criteria in order to proceed. Criterion-referenced assessment is commonly used in mastery learning situations, programmed instruction and instructional systems design.

Techniques for collecting Assessment Data

Numerous techniques are available to educators for the collection of assessment data on the basis of which evaluations are made. Brady (1983, p. 136) incorrectly refers to these as `types of evaluation', whereas they should be more correctly referred to as techniques for collecting assessment data. The list in Exhibit 8-4, referred to by Brady, is useful in providing specific examples of assessment methods. Some of the more useful techniques are to be found below and students should also refer to Readings 14 & 15.

The ten assessment devices are analysed according to the following criteria:

a. process or producted oriented

b. domain

c. description

d. essential requirement

e. pitfalls to avoid.

1. Teacher-made Objective Tests

a. Measure products of the curriculum, namely knowledge and skills.

b. Applicable to all cognitive behaviours, from Recall (Knowledge) to Evaluation, regardless of subject area - English, Art, Music, Mathematics etc.

c. Can be used to assess aspects of affective domain, but results must be interpreted with extreme caution: eg. What is the correct thing to do with litter, such as cool drink cans? ................( )

i. leave it hidden somewhere;

ii. throw it in the bin;

iii. throw it away at a deserted place;

iv. bury it in the garden.

While (ii) is the correct response, the person who makes the correct response does not thereby indicate that he/she actually holds that value/attitude. The person is only showing that he/she is aware of the most acceptable attitude to hold.

d. Must be balanced, giving appropriate weighting of marks to the various components of a curriculum topic - the weighting to cognitive behaviours like recall and identifying and analysing and applying and evaluating. To achieve this balance, a table of specifications needs to be drawn up as the test is being designed.

e. Pitfalls to avoid:

i. unbalanced test, as described in (e) above;

ii. confusing/ambiguous items;

iii. lack of clear directions;

iv. assuming that the raw score is absolute and precise. Most teacher-made tests have a 2 point "tolerance", or, technically, a Standard Error of Measurement of 2. A difference of 2 marks between two testees is more chance than a real difference in ability. You need a difference of 4 or 5 marks for this usually.

v. using true/false items. The chances of guessing correctly are 50%.

vi. unattractive, cluttered format. A test should be clear, spaced, "easy" to work on - regardless of the actual difficulty of the material. To do this, standard format should be used for all items - no "home-spun" item formats.

For example:

Matching Item: Column I below is a list of notes of different time values. Column II has a list of names of notes. For each name in Column II, choose the correct time-value from Column I. Write the letter of the correct answer in the brackets next to the name that fits.

Example One

	Column I

(time-value)
	Column II

(name)

	(a) a note of 3 beats

(b) a note of 2 beats

(c) a note of 1 beat

(d) a note of half a beat

(e) a note of a quarter of a beat
	6. quaver ( )

7. minum ( )

8. semi-quaver ( )

9. crotchet ( )


NOTE:
Longer List on the Left
Letters on the Left
Brackets at extreme right (none left spare).
Question numbers to the right.

Example Two

Here is a diagram of a flower. Underneath the diagram is a list of parts. Choose the correct part that each arrow points to. Write the letter of the correct part in the brackets next to each arrow.

[image: image7.png]



A. stem

B. bark

C. roots

D. petal

E. leaves

Short-Answer Item

In the following questions, write your answers in the spaces provided.

1. Which part of the Australian continent did Captain Cook map?

2. What were the two important achievements in Australian history performed by Captain Cook?

Multiple-Choice Item

In each of the following questions, four answers are given. Choose the correct answer and write its letter (a, b, c or d) in the brackets at the right-hand side of the page.

1. Captain Cook's important achievement was to 

( )

a. 
discover Bass Strait

b. 
sail across the Tasman Sea

c. 
map the east coast of Australia

d. 
observe the transit of Venus.

2. New South Wales was first claimed as a possession of Britain by
( )

a. 
Governor Phillip

b. 
Abel Tasman

c. 
George III

d. 
Captain Cook.

2. Essay/Extended Answer

a. assesses Product usually in terms of skills and/or content to be mastered. The product might only be evolving, such as in the case of a child's forming early views or attitudes at the moment. Can also be used to survey views about classroom processes and operations.

b. applicable to cognitive behaviours. Particularly suitable for higher behaviours, such as analysis, synthesis and evaluation. If the essay is used only to measure lower-order behaviours such as recall and explanation, the objective test may as well be used.

c. can be used to assess aspects of affective domain, but results must be interpreted with extreme caution for reasons outlined earlier. When there is good rapport and mutual trust between teacher and class, the essay/extended answer will demonstrate a child's frank views and attitudes, provided no marks are allotted for anything at all.

d. must be used for specifically-defined objectives. Often, no marks should be at stake, since the objective may be something like:

· child writes his/her opinion on ...

· child writes to describe a viewpoint/attitude that has

· reasons to support it.

e. Pitfalls to avoid:

i. not stating in the topic/assignment/instructions the precise tasks to be done so that the student knows what is expected, and knows on what criteria the writing will be assessed. Length should be stipulated, but not to the exact number of words.

ii. assessing/marking the writing on the wrong objectives, or an irrelevant criteria. If spelling is not at stake, do not mark it.

If diagrams are included in some students' work, but not in others - and there was nothing stated in the topic or instructions about using diagrams - then ignore diagrams as a criteria. Mark only what is stated as criteria in the topic.

Example One

"Discuss the causes of soil erosion".

vs

"Describe three causes of soil erosion in about one page. Use correct spelling and expression. Diagrams may be used".

Example Two

"Jack is both villain and hero". In two pages, discuss this statement.

"Jack and the Beanstalk"

vs

"Jack is both villain and hero".

In two pages, explain why or why not this statement is true about "Jack and the Beanstalk". (Marks will be lost for poor expression and spelling).

Example Three

"Things that Make Me Happy"

vs

"Write about as many things as you can that make you happy. Use paragraphs to explain each thing, but don't be worried at this stage about exact spelling or expression, as you will be able to polish up your writing later".

iii. halo-effect - handwriting, writer's appearance or personality or ethnicity.

iv. limited range of writing tasks. Get away from narratives written by children for the same audience - the teacher. Explore writing of telegrams, advertisements, magazine articles, letters, sermons, sales-blurbs, poetry, arguments, conversations, etc. etc.

v. when used as a "survey" of persons' reactions to a curriculum process, provide some suggested headings. Then, the analyses and collation of findings become more systematic and purposeful.

3. Standardised Tests

a. measure Product - class or school-wide achievement levels used for general achievement and aptitude measurement, not for a particular curriculum unit. Three types of usage would be:

(i)
to compare a class/school with the norms for the State or the "Grade"/Year.

(ii) to measure the effectiveness of a particular treatment over a period of time. For example:

Pre-test
Treatment
Post-Test

(special programme)

(remediation)

(teaching techniques)

 5+ weeks 

From this it would be possible to check if learners' general achievement had risen significantly on the norms. To do it correctly, one would need a "control" group of learners who were the same in all respects as the treatment group but did not undergo the treatment itself. This tells us if the improvement would or would not have occurred anyway. In certain situations this use of the standardised test would be a way of evaluating teaching/curriculum processes.

(iii)
for general ability-grouping, such as dividing a class or several classes into more homogeneous sub-groups for instruction at different levels.

b. applicable to cognitive domain: eg.
ACER Intermediate (A, G or I)
Ravens Progressive Matrices
Stanford-Binet Intelligence Scale (Individual IQ).

c. standardised tests are commercially-published and marketed. But not all commercially-published and marketed instruments are "tests". For example, many published instruments are designed to assess interests, attitudes, perceptions of socio-emotional climate, and so on. As such, they are usually not "tests", but scales.

d. must be used in strict accordance with the instructions in the manual. No variation in administration is permitted. If interruptions occur, if materials are makeshift or photocopied, the whole testing exercise should not go ahead.

The reasons for this are:

(i)
the tests are standardised in administration so that no testee is affected by peculiar variations in sitting the test. Thus, all testees are measured under the same administrative procedures.

(ii)
comparisons between a testee's score and the norms can only be done if the same conditions and instructions exist for both - down to the detail of the type of paper the test is pointed on.

e. Pitfalls to avoid:

(i)
giving a standardised test without reading the manual for instructions.

THIS MUST NEVER BE DONE.
(Read the manual the day before!).

(ii)
using the exact-same test so often that the pupils get to know it from practice. The same test should not be re-administered within 4 weeks on the same testees. To overcome this, most standardised tests come in several Forms, such as Form A and Form B, or Forms R and S, or such like. They are "sister- tests", if you like, called Equivalent Forms, or Parallel Forms, or Alternate Forms, or Comparable Forms. They use different actual items in each form to measure the same skills and knowledge.

(iii)
assuming that a raw-score difference between two testees of, say, 3 points is a "significant difference in ability": eg. John scores 32; Jane scores 35. This is not necessarily an indication of a significant difference in their ability. The way to check how much difference in raw-score is required to show a reasonably substantial difference in ability of two testees is to look through the manual and find the Standard Error of Measurement (S.E.meas. or S.E.M.) of the test (and its particular Form that you are using). The S.E.M. is likely to be around 2-6 points.

