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PREFACE

This guide is about Participatory Curriculum Development (POD). POD is a new approach to
the development of a curriculum. It brings together two different fields of activity in
education - participation and curriculum development.

The focus of this guide is on the curriculum in a formal educational setting - a college or other
form of educational institution. But POD can be used in non-formal settings also, for
example, in agricultural extension. This guide is designed therefore to be relevant to those
who work in curriculum development in colleges and extension services and other non-formal
educational programmes

The main focus of the guide is on agricultural education. But the approaches to POD
discussed here are independent of any subject area. They can be used in the development of
any kind of curriculum.

The guide is aimed at all those who are engaged in some form of curriculum development.
They may be educational managers (for example, in the Training Division of a Ministry of
Education or Agriculture or other government department, or the managers of an educational
training institution); they may be academic experts (say, in a University Faculty of Education)
who are developing a curriculum for others to use; or they may be the teacher-trainers
designing a curriculum for their own students to follow. It may be helpful for you to
determine what kind of position you hold in the process of developing a curriculum.

The work of curriculum development is usually of two kinds:

a) it may be adapting an existing curriculum - trying to find space for new subjects such as
environmental studies (for example) in an already crowded timetable; or updating an existing
curriculum to cope with new ideas, new technology or new job needs etc.

b) or it may be creating an entirely new curriculum

The case studies on which this guide is based are examples of both kinds of curriculum
development. Those who work in any form of curriculum development will find that POD can
increase the effectiveness of their work.

This guide takes the reader step by step through the processes involved. Each step is
explained, not just how to do it but why it should be followed in this way. Examples from
various education programmes are drawn upon to show how the process works.

This guide may be useful for other forms of educational programmes as well. For example,
some institutions may wish to use it as a tool for staff development. To this end, activities are
suggested throughout the text to help the readers to apply what is being discussed to their own
situation and experience. These activities are highlighted in “Activity Boxes”.

We hope that you will wish to complete each box as it occurs in the text. Other boxes contain
examples or case studies which illustrate some of the critical issues raised in the text.

It is important to realise that this guide is not intended to be prescriptive. It should be used
critically and adapted to meet real situations. The general approach which it advocates - PCD
- is one that the authors believe is necessary for any effective educational programme. But
you will have to work out how to apply the general principles of PCD contained in this guide
to your own situation. A relevant curriculum and good teaching methods make learning easier



and more interesting to students. We wish you success in using this guide. Your opinions are
important to us. If you have suggestions or comments, we would like to hear from you.

Louise O. Fresco, Director
Research, Extension and Training Division

Sustainable Development Department
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AN OVERVIEW

Participatory Curriculum Development (PCD) thaws on two techniques at the same time,
participation and curriculum development.

1. Participation

The purpose of participation in education as currently practised is to share the power of
decision-making between both the teacher and the students.

Traditional approaches to education. In traditional education, all the decisions are made by the
teaching institution - by the school, college or other institution in relation to the overall
curriculum and by the teacher in relation to the classroom procedures.

Participatory approaches to education. Through participation in education, as in other forms
of development, the aim is to involve the participants as far as possible in making decisions
about their own education, such as what to learn, when, where, how and in what order.

The basic reasons for participation include the following:

. it helps to motivate the students if they feel that they ‘own’, at least in part, the
programme of learning;

. it helps to make the material more relevant if the students can have a say in what they
feel they need to learn; and

. it helps to make the learning process more permanent and will encourage the students
to continue to learn independently after the course is over.

This process is often called ‘negotiating the curriculum’ with the students.

PCD: PCD goes further than this, however. It seeks to identify (beyond the teachers and the
students) the people who are most interested in the learning programme. We call these people
the “stakeholders”. PCD seeks to ensure the participation of this wider group in devising the
curriculum. This does not usually happen, but it has been shown to bring about new forms of
insight into what should be taught and how.