DOUBLE the S.E.M. and that will tell you the difference required between two raw-scores to show a reasonable difference in ability: ie. of S.E.M. = 4, then John and Jane would need to be 8 raw-scores apart before you could be reasonably confident that their abilities are different.

(iv)
using a standardised-test on persons who have a different cultural background. Never use tests that are designed for westernised Australian children on, say, migrant children from non-English speaking backgrounds, nor on Aboriginals. Their culturally-determined attitudes, values and skills are not catered for in such tests.

(v)
never teach the items of a standardised test to "prepare" learners for it.

(vi)
tests with irrelevant or out-of-date norms. Many Australian children are tested with standardised tests normed on American samples. The exercise is pointless. Likewise, using norms of 10 years ago is a dangerous and inaccurate practice. Results can only be used with extreme caution.

(vii)
altering the test format, length, or instructions in any way whatsoever.

4. Observational Notes/Records

a. used to assess Processes usually, not learning outcomes as such and informally to build up a record of observations. Over a period of time, the notes might well begin to take on some repeated or recurring feature about the subject. Even notes that seemed unrelated or insignificant at the time of recording may become illuminating later on - one does not know until it happens.

b. applicable particularly to affective and social behaviours and instances of psychological attributes (aggressiveness, honesty, independence, initiative, etc.).

c. used at irregular, anticipated and unexpected moments. The teacher simply makes a short, accurate jotting or note whenever something of interest or potential significance is observed.

d. must be collected in a note-book or file, preferably with the person's name on its own page. Date each entry.

e. Pitfalls to avoid:

(i)
writing too pithily or illegibly such that the meaning cannot be recognised at a later date;

(ii)
not keeping observational notes at all;

(iii)
letting the note-book be read by pupils - through thoughtlessness or carelessness. Observational records should be seen only by the teacher or other professional persons.

5. Anecdotal Records

a. used to assess Processes usually, not learning outcomes as such. Over time, anecdotal records can build up into interpretable material that assists in understanding and analysing pupil characteristics, background, disorders and behaviour. Used in association with other data-gathering procedures such as interviews, observations and samples of work, insights into psychological and social characteristics are often made possible - with alarming clarity.

b. applicable particularly to affective, social and psychological attributes.

c. used, as observational notes are, at irregular, anticipated and unexpected moments. The teacher writes a description of a complete incident or event in two or three paragraphs. Anecdotal records are fuller than simple observational notes. They take longer than a moment to write properly, so they are usually written from quickly-noted jottings into a well-written concise form later when there is time - provided the delay is as short as possible between observing the event and recording it.

Again, events thought by the observer to be of interest, or of potential significance, are written down.

d. must be kept in a diary, journal, notebook, systematically arranged. Each entry under a person's name should be dated. One or two paragraphs should be used to describe the event, and a final paragraph can be used to suggest any interpretation, characteristic or future prediction/action that seems logical with the facts: eg.

	Thurs. 14/5/86 : Vince's temper flared at 3.15 pm when he hit John Smirk over the head (apparently) with one of the chairs. They had moved behind me at the table while waiting for SRA cards, so they were out of sight.

There was no arguing or talk that I could hear from them - just suddenly the thud of the chair falling to the floor and John's cry of pain (surprise?). Deputy Principal called in to get them home separately. The boys left without anything said by them. They must have had some earlier conflict/confrontation of some sort. (Shirley Knox said "They're always at one another, Miss"). I have seen nothing like this from them, so there could be something going on between them. Interview each tomorrow after "cooling off" - separately - after Deputy and I confer (?).

Fri. 15/5/86 : Deputy and I interviewed Vince first ...




e. 

Pitfalls to avoid:

(i)
not making anecdotal records at all;

(ii)
not keeping such records confidential from all but professional persons;

(iii)
over-interpreting the facts at the time of writing the anecdote.

6. Checklists

(a)
used either for assessing Products of the curriculum (skills, knowledge, attitude) or Processes required by the curriculum (eg. group-work skills, inquiry skills).

Can be used also to assess Curriculum Process operations, such as: procedures to be followed in implementing a school programme; tasks/activities undertaken by school staff in curriculum planning and implementation; assessing effectiveness of school staff/pupils in performing required tasks or skills or procedures.

(b)
applicable to affective, social psychological, cognitive, motor and psycho-motor domains and/or attributes. Useful for monitoring routines and procedures carried out by teachers, pupils, administrators.

(c)
used for systematic observation, whereby each time a specific behaviour or procedure is observed, it is "ticked" on the checklist. The behaviours to be observed are carefully defined as precisely as possible so that the observer (whether adult or child) has no doubt about its happening.

Some specific examples of when a checklist can be used are as follows:

(i)
Skills (Product)

physical education skills; game skills; library skills; skills in library research; writing-performance skills; art skills; expression skills; first-aid; maths algorithms; playing an instrument; measurement skills; drama skills; etc, etc.

(ii)
Skills (Process)

Several of these may well be the product of instruction and learning, as often as they are simply processes that enable cognitive learning to occur. For example, research skills may be checklisted to monitor the learners' processes to achieve the ultimate objectives that will be tested as products. But a teacher may teach research skills as such, and thus they become, then, the product in their own right.

research skills; group-work skills; experiences/experiments with art media; handling science equipment; project skills; library skills; note-taking skills; etc.

(iii)
Routines, Procedures, Workflow
following safety procedures; completion of work-cards or activity sheets; "jobs done"; tasks completed; logging in and out.

Checklists in these cases are often completed by individual pupils - especially in open classrooms, or activity-based and resource-based classrooms. The teacher can have the checklists accessible to pupils so that, at any time, the workflow of pupils can be monitored.

A school staff engaged in curriculum process activities (planning, implementing, evaluating, etc.) can check off required tasks as they complete them so that the effectiveness of the actual curriculum process itself can be evaluated continuously.

(iv)
Psycho-social Attributes
Teachers can look for behaviours (carefully defined as relevant) as manifestations of a learner's attributes:

· honesty

· politeness

· initiative

· co-operativeness

· self-reliance

· capacity for independent study

· creativeness

· responsibility

· leadership.

These qualities must each be stated as specific behaviours, that is, broken down into observable behaviours that will manifest the attribute in operation.

(v)
Attitudes and Values (ie. Affective Products)

Attitude towards a subject; enjoyment of a subject; neatness; involvement; pride in work; tolerance of ethnic minorities; reading for enjoyment; application to studies; road safety; consideration for others, etc, etc.

An attitude is a value that a person holds, and it shows through behaviour (actions speak louder than words!).

Teachers work to encourage positive attitudes. We like to believe that our teaching does this. The only valid way to assess this outcome (product) is to list the desired behaviours for any given attitude and then tick off such behaviours every time they are observed.

Over a period of time, a child will possibly have many, many ticks next to his/her name. This is the data-gathering phase for the teacher, who then has the evidence to make an assessment of the child's attitude and evaluate it as appropriate/acceptable or not.

See Reading No. 14 under the heading "Direct Observation".

(vi)
Teacher Self-Evaluation (Curriculum Process)

Teachers can use checklists to monitor one another as they teach:

· questioning skills

· classroom management skills

· use of voice/gesture/aids, etc.

During curriculum planning, implementation and evaluation, the school staff can draw up a checklist in advance so that, once programmes are under way, an in-built monitoring is possible for formative evaluation of what is going on.

d. It is essential that the categories on a checklist are precisely defined. Vague terms like "co-operation" or "willing to share" are too general. Checklist categories must be:

· specific: ie. a single act

· behavioural

· non-inferential (see Brady, p.164)

non-judgemental.

This cannot be emphasised enough. It is not difficult to list checklist categories for simple tasks, jobs done, skills mastered and routines completed. But when the checklist is the data-gathering instrument for the assessment of process-skills, psycho-social attributes and affective products (attitudes/values in action), the checklist designer has to define specific behaviours that do not require any interpretation and do not judge the quality of the behaviour. Checklists are "yes-no" decision instruments.

Judgements about quality are made much later, once lots of data have been observed.

e. Pitfalls to avoid:

(i) using categories that are too general.

(ii) ticking off a category once only. Checklists are usually ongoing in operation. (Only the tasks-completed-type checklist uses single ticks).

(iii) not being systematic and frequent in using them. For example, the teacher who wants to assess children's attitude to a school subject must, after defining and listing the precise behaviours that will manifest the attitude, tick every time the behaviour occurs for any pupil. Systematic time-sampling can be used during a day for observing, as well as the less predictable occasions. In this way, the instrument is being used reliably and consistently. After several weeks or more, the instrument will be well-used and show reliable data on which to base an evaluation (ie. value judgement) for reporting and permanent recording.

(iv) confusing a checklist with a rating-scale, as Marsh and Stafford do on p.80. Checklists do not ask the observer to record and judge (eg. good-fair-poor) simultaneously. Checklists are properly used to tally observations of single unequivocal acts of behaviour.

7. Rating Scales

a. Evaluates Processes and Products of the curriculum.

b. Provided there is plenty of objective evidence gathered beforehand, used for evaluation of cognitive, affective, motor, psycho-motor skills and knowledge, and evaluation of psychological and social attributes.

c. Best used after other data-gathering devices have provided information - checklists, projects, interviews, tests, etc.

d. The scale need only comprise 4 or 5 points for most school applications. Sometimes a 6- or 7- point scale may be needed. In any event, the scale categories need defining precisely so that the degrees on the scale mean the same to all users. A good example is in Marsh and Stafford, p. 79.

e. Pitfalls to avoid:

(i)
using a scale to gather information. Gather data first, then evaluate on a scale.

(ii)
stating vague categories/degrees along the scale.

(See Reading 14)

EXTRA NOTE:

Rating scales are used effectively in one data-gathering context, and that is in attitude surveys and questionnaires. Subjects can indicate how much they agree or disagree with statements, or they can indicate the frequency of some behaviour. Two examples follow.

Example One

1. Children learn a lot from watching the television news:

	SA
	A
	?
	D
	SD


2. I watch television news:

	Hardly ever
	About once a week
	Once a day
	2-3 times a day


Example Two
The subject has to respond to a list of questions/statements. The analysis of the data can then be done using two approaches.

A. Calculating the percentage of persons who respond to each degree on the scale for a particular item,

eg.
(1)
55% of the teachers agreed that children learn a lot from watching television news. 30% said they were not sure.

eg.
(2)
60% of respondents over-stated that they hardly ever watch television news.

B. Calculating the strength of each person's attitude, opinion or feelings. This is done by awarding a value to each point on the scale (0,1,2,3,4 or 4,3,2,1,0) and simply adding all the values the person indicates by his/her responses. The values are not shown on the questionnaire itself. See Reading No. 15.

eg.
(1)
The teachers in School F had strong views in favour of television as a learning experience for children. The average scale value for the teachers in School F are as follows:

 (other items) . . . ...
Children learn from TV news 
3.8
. . . (other items) . . . ... 
Total:
2.9

This quantifies the feelings and opinions of the staff on any single item or over the entire questionnaire.

eg.
(2)
While 60% of respondents said they hardly ever watched the television news, the average scale-value for this item over the 88 persons was 2.8, indicating that watching the news is highly popular overall.

See Reading 14. This reading, plus Brady, p.165 refer to the Semantic Differential. This is a special application of the rating scale.

8. Samples of Work

a. Products of the curriculum. On-going sampling of a learner's work provides evidence of the development and stages of learning he/she has come through. The samples can also be utilised to make formative evaluation decisions on a continuing basis.

b. applicable to cognitive outcomes (eg. contracts; written expression; mathematics tests and exercises; projects) and psycho-motor products (eg. craft; art work; industrial arts models; oral work on tape; mapping).

c. can be used to provide evidence for evaluation decisions, particularly in areas where awarding marks is not appropriate - severe cases of children in remedial instruction whose work shows slow development, or pieces of art, written expression for which normal marking procedures are considered inappropriate.

d. must be systematically labelled, "dated" and stored.

e. Pitfalls to avoid:

(i)
choosing a narrow range of samples of a child's work - only his/her best, or only the worst.

(ii)
ignoring the criteria the learner is ready to achieve next and assuming that the current sample of work is the final end-point of development.

9. Interviews

a. Process and Product outcomes can be addressed. Informal chats reveal vast amounts of information that assist in teaching. Further, they have the effect of establishing rapport in future teaching-learning situations.

The skilful teacher can also use the informal interview to elicit relevant information in such a way that hypotheses about the learner's background, attitudes and personality-traits can be confirmed, rejected or modified - and without the pupil being threatened by, or even aware of, the teacher's purpose.

b. applicable to all aspects of persons, but especially valuable in assessment of psychological attributes, and social behaviour. Cognitive processes can also be monitored.

c. can be structured, unstructured, formal or informal (more like a chat). See Reading 14.

d. rapport must be established. Interviews conducted under anxiety or threat are not likely to provide valid data.

e. Pitfalls to avoid:

(i)
believing everything that is said.

(ii)
failing to approach certain topics or areas in an appropriate manner for the interviewee. Several cross-checking approaches need to be employed to avoid Pitfall (i).

(iii)
not recognising anxiety, threat, embarrassment.

(iv)
assuming that inadequacies in oral delivery signify lack of intelligence or lack of sensitivity on the part of the interviewee.

10. Sociograms

a.  used to assess social processes within curriculum activities.

b. have implications for psycho-social attributes of learners.

c. used to determine peer-relationships in the class with the aim of forming groups for certain activities. By requesting pupils to nominate one or two peers with whom they would prefer to work, sit, do a particular project, or the like, the teacher is able to assess the degree of peer approval each pupil achieves. The results are analysed diagrammatically by drawing arrows from persons who choose to those who are chosen, thus:

[image: image8.png]



CD is a "star"; so is KL.

A clique exists with IJ, OP, QR and ST.

WX is an isolate; so is BD. They are not chosen.

Mutual bonds between all members of a sub-group is a clique.

Note popularity of persons in "chains", TJ, GH, IJ, AB.
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See Reading 14

d. Several points must be observed in carrying out a sociogram:

i. the teacher must carry out the exercise to its completion, that is, actually forming the groups that have the choices recognised and in place as far as possible.

ii. the results are confidential and the teacher makes this clear to the class.

iii. the initial choosing-time should be done seriously and "privately" by each pupil, that is, there is no open discussion, no mention of names, no giggling or frivolity. Accordingly, the teacher needs to stress this when introducing the exercise.

iv. give each pupil a piece of paper. Teacher informs he/she will collect it back. Each child writes his/her own name on top. Then name of first choice. Then name of second choice. (Three choices usually become too unwieldy to use). Teacher asks pupils to fold papers. Teacher collects individually.

v. the analysis is done in private, away from the class.

Some short time later, the teacher forms the groups, observing the results of the sociogram as far as appropriate. There are not many rules or procedures to follow when deciding on how to make up the groups.

Basically:

1.
Every member should be placed in a group that has at least one of his chosen peers in it. That is, everyone gets one choice (at least) honoured.

2.
In the case of isolates, whom no-one has chosen, place that child with his choices and with one or two "stars" who are unlikely to find the isolate intolerable, since they already have high approval.

3.
Cliques may or may not be retained in a group, depending on:

· the personalities involved;

· the teacher's purposes and concerns for social development;

· the nature of the tasks each group will be doing.

4.
Avoid putting known "enemies" together.

All of the above, except (1) can and may be altered according to the knowledge the teacher has of the individual pupils. Some teachers ask pupils to choose also "one person with whom you would rather not be". This practice requires that the teacher has good rapport with the class and is able to help significantly with changing peer-relationships for the better.

e. Pitfalls to avoid:

(i)
not using the results of a sociogram to form groups.

(ii)
conducting the initial choosing session light-heartedly or frivolously.

(iii) not following up the consequences of the groupings - the groups need to be observed, desirable and expected behaviours need to be checklisted, and observational notes should be made on particular individuals (eg. isolates, personalities in cliques, etc.).

Portfolios in Outcomes Based Education
Recently many teachers are favouring the use of portfolios to record and display what students have achieved. Portfolios have been particularly prominent in the move to outcomes based education. A portfolio, according to Barry and King (1998, p.347) is

a collection of student work that has been put together over time. It may contain work related to the outcome(s) of a learning area or a range of outcomes and learning areas.

There are different kinds of portfolios. Working portfolios record a student’s progress over a period of time, documentary portfolios contain selected examples of work and show portfolios present finished work, chosen to display the best which has been achieved. The function of a portfolio is to provide a record of a student’s work to demonstrate the development of knowledge, skills and values in relation to specific outcomes. Barry and King note some disadvantages associated with portfolios (p.348) in that they

may lack reliability and can therefore be difficult to grade. Working portfolios can also become cumbersome and … equity may be a problem in that some students have greater access to resources…

Reading 15 gives a detailed discussion of the use of portfolios in practice.

Evaluating Curriculum Material

Because there is often insufficient time for teachers to create their own materials and many teachers lack confidence in doing this, commercially-produced materials may assume great significance in classrooms. You should assess such materials very carefully, with particular reference to accuracy, validity, currency and readability, and to their suitability for your curriculum objectives and your learners. In addition you should be thoroughly aware of the values implicit in the materials.

The need for instructional materials to be evaluated on criteria other than salesmen's recommendations is being increasingly recognised. Unfortunately, however, few evaluative devices are available. Despite this shortcoming, several general criteria (stated in question form and applying to all types of instructional materials) may be identified:

Authenticity. Is the material factually accurate? Is it up to date? Are author and/or producer well qualified?

Appropriateness. Does the material promote the general educational goals of the school system? Is it in any way objectionable? Is it appropriate (with respect to vocabulary level, difficulty of concepts, methods of development) to the level of instruction intended? If controversial, is the material presented impartially? Is the material basic or supplementary to the curriculum? Does the material present information that presently used materials do not? Or, does it give needed new direction or dimension to current sources?

Interest. Will the material catch and hold the interest of users? Will it stimulate curiosity? Can it be used to satisfy curiosity? Does it raise credible problems that would appeal to intended users?