2. Curriculum Development

There are many forms of curriculum development in use among educationalists. It will not be
our purpose here to discuss the varied strengths and weaknesses of them all, although some of
them are discussed briefly in this guide

KSA approaches to curriculum development We have taken one model of curriculum
development - that which is known as the Knowledge-Skills-Attitudes (KSA) approach - and
applied it in a participatory way. This approach will be explained in more detail later, but it is
important to appreciate that fully participatory approaches can be adopted with other models
of curriculum development. What is needed is to identify as wide a range of stakeholders as
possible and to share with them the process of developing the curriculum.
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CHAPTER I: THE CURRICULUM
Part 1: THE CURRICULUM: DEFINITIONS AND PERSPECTIVES

Many teachers, educators and extension workers find themselves developing a training course
for themselves or for others to use. Developing a training course is one example of a broad
field of activity known as curriculum development.

Before looking at this process in more detail in relation to your own education and training
courses, it is important to examine some of the general issues relating to curriculum
development.

We will start by considering the following three issues:
 what is meant by a curriculum;
¢ what the curriculum will include;

* how the curriculum changes.

1.1 The meaning of ‘curriculum’

The question to ask at this stage is. What is a ‘curriculum’?

/Activity Box No. 1 \

How would you define ‘curriculum’?

. /

The real meaning of the word ‘curriculum’ can be demonstrated by looking at its origin. The
word comes from a Latin word meaning race-course. It is the path which a runner or a horse
needs to follow if he is to finish the race. This word is also the basis of the word ‘current’,
meaning the course along which water or electricity for example flows.

We can set this out in the following diagram:
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Fig. 2
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When applied to education, the word ‘curriculum’ means all the activities which the students
do, especially those which they need to pursue if they are to finish the course and to achieve
the goal. It is the path they have to follow. It is not just the contents but also the programme,
the course which they need to complete to be successful. And it also includes what they do
outside of the classroom, on the sports field and in any spare time which the school, college or
training institution may provide for them.

Because of this wide-ranging view of ‘curriculum’, many people have tried to define the
word, but so far a definitive version has not yet been produced. The following are some
selected definitions. The fact that most definitions relate to a school or formal education
context reflects the lack of attention given in the past to curriculum development in a non-
formal setting. After reading and discussing the topics in this guide, you might wish to revise
the statement you have written above so as to produce a definition which you feel suits your
own perspective.

Among the many definitions of the curriculum are the following:

* the learning experiences and activities that are provided by the school and society for the
education of the child (Salia-Bao 1988)

« all the learning which is planned and provided for children at school (Hawes 1979)

* a framework for the enhancement and organisation of the varied and numerous experiences
of students in the school setting and beyond the school (Skilbeck 1984)

There are several different elements here which it may be useful to disentangle:
* the learning which the students achieve;

* the activities and experiences which bring the learning about;

* the process of planning and organising these activities and experiences; and

* the piece of writing which embraces this planning

All of these have been called the ‘curriculum’ by different writers.

Most definitions of the term curriculum refer to all the learning which is planned and guided
by the educational institution, whether in groups or individually, whether inside or outside the
institution. The essential element behind many of the definitions is that the word curriculum’
refers to those things which the students do more than those things which the teacher does. It
is certainly not something which the teacher does alone. The curriculum is the process by
which the students learn actively.

The curriculum and the syllabus: There is often confusion between the terms curriculum and
syllabus. For many people, curriculum means a list of the subjects or topics at different levels
which are taught by a teacher. This is not a curriculum; it is a syllabus. The syllabus is the list
of contents of a course, what is to be taught. It does not necessarily deal with the issues of
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how or why the subject matter is to be included or with the separate roles of the teachers and
the students. The curriculum, on the other hand, is much broader than the syllabus.

1.2 What the curriculum includes

The question to be asked at this point is what is included in the curriculum:

ﬁctivity Box No.2 \

What should be included in your curriculum?

\ /

The curriculum, as many writers like Kelly (1989) have noted, is a broad area of study. It
deals not only with the content, but also with the methods of teaching and learning. It deals
also with the aims and objectives it plans to meet, and with the ways in which its effectiveness
is measured.

These elements all relate to the course work of the education and training programme. But the
curriculum will go wider than the activities in the classroom and any assignments which the
teacher may set. It also includes the context in which the learning takes place.

This can best be illustrated by an example. If a teacher teaches in a lecture theatre in which
everyone can see the teacher-lecturer but they cannot easily see each other, then the students
will learn indirectly that all the really important knowledge is concentrated in the teacher, in
the expert. If the teacher teaches in a more informal room, where the students are gathered
round a table, where everyone can see and talk to each other, then the students will come to
appreciate that learning is sharing different views and experience, that all can learn from each
other, that the teacher can learn from the students as well as the students from the teacher.