Organisation and Balance. Is the material well organised and well balanced? Have principles of learning been followed in its development (e.g., reinforcement, transfer, application)? Is the material presented logically and clearly? Does the item contain too much extraneous material? Is the material presented imaginatively (not tritely) when imagination is really needed? Is the quality of narration or dialogue satisfactory (content and delivery)? Do the music and background strengthen the presentation? Are titles, labels, or captions appropriate?

Technical quality. Is the technical quality of the material satisfactory? Is the visual image satisfactory (in focus, pleasantly and effectively composed, functionally varied in distance and angle)? Is the sound clear and intelligible? Is colour used effectively? Are sound and visual image satisfactorily synchronised?

Cost. Is the cost of the material justified (considering the relative costs of satisfactory substitutes and the money available for new materials)?

Questions to Ponder

1. Can you distinguish between product curriculum evaluation and comprehensive curriculum evaluation?

2. Why is evaluation an important element in the curriculum process?

3. Cite examples of the concepts measurement, assessment and evaluation.

4. When would you use formative evaluation?

5. Briefly outline the suggested criteria for selecting evaluation techniques. Can you apply each?

6. Distinguish between norm-referenced and criterion-referenced assessment.

	
	


Chapter 9

School Level Curriculum Decision-Making
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Nos.16, 17 & 18

Introduction: Need

The changing nature of curriculum development suggests that the staff of schools will require new roles for the future. The emphasis of this task will be the involvement of all staff in school-level curriculum decision-making.

The following chapter will provide an insight into that changing role as well as provide a base for understanding what has become known as school-based curriculum development.

Teachers have always been involved in curriculum decision-making at the classroom level. This has been the very substance of their teaching.

At the school level, however, curriculum decision-making in the past has been controlled by either a select few of the senior staff (principal, deputy principals and for secondary schools, senior masters/mistresses) or a section of the central department (eg. the former Curriculum Branch).

Increasing devolution of curriculum control now brings the requirements of curriculum decision-making to the school (and/or group of schools) level. This will involve school staff in making more profound as well as numerous decisions about the curriculum that they teach.

The use of curriculum frameworks prescribes the outcomes for all learning areas at various levels. However, teachers have quite extensive degrees of freedom in determining how outcomes are to be attained. Teacher decision making about the various curricular elements has a direct impact on the ways in which programmes are developed for yearly, weekly or daily teaching.

School-Level Curriculum Decision-Making (SBCD)

What then is school level curriculum decision-making? Simply it is the whole of a school staff being involved in the decision-making process relating to curriculum issues which affect the school. In a primary school this may include:

· the adoption and role of conference writing,

· the place of a daily fitness programme,

· the need for special language programmes,

· school evaluation procedures, and so forth.

In a secondary school it may involve:

· which units to offer in the unit curriculum,

· the need for additional lower-school units

· developing a needs-based programme for non-tertiary oriented students,

· evaluation of new units, and so forth.

Obviously many of these tasks have been undertaken by teachers in the past. What then is different?

The essential differences between past curriculum practices and school level curriculum decision-making are two fold.

1. Major curriculum decision affecting the school are made at the level of the school and not elsewhere.

2. Such decisions are made by a collaborative process involving all the staff, not just a select few.

What roles will staff play in curriculum decision-making at the school level? Four roles have been distilled from practice and the literature.

· Implementers

· Adapters

· Developers

· Researchers

As implementers, teachers apply curricula that have been developed elsewhere in their school. Certainly there is little need for teachers to `re-invent the wheel' and thus the implementation of acceptable curricula is both logical and efficient use of resources. Most secondary schools, for example, will implement the units devised by Curriculum Directorate when operating the unit curriculum. The difference will be that the decisions of which and how many units to implement will be made according to school-level curriculum decision-making.

Nevertheless, not all `externally' developed curricula are equally appropriate to all schools. In these situations staff may act as adapters of existing curricula, particularly if the other alternatives are only to accept or reject a curriculum. An example in a primary school may be the adaption of a music curriculum to meet specific needs of a school.

In the curriculum `developer' role, teachers are involved in designing and developing curricula to meet the needs of students. While curricula may be implemented or adapted for the great majority of students, the needs of certain groups of students are not met adequately by this process. They require specially created curricula to be developed. An example is the situation of many non-tertiary oriented students in years 11 and 12.

Finally, some teachers may participate in the curriculum `researcher' role. This involves staff in trialing curricula, testing new teaching methods, evaluating curricula and so forth.

In all of these approaches one overarching concept is important. When teachers become involved with school level curriculum decision-making they are essentially involved in a problem-solving process. It is very useful to perceive curriculum in this way and to see it functioning at the school level as making decisions about:

· what curriculum units will be offered to students?

· how should we implement a framework approach?

· how can we adapt evaluation to an outcomes base?

· what can we provide that is useful and meaningful to this group of students?

· how can we encourage excellence in the curriculum?

· who will participate in trialing the unit curriculum?

The resolution of these problems, it is suggested, will be facilitated by the use of school level curriculum decision-making. If this is the direction in which educational systems are heading, it is incumbent upon the schools to adopt a professional response.

Current outcomes based directions and the use of a framework approach will of necessity involve teachers in school based curriculum decisions.

Nature of SBCD

SBCD is the development of a curriculum, or an aspect of it, by one or more teachers in a school, to meet the perceived needs of a school population: ie. an on-site resolution, in curriculum terms, of problems experienced with the existing curricula. This resolution is carried out by teachers, with or without outside advice, as they are those educators most aware of student needs. In effect then, SBCD is the reverse of the bureaucratic, hierarchical, centralist approach to curriculum development.

In 1977 the CDC devised a notion of SBCD for Australia.

1. SCBD implies teacher participation. It may be only teachers or other groups as well, but teachers have a significant input.

2. It does not of necessity need to be a whole school exercise. The exercise in SBCD could apply to a few classes (eg. junior primary or upper primary) or to some aspect of content (eg. core subject or non-core subjects or psycho-motor developing subjects) or some approaches to teaching (e.g., competency- based education or behaviour modification) or finally, some particular developments in evaluation (eg. non-testing evaluation).

3. SBCD should not imply severance from the centre. It does, however, imply different development according to local needs. It also involves a shift of responsibility for curriculum decision making.

4. Teachers and administrators will need to modify their present roles. They will need to become more concerned with the development of the total curriculum and with the sharing of decision-making power in curriculum areas.

5. SBCD may be selective, adaptive or creative: ie. teachers may concentrate upon the provision of appropriate resources; they may adapt existing materials to meet the needs of their students; or they may be involved in creating new curricula.

6. SBCD is a continuing and dynamic process. As well, support structures, such as advisers, finances and materials, are necessary in order to keep the process on-going.

Reading
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Further information about SBCD may be obtained from Brady (Chapter 1), and the following readings:

Reading 17: `School-based Curriculum Development'.

This is a most useful introduction to the concept of SBCD, as well as a model for undertaking SBCD provided by Malcolm Skilbeck.

Reading 18: `A Decision Framework for School-based Decision Making'.

A very useful article depicting how school-based decision making might occur based on a theoretical model.

Case Study and Practice in a Framework Approach

Using Skilbeck's model for SBCD, it might be helpful to examine a hypothetical case study. This is a brief and simplified case of what might be found in schools.

Champion Primary School is located in an area of mixed national groups a few kilometres from the city centre. The principal and staff are concerned that the traditional social studies program in use is of little value to the multi-nationality students. They feel that social studies is one area that can help to make students aware of other cultures, whilst simultaneously preparing them to be Australian citizens. Further, racial and national tolerance and understanding are deemed to be of vital importance.

What can the staff and principal do?

A five-step approach may be the answer to their needs. (Skilbeck).

1. Situational Analysis

2. Goal formation

3. Program building

4. Implementation

5. Feedback and reconstruction

1. Situational analysis

Review of the change situation required as a beginning. Analysis of factors which constitute the situation. Revise readings 4, 14 and 17 on situational analysis and data collection. 

(a)
External

(i)
cultural and social changes and expectations including parental expectations, employer requirements, community assumptions and values, changing relationships (eg. between adults and children), and ideology;

(ii)
education system requirements and challenges: eg. policy statements, examinations, local authority expectations or demands or pressures, curriculum projects, educational research;

(iii)
the changing nature of the subject matter to be taught;

(iv)
the potential contribution of teacher support systems: eg. teacher education institutions, research institutes, etc.;

(v)
flow of resources into the school;

(b)
Internal

(i)
pupils: aptitudes, abilities and defined educational needs;

(ii)
teachers: values, attitudes, skills, knowledge, experience, special strengths and weaknesses, roles;

(iii)
school ethos and political structure: common assumptions and expectations including traditions, power distribution, authority relationships, methods of achieving conformity to norms and dealing with deviance;

(iv)
material resources including plant, equipment, and potential for enhancing these;

(v)
perceived and felt problems and shortcomings in existing curriculum.

2. Goals formulation

The statement of goals embraces teacher and pupil actions (not necessarily manifest behaviour) including a statement of the kinds of learning outcomes, which are anticipated. Goals derive from the situation analysed in 1 only in the sense that they represent decisions to modify that situation in certain respects and judgements about the principal ways in which these modifications will occur. That is, goals imply and state preferences, values and judgements about the directions in which educational activities might go.