Elements such as this are also part of the curriculum. They are sometimes called the ‘hidden
curriculum’ because they are rarely spoken about, rarely discussed and planned. But they are
still real.

12



Qy Point 1. What is the hidden curriculum? \

The teaching institution and the classroom teacher create the hidden curriculum
as well as the formal curriculum.

Some of the different things which students will learn even though the
curriculum developers and/or the teachers will not have planned them, may
include:

* that learning is boring, or that it is interesting;
* that learning is easy, or that it is difficult;

* that the teacher knows everything and the students know nothing, or that both
know something and that it is a good thing if they share that something;

* that learning is knowing something, or that learning is finding out, solving
nroblems. working thines out:

Teachers then need to look carefully at their classroom work to see what lessons their students
are learning from them, even though they are not discussing these subjects directly!

Most of the discussions in this guide will be centred on planning a curriculum, a path, for the
students to follow. But when developing a curriculum, you will also need to watch carefully
for the hidden elements, for these reveal (often very clearly) what you think and feel about the
participants and they will pick up these feelings and ideas very quickly.

Contents/methods: This means that a curriculum is not just the subjects which are taught, or
the subjects which the students study and, hopefully, learn. It also includes the methods used.
Methods and contents are often treated separately, but in fact they cannot in practice be kept
apart. If, for example, it is decided that a large amount of ‘facts’ needs to be dealt with, that
will determine to a large extent the teaching-learning methods which are adopted. If on the
other hand, it is decided that students need to learn how to do something or need to develop
deeper understanding of some aspect of the subject, then that will argue for a more practical
treatment, or for a longer time spent on the subject matter. Methods are inextricably linked to
subject matter.

Methods are a major part of the curriculum, for the students learn as much from how they are
taught as from what they are taught. For example, if a trainer talks for a long time about the
need for extension workers not to talk too long but to listen to the farmers or other
participants in their programmes, the students will learn more from how they are being taught
than from what they are being taught. It is likely that they too will tend to talk too long to
farmers and others.
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This aspect of the curriculum pervades the whole process. For example:
1) students will learn one thing if the teacher tells them;
2) they will learn other things if they are shown them;

3) they will learn still other things if the teacher shows them first, and then encourages them
to try things out for themselves;

4) they will learn yet other things if they are asked to find something out for themselves, if the
teacher gives them a problem to solve and leaves them to solve it on their own.

In the first and second of these four cases, the students will learn that the teacher does not
believe they can learn on their own, but that they are dependent on someone telling them or
showing them. In the third and fourth cases, the students will learn that they are thought to be
capable of learning on their own.

Again, in the first two cases, the students will learn that the teacher wants them to do things in
the same way as the teacher does them. In the third and fourth cases, they will come to
understand that the teacher wants the students to do things in their own way, not the teacher’s
way.

In the first two cases, the students will tend to believe that they are dependent learners. They
will come to think that learning is passively receiving other people’s knowledge. They will
learn not to think for themselves but to copy. They will learn that it is wrong to make
mistakes.

In the third and fourth cases, the students will learn that it is necessary for them to be active if
they are to learn, that they must do it for themselves. They will come to understand that
making mistakes is one of the best ways of learning so long as one reflects critically on those
mistakes and tries things in a different way.

In the end, the formulation of a curriculum comes down to what the curriculum developers
believe about the learner. Do they believe that the students are capable of learning by
themselves? Or do they think that students cannot learn if the teacher is not present?

These beliefs are part of the hidden curriculum. The hidden curriculum will reveal far more
fully than the written curriculum just what those who are planning and teaching the courses
believe about their students.

1.3 The changing curriculum

The curriculum is not a fixed and authoritative structure which contains the organised content
for learning. It is a dynamic instrument. It reflects the educational purposes to be attained and
the educational experiences that should be provided to achieve those purposes. And since
those purposes will change over time, so will judgements as to what are the best experiences
likely to achieve the purposes. Thus, the curriculum will change and develop as the
programme itself is implemented. There is a need for continuing curriculum reform as society
itself develops and changes.
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Three factors can be identified as having influences on the curriculum development process:

a) The educational ideology which the curriculum developers hold, including the current
tendency towards the globalisation of the curriculum;

b) the nature of the group of persons who are involved in the process of developing the
curriculum; and

c) the kind of educational programme for which the curriculum is being developed.