3. Program building

(a)
design of teaching-learning activities: content, structure and method, scope, sequence;

(b)
means-materials: eg. specification of kits, resource units, text materials, etc.;

(c)
design of appropriate institutional settings: eg. laboratories, fieldwork, workshops;

(d)
personnel deployment and role definition: ie. curriculum change as social change;

(e)
timetables and provisioning.

4. Interpretation and implementation

Problems of installing the curriculum change: eg. in an on-going institutional setting where there may be a clash between old and new, resistance, confusion, etc. In a design model, these must be anticipated, pass through a review of experience, analysis of relevant research and theory on innovation, and imaginative forecasting.

5. Monitoring, feedback, assessment, reconstruction

(a)
design of monitoring and communication systems;

(b)
preparation of assessment schedules;

(c)
problems of continuous assessment;

(d)
reconstruction/ensuring continuity of the process.

These stages can be applied to the example of Champion Primary School. How do you think they would be applied? What might be the outcomes? Is the example similar to your school?

Advantages of SBCD

1. Those in the best position to appreciate the needs of a specific group of learners are the local teachers who can also determine the best use of the school's resources.

2. Those who implement the curriculum are those who have developed it. This gives a greater sense of identification with the learning tasks.

3. The needs of specific groups of students are met, which in turn has a powerful impact upon learners.

4. Greater accountability of curricula and teacher performance is noticed.

5. Parents and community members may be easily involved in meaningful curriculum planning.

Problems with SBCD

1. Lack of support structures of administrators and teachers.

2. Conformity syndrome of administrators and teachers.

3. Lack of time for teachers to undertake SBCD.

4. Lack of experienced or trained teachers in the process of SBCD.

5. Movement of teachers between schools for promotion, country service and the like provides an unstable teacher base.

6. Requires significant changes in the role so of teachers and administrators which are naturally resisted.

7. Schools can quickly become out-of-step with each other and overlapping may occur where students transfer schools.

SBCD in Practice in a Framework Approach

Reading 16 gives two examples of forward planning documents based on a framework approach which were formulated at a school level. They are the practical outcomes which were based on a situational analysis of the two schools at which the documents were used.

School Policies

A development associated formally with SBCD, and now with school level decision-making, is the formalisation of school policies. For years, `schools', that body of teachers, administrators, students and parents, informally developed a school policy. These informal procedures are now consolidated into a policy document. This suggests how the school should operate academically and is quite distinct from departmental rules and regulations. Typically, a school policy should include statements on:

· goals of the school

· learning program (content of subjects)

· learning activities

· evaluation policies

· children with special needs

· homework

· relationships with parents and the community

· discipline

· and possibility of a range of administrative matters such as uniforms, fees, books and so forth.

These latter matters, however, are more correctly placed in an information booklet which is available to parents, teachers and visitors.

School policies should be available to all teachers, parents and school visitors so that they may understand how it is intended that the school operates. Unfortunately to achieve this purpose, policies are frequently `swamped' with administrative minutia.

Questions to Ponder

1. Have you been involved in SBCD activities? Have they been successful? Why or why not?

2. Should teachers be involved in SBCD at substantial levels (eg. a new subject curriculum) or should this remain the province of a central group?

3. Do the problems of SBCD outweigh the advantages?

4. In what ways is school level curriculum decision-making and SBCD related?

5. Which of the four roles of school level curriculum decision-making is most appropriate to your school? Why?

	
	


Chapter 10

Outcomes Based Education: Overview
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No. 19

Outcomes based education has manifested itself across Australia. This national change has been unusual, because in the past curriculum provision has been very much a matter for individual states. However, between 1985 and 1995 strong moves were made to develop a national curriculum based on key learning areas and with a focus on student learning outcomes. An event of particular importance occurred in 1989 when the Australian Education Council (AEC) ratified a formal declaration of ten common and agreed national goals for Schooling in Australia, which became known as the Hobart Declaration. Eight key learning areas were identified: The Arts, English, Health and Physical Education, Languages Other Than English, Mathematics, Science, Studies of Society and Environment and Technology. Between 1988 and 1993 statements were written for the eight key learning areas. Between 1991 and 1993 consultation on the statements occurred at state and national levels. The push for nationalisation was nevertheless destined to be short lived. In 1993 the AEC agreed that the publication of statements should be the responsibility of each state and territory. With the advent of Liberal governments in most states the national curriculum was viewed more conservatively and reverted to being a matter for individual states to decide.
The AEC subsequently became known as MCEETYA (the Ministerial Council for Employment, Education, Training and Youth Affairs). In 1999 it issued a further statement called the Adelaide Declaration which reaffirmed the agreed eight key learning areas. These continued to form the basis for the development of student learning outcomes. 

Jan Lokan (1997) in Describing Learning made the following comment on the national move to outcomes based education.

A very important, and novel, factor for Australian education in the national initiative of the late 1980s and early 1990s was the basic shift to thinking about curricula in terms of student learning outcomes. Some states had been considering this approach in advance of the national project, but to many, and certainly to most schools and teachers, it was very different from the ‘input oriented’ emphases they were used to. The paradigm shift, from thinking mostly about inputs to students’ education to more about what students are learning from their schooling, was sufficiently great that the need for frameworks for assessment and reporting to accompany the statements of national curriculum goals was recognised. Thus national assessment and reporting of frameworks, known as ‘profiles’, were also prepared, which presented sequences of outcomes in several aspects of each learning area, and which were generally more detailed than the statements of learning area goals.

Thus there have been frameworks developed around which the curriculum has been built. They include strands and levels of achievement detailing the kinds of skills against which student performance is to be assessed.

Background

The impetus for the development of student outcome statements arose in the late 1980s. In 1987 the Federal Government Minister for Education, John Dawkins, released Strengthening Australia's Schools. The terms of this policy promoted the desirability for a common set of goals for schooling within a national curriculum framework (Brady, 1996). Within Western Australia, the broad directions for restructuring were signalled in the same year with the release of Better Schools in Western Australia. A Programme for Improvement released by the then state Minister for Education, Bob Pearce. It stated in part that, "the efficiency and effectiveness of the system can be improved only if schools have sufficient control over the quality of education they provide" (Ministry of Education, 1987, p.5). It followed the earlier Curriculum Statements K-10 Policy and Guidelines Document. Student attainment was identified as a prime focus in the Statement of Purpose and Ethos of EDWA. Better Schools had direct links with key policies, School Development Plans: Policy and Guidelines (1989); School Decision Making: Policy and Guidelines  (1990), School Accountability: Policy and Guidelines (1991); and School Financial Planning and Management: Policy and Guidelines (1991). It had the intention of providing the foundation of essential elements for the curriculum in Years 1 to 12. The policy provided a focus for school development plans and served as an accountability device for schools. The implementation of the policy would enable EDWA to identify better the professional needs of teachers and assist in the development of schools and the system at large.

The development of student outcome statements began in Western Australia in 1990 following two earlier curriculum initiatives. EDWA developed First Steps, a programme designed to help teachers monitor literacy levels in primary pupils and undertook pioneering work in Australia in monitoring standards in education in English and mathematics. These events ran parallel to events at a national level, when the eight learning areas for a national curriculum framework were identified by the Australian Education Council (AEC) in April 1991.

In July 1991, Young People's Participation in Post-Compulsory Education and Training, the Finn Report, was released. It concluded that there were several essential things that young people needed to learn in preparation for employment. These were called Key Competencies and the report recommended that education should develop these competencies. Six areas of education were identified. The Finn Report also proposed the design of a standards framework to describe each key competency at a number of levels. From this basis, curriculum developers and educators could formulate curricula directed towards meeting the specified competencies, or outcomes. Assessment and reporting of students would necessarily need to be consistent. In this way, the Finn Report intended that a greater degree of articulation would occur between formal education, training systems and the workplace. Significantly, industry could make known its expectations for young people and of the education and training systems that produced them. The eight-member committee was comprised of persons from the business sector, rather than from academic or educational fields. The chairman, Brian Finn, had a background in International Business Machines (Dudley & Vidovich, 1995). The under-representation of educators in the composition of committees influencing national education policy at this time was most probably due to the concern felt by the Federal Labor Government for issues such as Australia's international competitiveness and the need for labour market reform.

Two other national reports at this time established further the course of the outcomes based education movement in Australia. The Carmichael Report of March 1992 extended the Finn recommendations with a workforce entry-level training system. Competencies were to relate general education and vocational training. Finally, in September 1992, Key Competencies, the Mayer Report, was released. While more consultative in nature than either the Finn or Carmichael reports, and with representation from a wider spectrum of educational and business interests, including the Australian Vice-Chancellors' Committee, it was chaired by a business leader, Eric Mayer, a former Chief Executive Officer of the National Mutual Insurance Group. The report identified seven employment-related key competencies. They were generic in nature and were intended to apply across subject areas. The competencies were to supplement, not supplant, subject-specific outcomes and were not to represent the total conceptual framework of curricula. Three levels of performance were identified for each competency, with illustrative examples included (Dudley & Vidovich, 1955). The Mayer Report suffered in the imbroglio between state and federal interests during 1993 and while it may not have been as successful in being implemented as either the Finn or Carmichael Reports, its imprint is still evident in later developments of outcomes based education.

Work began on the preparation of statements and profiles which were to serve as a description of progress at eight different levels (Brady, 1996). Each profile was to consist of four elements: a general statement of student performance; a statement of skills and knowledge; pointers signalling achievement of the outcome and annotated work samples "demonstrating achievement of the outcome" (Dudley & Vidovich, 1995, p.151). In Western Australia the State Education Department contributed to the development of outcome statements in the context of the learning area profiles. A national set of materials was presented to the Australian Educational Council in July, 1993. The materials were returned to the states and territories for further review. In Western Australia consultative groups and classroom teachers made further modifications to the materials. The result was the Working Edition of statements, pointers and work samples. This was to be trialed during 1994 and 1995.

Implementing such a fundamental philosophical shift in curriculum policy has not been a simple matter in Australia. Many teachers have felt threatened by such a major change and have lacked confidence in their ability to use the framework approach successfully. Their hesitancy is shared by teachers in other countries. Reading 19 reports a study of teachers in Ontario, Canada who were committed to implementing an outcomes based approach. Their practical concerns and suggestions offer support for teachers in other countries who are required to adopt a similar curriculum move. A New Zealand perspective is described by Heather Mansell and her article may be of interest if you wish to obtain a copy through the virtual campus library service. Bibliographic details are as follows.

Mansell, H. (2000) The impact of the curriculum framework on teachers’ work: Any lessons? Curriculum Perspectives 20 (3), 13-27.

In addition, the trend towards middle schooling is based on a framework approach with a focus on outcomes. The National Middle Schooling Project, which was funded by DEETYA and managed by the Australian Curriculum Studies Association established eight principles of middle schooling which were the result of wide consultation through ten Australian Middle Schooling Forums. 

These principles, which are listed on the following page, were seen to constitute the essential components of middle schooling. They are, in effect, the same principles which support a framework approach to education.

PRINCIPLES OF MIDDLE SCHOOLING

The following principles which are the result of wide consultation through ten Australian Middle Schooling Forums constitute essential components of middle schooling.

	Learner centred 

Coherent curriculum is focused on the identified needs, interests and concerns of students, and with an emphasis on self directed and co-constructed learning.
	Ethically aware

Justice, care, respect and a concern for the needs of others are reflected in every-day practice of students, teachers and administrators.



	Collaboratively organised

Powerful pedagogy is employed by teams of teachers who know and understand their students very well, and who challenge and extend them in supportive environments. 


	Community oriented

Parents, together with representatives from a diverse range of groups, institutions and organisations beyond the school are involved in productive partnerships.



	Outcome-based

Progress and achievement are recorded continuously in relation to explicit statements of what each student is expected to know and be able to do.


	Adequately resourced

Experienced teachers and support staff, supported by high quality facilities, technology, equipment and materials, constitute essential requirements.



	Flexibly constructed

Arrangements are respective to local needs and circumstances, and reflect creative uses of time, space and other resources.


	Strategically linked

A discrete phase of schooling is implemented as a stage within a K-12 continuum and connected to the early and later years.




The Western Australian Curriculum Framework

When responsibility for curriculum statements was returned to the states in 1993 the Western Australian government decided to create the Curriculum Council of Western Australia, charging it with the responsibility to develop a curriculum framework for the state of Western Australia. The decision was taken as the result of a review. In 1995 "The Review of School Curriculum Development Procedures in Western Australia" indicated the need for the implementation of a number of priorities in curriculum. These priorities included the need for:

· a common curriculum direction, a more even spread of curriculum support materials and the provision of professional development aligned with curriculum change to enable schools to develop and adapt curriculum to the advantage of their students;

· a seamless curriculum among the different levels of schooling

· greater involvement by non-government schools and the community in Statewide curriculum development processes.

The key recommendation arising from the review was the creation of the Curriculum Council and the subsequent development of the curriculum framework.

The Curriculum Council was established in August 1997. Prior to this event an Interim Curriculum Council was formed and produced, for public consultation, a Draft curriculum Framework. Following a seven-month consultation period in which comments were called for, the curriculum Council released the curriculum Framework (Curriculum Council, 1998). Within the foreword, Mr Colin Barnett (Minister of Education at the time of the Curriculum Framework's publication) stated succinctly the aims of the Curriculum Framework.

The Curriculum Framework represents a major step forward in the reform of school curriculum in Western Australia. It is built upon a commitment to the philosophy that learning is continuous and the essential purpose is to improve the learning and achievement of all students.

The Framework establishes learning outcomes expected of all students from kindergarten to year 12. The learning outcomes aim to ensure that all students in Western Australia have the knowledge, understandings, skills and values necessary to participate and prosper in a changing world and new millennium. They also aim to ensure that students achieve their personal best and develop a sense of pride in themselves, their schools, their environment and their society.

Rather than being prescriptive about what must be taught, the Curriculum Framework will be used by schools to develop and implement their teaching and learning programs according to the needs and characteristics of their students.

The implementation timetable for the curriculum Framework stipulates that by 2004 all schools will have implemented the Framework.

Structure of the Curriculum Framework

The Curriculum Framework is underpinned by seven key principles: an encompassing view of the curriculum, an explicit acknowledgment of core values (see Table 1), inclusivity, flexibility, integration, breadth and balance, a developmental approach, and collaboration and partnerships. 

Table 1

Core Values of the curriculum Framework

1. A pursuit of knowledge and a commitment to achievement of potential.

2. Self-acceptance and respect of self.

3. Respect and concern for others and their rights.

4. Social and civic responsibility.

5. Environmental responsibility.

Each of the core values has a number of key indicators.

Essentially the Curriculum Framework comprises thirteen Overarching Learning Statements and Learning Area Statements relating to the eight learning areas. Table 2 shows the Overarching learning Statements.

The relationships between the learning Area Statements and the Overarching Learning Outcomes are indicated on pages 42-47 of the Curriculum Framework. Furthermore, within each Learning Area section of the Curriculum Framework a section entitled "Links Across the curriculum" shows both how the achievement of the specific Learning Area Statements contributes to the achievement of the Overarching Learning Outcomes and how the specific Learning Area Statements in question relate to the other Learning Areas.

Table 2

Overarching Learning Statements (Curriculum Framework, pp 18-19)

1. Students use language to understand, develop and communicate ideas and information and interact with others.

2. Students select, integrate and apply numerical and spatial concepts and techniques. 

3. Students recognise when and where information is needed, locate and obtain it from a range of sources and evaluate, use and share it with others.

4. Students select, use and adapt technologies.

5. Students describe and reason about patterns, structures and relationships in order to understand, interpret, justify and make predictions.

6. Students visualise consequences, think laterally, recognise opportunity and potential and are prepared to test options.

7. Students understand and appreciate the physical, biological and technological world and have the knowledge, skills and values to make decisions in relation to it.

8. Students understand their cultural, geographic and historical contexts and have the knowledge, skills and values necessary for active participation in Australian life.

9. Students interact with people and cultures other than their own and are equipped to contribute to the global community.

10. Students participate in creative activity of their own and understand and engage with the artistic, cultural and intellectual work of others.

11. Students value and implement practices that promote personal growth and well being.

12. Students are self-motivated and confident in their approach to learning and are able to work individually and collaboratively.

13. Students recognise that everyone has the right to feel valued and be safe and, in this regard, understand their rights and obligations and behave responsibly.

To assist teachers in identifying the levels of outcomes which students should achieve, the Curriculum Framework considers the "Phases of Development" of students. These phases - Early Childhood, Middle Childhood, Early Adolescence and Late Adolescence/Early Adulthood - recognise that students develop and achieve in different ways, at different rates and at different stages. Within each Learning Area section, discussion is devoted to the phases of development which indicate what students should be achieving relevant to that area together with suggested teaching/learning strategies.

The Curriculum Framework also provides teachers with guidelines to consider when developing learning and teaching, and assessment strategies. Essentially, seven principles are recommended for the basis of learning and teaching strategies: opportunity to learn, connection and challenge, action and reflection, motivation and purpose, inclusivity and difference, independence and collaboration, and supportive environments. The principles underpinning assessment procedures are that they should be valid, educative, explicit, fair and comprehensive.

Two frameworks in Western Australia
It is very important to note that there are TWO FRAMEWORKS for curriculum planning in Western Australia. They are:

THE CURRICULUM FRAMEWORK which is put out by the Curriculum Council. Legislation in place states that ALL schools in Western Australia must implement the Curriculum Framework by 2004. It consists of one book containing thirteen overarching statement learning outcomes and eight learning area outcome statements.

THE CURRICULUM FRAMEWORK PROGRESS MAPS (replacing the Outcomes and Standards Framwork). The OSF consists of one book which contains an overview and sixteen further books. These sixteen books are arranged in eight pairs, each pair covering a single learning area. One book of each pair contains the framework for the learning area , with strands, substrands and pointers. The other book in each pair has work samples for the learning area.  The Progress maps can be found at http://www.curriculum.wa.edu.au and should be available in printed format by the end of 2004.

The aspects in the Progress Maps (known as substrands in the student outcome statements) and pointers in the Progress Maps (and Outcomes and Standards Framework) provide very useful detail on content for the curriculum planner.

The Curriculum Framework contains the following statement on its purpose and focus (p. 6).

PURPOSE OF THE CURRICULUM FRAMEWORK

The Curriculum Framework sets out what all students should know, understand, value and be able to do as a result of the programs they undertake in schools in Western Australia, from kindergarten through to year 12. Its fundamental purpose is to provide a structure around which schools can build educational programmes that ensure students achieve agreed outcomes.

It is neither a curriculum nor a syllabus, but a framework identifying common learning outcomes for all students, whether they attend government or non-government schools or receive home schooling. It is intended to give schools and teachers flexibility and ownership over curriculum in a dynamic and rapidly-changing world environment.

AN OUTCOMES FOCUS

The Curriculum Framework makes explicit the learning outcomes which all Western Australian students should achieve. This focus on outcomes represents a major shift in school curriculum from a focus on educational inputs and time allocation toward one that emphasises the desired results of schooling.

The Curriculum Framework establishes learning outcomes for all students, regardless of who they are, which school they attend, where they are from, or what approach their school takes to help them achieve those outcomes. These learning outcomes are set out in this document within the Overarching and eight Learning Area Statements.

Schools and teachers will use the Curriculum Framework to develop their own learning and teaching programs according to their circumstance, ethos and the needs of their students.

The Curriculum Framework does not prevent schools from offering programs that enable students to achieve outcomes additional to those specified in this document.

By way of comment on this stated purpose and focus of the Curriculum Framework we should note the following two important points.

· First, the approach requires teachers to consider the outcomes and then find appropriate content which will enable their students to achieve them. This will mean establishing how far content is dictated by the outcome in question and how much time is required to get students to the point of completion.

· Second, it will also mean deciding on the best methods for delivering the content.

Both of these points mean the use of professional judgement on the part of the teacher. The second point – choosing the best methods – is not new for teachers, but the first – deciding on what content is most suited or necessary to achieve a particular outcome, WHERE NO SPECIFIC OR DETAILED INFORMATION ON CONTENT IS PROVIDED – may require teachers to move into curriculum planning and development much more fully than has been required in the past.

AS WE HAVE NOTED ABOVE, THE CURRIUCLUM FRAMEWORK PROGRESS MAPS (and the OUTCOMES AND STANDARDS FRAMEWORK DEVELOPED BY THE DEPARTMENT OF EDUCATION AND TRAINING) INCLUDE POINTERS, WHICH PROVIDE CONTENT INFORMATION WITHIN A FRAMEWORK AND OUTCOMES BASED STRUCTURE.
The use of curriculum frameworks prescribes the outcomes for all learning areas at various levels. However, teachers have quite extensive degrees of freedom in determining how outcomes are to be attained. Teacher decision making about choice of outcomes, content, methods and evaluation strategies will have a direct impact on the ways in which forward planning documents are developed. Current outcomes based approaches and the use of a framework approach of necessity involve teachers in school based curriculum decisions.

Questions to Ponder

1. Who should make curriculum decisions at the school level?

2. To what extent have the influences, mentioned in point two of the observations changed over recent years?

3. To what degree should tertiary institutions influence secondary school curricula?

4. What are some of the practical constraints which limit curriculum innovations in educational institutions?

5. What are the implications for teachers of outcomes based education?
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Glossary of Terms

affective aim: related to feelings, attitudes, motivations, preferences or values; the affective domain, a statement in general terms indicating what it is hoped will be achieved. Broadest level of expression of intended change in learners.

architectonics: Those principles responsible for ordering content into systematic categories for the purposes of study.

assessment: involves the interpretation of quantitative data, usually in terms of whether or not an intended level of achievement has been attained.

behaviour: that which pupils do, from which thinking or feelings may be inferred, or which may be an end in itself.

behavioural objectives: precise statements of observable, measurable student performance where the conditions under which the performance is completed and the acceptable level of performance are stipulated. For example: At the completion of a unit of work based on Chapter 1 of this book, students will be able to list the three approaches to curriculum planning presented and correctly match these with the educationists who proposed them.

behavioural sciences: that group of sciences which contribute to the understanding of people's conduct and their interaction with and treatment of others: eg. sociology, psychology, etc.

career education: a comprehensive educational concept which extends beyond simply structuring subjects to emphasise a single occupation or lifestyle. Current sociological issues, such as unemployment, population mobility, and the need for retraining, have necessitated that career education encourage students to consider not only a concept of traditional working life but a variety of possible alternatives of which "work", in the traditional sense, is only one option. Career education is an ongoing process which occurs throughout a person's life concentrating on features such as personal development, and decision-making skills.

cognitive: related to knowing or intellectual activity.

common curriculum: a program (often school-based) where emphasis is focussed on those fundamental aspects which it is agreed should be passed on to all children. (See SCHOOL-BASED CURRICULUM DEVELOPMENT, CORE CURRICULUM)

conditioning: the learning of responses and/or behaviours as a result of manipulating the learner's external environment. The Russian physiologist Pavlov demonstrated that responses/ behaviours could be learned if the association between natural responses and learned or conditioned responses were manipulated. This has become known as classical conditioning. B.F. Skinner has argued that when certain responses/behaviours prompt constant consequences that response/behaviour is more likely to be learned. These consequences are referred to as "reinforcers" (See REINFORCERS) and the concept is referred to as operant conditioning. Counter-conditioning is concerned with the manipulation of external stimuli in order to substitute or replace an unwanted behaviour with an acceptable one.

confluent education: is concerned with a "total-life" orientation for students. To accomplish this the programs presented have a balance of input from subject areas as well as values, attitudes, and feelings so as to make them meaningful to students. Emphasis is placed on the learner taking responsibility for recognising alternatives provided by the teacher and selecting from these alternatives those which increase the personal meaning of what is learned.

core subjects: those subjects in a program which provide essential information or experiences, or teach essential skills for all students undertaking the program. (Compare with ELECTIVE SUBJECTS)

criteria-referenced: judged against a fixed standard of performance.

criterion-referenced tests: are designed to achieve specific objectives on which there is an established standard for acceptable performance. Examples of criterion-referenced tests used in Australian schools are: Yardsticks: Criterion-referenced Tests in Mathematics, Years 1-7, ACER; Domain Phonics Tests, McLeod and Atkinson, Year 3 and above, ACER.

critical theory: refers to arguments which have been carefully defined and integrated to critique existing social practices. The arguments often challenge the specific assumptions, structures and ideas of dominant social groups.

cultural pluralism: the multicultural nature of our society. Rather than emphasise the assimilation of cultural minorities into one dominant cultural group, the term is used to emphasise the mutual appreciation and understanding of the various cultures in our society and the rights of such minorities to preserve their cultural identities.

curriculum: ALL the PLANNED learning opportunities offered by the school/educational organisation to learners. This does NOT include the hidden curriculum.

curriculum development: the planning of learning opportunities intended to bring about certain desired changes in pupils, and the assessment of the extent to which these changes have taken place.

curriculum elements: those distinct, yet related, parts of the whole curriculum.

curriculum dissemination: the process of ensuring that a curriculum reaches the target population as the developers intended. The process is much broader than simply transporting materials. It extends to aspects such as training those who will present the materials, sensitising those who will monitor it, etc.

curriculum foundations: those basic forces that influence and shape the content and organisation of the curriculum.

curriculum package: the organisation of all curriculum elements or components in one framework. Often associated with commercial products such as DISTAR OR MACOS, this is not necessarily the case. One significant Australian exception is the social studies curriculum package, "Man in the western desert", developed for the NSW Department of Education.

curriculum process: a continuous cycle of activities in which all elements of the curriculum are considered and interrelated.

diagnostic evaluation: involves the collection of appropriate data for two purposes:

1. as a basis for decisions concerned with the proper placement of students prior to the commencement of a program; and

2. to determine the causes of consistent student failure during the implementation of the program.

(See also SUMMATIVE and FORMATIVE EVALUATION; and EVALUATION)

discrete: individually separate or distinct.

educational connoisseurship: the art of appreciating what is seen in an educational setting. To Elliot Eisner it is the ability of an experienced, perceptive teacher to see what is significant about any educational practice or set of practices and to recognise the way these practices form part of a structure. An essentially private activity, the observations are not disclosed. Educational connoisseurship is an essential part of educational criticism. (See EDUCATIONAL CRITICISM)

educational criticism: the art of disclosing or revealing the perceptions of an "educational connoisseur" of educational practice. These perceptions are disclosed by describing, interpreting, and evaluating significant educational practices and structures. (See EDUCATIONAL CONNOISSEURSHIP)

elective subjects: those subjects in a program which, though not essential, supplement core subjects and are selected by students to complete the program. Most often they represent student interests. (Compare with CORE SUBJECTS)

ethnicity: the sense of identification shared by people of a defined cultural group. It is expressed in such cultural elements as common sets of values, behaviour patterns, customs, etc., which separate and identify one ethnic group from another. (See SUPRA-ETHNIC VALUES)

evaluation: the systematic process of collecting data in order to make judgments or statements of worth. Data which represent the measurement of certain criteria are referred to as quantitative data (e.g., the measurement of performance on a "standardised test"). Data which represent the description of criteria are referred to as qualitative data (e.g., the perceptions of a "educational connoisseur"). (See also FORMATIVE, SUMMATIVE, and DIAGNOSTIC EVALUATION)

existentialism: a philosophical point of view which emphasises the freedom of the individual to the responsible for his or her own life and to determine its meaning. Such a viewpoint argues that life is not an activity to think about but to live.

extrinsic rewards: rewards which are generated from the environment external to an individual during the performance of a task: eg. an extrinsic reward for a teacher may be promotion in the teaching service. (Compare with INTRINSIC REWARD)

facilitator: within an educational content, facilitator implies a role which positively promotes or helps a student or an innovation to go forward or to develop further. As a pupil facilitator, the role is one of helping the student although the student still provides the impetus. As an innovation facilitator, the role is one of not only initiating but ensuring forward progress is maintained.

formative evaluation: involves the collection of appropriate information during the construction and trialing of a program with a view towards improving that program during its construction. (See also SUMMATIVE and DIAGNOSTIC EVALUATION, and EVALUATION)

goals: the record level of expression of intended change in learners. Thus goals are more specific, precisely worded statements of program intent.

heterogeneous groups: groups in which individuals display diversity in stated characteristics: eg. "family grouping" classes are heterogeneous in aspects such as size and age. (Compare with HOMOGENEOUS GROUPS)

hidden curriculum: those values and attitudes which are unintentionally passed on to students during the presentation of the intended curriculum. The hidden curriculum varies from situation to situation and is not recognised by the school personnel. It is usually but not always determined by how the intended curriculum is presented rather than by the content material: eg. attitudes toward role stereotypes emphasised by teacher actions.

homogeneous groups: groups in which individuals display uniformity in stated characteristics: eg. a graded class is homogeneous in characteristics such as achievement or I.Q. (Compare with HETEROGENEOUS GROUPS)

horizontal organisation: one perspective of the organisation of content material. It is the latitudinal perspective and considers the issues of organising content material so that areas are arranged in such a way as to illuminate one another. Horizontal organisation is often used synonymously with the term "integration" or "scope" (e.g., the integration of Year 10 history content into an economics program for the class).

humanistic education: is concerned with the development of the self-actualising, aware person. In humanistic education, main emphasis is placed on the individual and in developing experiences which allow the individual to increase personal awareness. Importantly the concept is concerned with allowing the individual to "discover" self rather than conforming to an externally determined mould.

ideology: a system of ideas or beliefs which underpin a complex theory or value position: eg. "democracy": some of these ideas or beliefs which underpin democracy are: access to vote by individuals, freedom of speech, freedom of worship, etc.

inductive/deductive approaches: in reference to teaching/learning, inductive approaches are concerned with progressing from specific examples (facts) to generalisations or concepts. On the other hand, deductive approaches progress from the more abstract generalisations or concepts to specific facts.

innovation: the deliberate attempt to improve practice by the introduction of something new. Within the educational context, innovation may refer to something which is totally novel in that it has not been tried in any school setting. The concept may also refer to a practice which already exists but has not been attempted in a particular situation. Those who are involved in "innovations" are referred to as innovators.

instruction: those activities that the teacher/instructor undertakes to enhance student learning. Instruction may take the form of a person (teacher, lecturer, tutor). an object (book, film) or a program (computer assisted instruction, programmed learning).

intrinsic rewards: rewards which are generated from within an individual during the performance of a task: eg. an intrinsic reward for a teacher may be the satisfaction gained by watching children develop within his or her class. (Compare with EXTRINSIC REWARD)

learning experiences: those experiences through which the learner interacts with the learning environment. These experiences are prompted often by teacher-designed activities (learning opportunities) which are related to the particular subject area being studied and the objectives the teacher/learner wants to achieve.

learning opportunity: a planned and controlled relationship between pupils, teacher, materials, equipment and the environment, in which it is hoped that desired learning will take place.

measurement: the collection of descriptive data about student performance.

model: a simplified representation of reality, that depicts relationships between variables. Often depicted in a diagram.

needs assessment: - an empirical and judgemental process for identifying human needs and establishing priorities among them.

norm-referenced: judge by comparison with the performance of others e.g., norm-referenced tests.

objectives: a specific change intended to be brought about in a learner.

pedagogy: refers to the art of teaching. In Ancient Greece, a pedagogue was the slave charged with the responsibility of supervising the education of children of nobles.

phenomenology: a philosophical position which values what is perceived through the senses: eg. sight. By gathering all of the possible perceptions of any phenomenon, true insight is gained. In education many phenomenological studies examine the realities of classroom life by focusing the senses on features such as the interaction between staff and pupils.

progressive education: a movement which can trace its antecedents from educationists, such as Locke and Herbart, through advocates such as Dewey, to Bruner and Taba, etc. The basic beliefs of this educational movement include features such as:

· educational materials should meet a recognised need.

· wherever possible concrete experiences should be provided for learners.

· schools should cater for all facets of the child's development, not simply intellectual development.

· content material should be a vehicle for the educational process rather than an end in itself.

reinforcers: those consequences which are likely to result in certain responses/behaviours being repeated: eg. gold stars on a spelling chart. Reinforcers which increase positive consequences (rewards) for the learner are termed positive reinforcers.
Reinforcers which reduce negative consequences for the learner are termed negative reinforcers.

reliability: in measurement refers to the consistency with which a test or instrument measures any particular phenomenon. "Reliability" is a significant factor affecting confidence in a particular test or instrument. (See also VALIDITY)

SBCD (school-based curriculum development): the modification of traditional curriculum determination in that the school accepts some responsibility from central state departments of education for the development of curriculum appropriate to the needs of the school. Furthermore the school ensures that, by constant revision, curricula developed in such a way remain relevant. (See COMMON CURRICULUM)

schooling: the totality of student learnings associated with the school.

scope and sequence: (See HORIZONTAL and VERTICAL ORGANISATION) scope is used synonymously with "horizontal organisation". sequence is used synonymously with "vertical organisation".

self-actualisation: the acceptance by an individual of the responsibility of creating reality for himself or herself. When used in connection with a concept such as humanistic education, it refers to a person who is responsible for creating his or her total awareness (not dependent on others). i.e., accepting responsibility for the intellectual, physical, and affective components of his or her personality.

simulation: a representation under controlled conditions of phenomena or events in the real world.

social reconstructionalism: a philosophical point of view which emphasises planning for and effecting social change. Contrary to the view that curriculum should be aimed at equipping children with the skills necessary to fit into the existing society, reconstructionalists argue that curriculum should be aimed at presenting social reality and developing the skills to change this reality.

Socratic dialogue: a teaching technique which is basically a conversation between teacher and learner. The teacher structures questions so as to lead the student constantly to reorganise past experiences to answer these questions. The main characteristics of the technique are that it is inquiry oriented and that it is an inductive approach.

standardised tests: tests which can be administered and scored consistently every time they are used. Usually developed by subject specialists, these tests are reviewed to meet stipulated criteria and use uniform standards and procedures for scoring and interpretation. These are numerous standardised tests used in Australia: eg. ACER Tests of learning ability for Years 4 and 6, ACER cooperative reading comprehension test.

summative evaluation: involves the collection of appropriate data following the completion of a program with a view towards determining whether or not the program has achieved its stated objectives. (See also FORMATIVE and DIAGNOSTIC EVALUATION, and EVALUATION)

supra-ethnic values: those values which are beyond the unique, different values of any one particular ethnic group. (See ETHNICITY)

syllabus: a list of content areas which are to be assessed. Sometimes objectives and learning activities are included.

systems analysis: concept most often applied to computer science which refers to:

1. studying the solution of a complex problem by considering the component parts of the solution,

2. designing better/more efficient methods of achieving these solutions,

3. implementing these methods, and

4. monitoring, and if necessary, changing the new methods to ensure its purposes are being achieved.

teaching strategies: used by a teacher to create within a learner a predisposition to act in a desired way by ordering and manipulating content and the learning environment. Examples of teaching strategies are role play, inquiry, etc. In carrying out any particular strategy a teacher will use a variety of methods such as explaining, demonstrating, questioning, etc.

theory: a plausible or scientifically acceptable general principal or body of principles offered to explain phenomena.

transition education: is usually recognised as a program made available at the completion of more formal courses for those people who are not able, because of a variety of reasons, to enter immediately their chosen occupations or training programs for such occupations. Many such programs, in which content is selected and organised for interview, job application, or even recreational skills, are offered by secondary schools when formal academic programs are completed or are inappropriate.

However, in the current sociological climate of high unemployment and retrenchment, such programs are being increasingly made available to an older segment of the population. (See also CAREER EDUCATION and VOCATION EDUCATION)

validity: in measurement, the degree to which a test or instrument measures what it is supposed to measure. A major concern is often determining "what" or "for whom" a certain test/ instrument is valid. (See also RELIABILITY)

vertical organisation: one perspective of the organisation of content material. It is the longitudinal perspective and addresses the issues of sequential ordering of content material wherein each new component builds on and develops the preceding components. Vertical organisation is often used synonymously with the term "sequencing" (e.g., the ordering of mathematics content throughout a year).
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