We shall consider each of these factors in turn.

ﬁctivity Box N. 3 \

You may care to look again at the definition of a curriculum which you gave
at the start of this chapter to see whether it refers mainly to content or
whether it includes also methods (activities for the learners to do) and
context. In particular, what elements of the hidden curriculum can you
identify?

- /
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CHAPTER I: THE CURRICULUM
Part 2: EDUCATIONAL IDEOLOGIES AND THE CURRICULUM

Different educational ideologies will affect the way in which a curriculum is prepared. It is
therefore important to examine the different positions from which curriculum developers may
start.

In this section we will consider the following issues:
* changing ideologies and curriculum development; and

» contemporary trends in curriculum development.

The questions you need to ask yourself at this stage are the following:

Activity Box No Activity Box No 4

What kind of education do you want to develop?

What do you want it to achieve?

How do you believe it relates to society in general and specific groups in
particular?

2.1 Educational ideologies and curriculum development

Education is seen by some as being directed towards the production of a social or professional
elite. Others see it as bringing about the development of a modem person with scientific
attitudes and skills, or the creation of an effective productive working force, or opening the
door to self-development and personal growth, healing the injustices which are to be found in
every society today. It is not possible for these ideologies to be held in conjunction: one
cannot, for example, use education to create an elite and at the same time to reduce
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‘inequalities.” Whatever position the curriculum development agency takes upon these issues
will undoubtedly influence the way the curriculum is developed. So a major influence on the
process of curriculum development is clearly the educational ideology or philosophy which is
adopted during the process itself.

Views on matters like this change over time. The function that education and training fulfil in
modern society is not only an area of controversy, subject to changes in political control; it is
also a part of the changing cultural concerns in any society. This, more than the development
of new technology, is the fundamental reason for changes in curriculum today. The political
concerns of today (for example, environmental issues) are different from those of even twenty
years ago, and the education and training which any state provides for its members will
usually reflect these changes. This is illustrated by a number of trends observed over recent
years:

i) Politicisation of the curriculum

The power of teachers and trainers to decide what shall be included in the curriculum has in
many eases been seized by politicians. The ideological basis of the curriculum is the reason
why the curriculum at all levels of education and training has become increasingly political.
In the past, it was accepted that educationalists shared the same ideologies as those who held
power in society, but this view is no longer generally accepted. It is now often politicians and
administrators rather than educationalists who decide what shall be taught and how.
Education is a major political area.

ii) Globalisation of the curriculum

The politicisation of the curriculum is the main reason for one of the clearest tendencies to be
seen today, the globalisation of education. Most types of curricula which are found commonly
in education systems around the world today have had their origins and have been developed
in Europe or the United States, the so-called ‘developed world’. In these societies, the
particular route along which the curriculum evolved depended largely on the ideological and
political perspective of that society. As these perspectives change, so the curriculum will
change - through the process known as curriculum development or curriculum reform.
Education and societal change are closely related.

Curriculum development in the so-called ‘developing world’ is a continuous process,
although some developing countries have imported ready-made curricula and used them
without any adaptation, which has led to problems of unsuitability and irrelevance. Most
countries which have imported curricula however, have adapted them, including elements of
their own traditional systems, and developed them further to meet the perceived needs of the
nation. This is to be seen particularly in the development of curricula which are required to be
more relevant to life and work. Most countries are faced, with the dilemma of trying to
provide education which will lead to the development of a large skilled labour force and at the
same time prepare a professional cadre. The difficulty which many rural dwellers face in
making a living from agriculture alone has brought into question the type of education which
suits the needs of both the individual and the nation, for example. The debate and confusion
over the emphasis on and support to vocational or academic education are far from resolved
in most countries. At the same time, the explosion of scientific and technical knowledge and
its applications has made the task of selecting what should be included in the curriculum
much more difficult.

Increasingly, education and the curriculum have become influenced by global concerns.
Organisations with an international or regional educational policy have had a strong influence
on many countries. International organisations are becoming more and more influential in
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setting world-wide norms about social, political and economic rights and what individual
countries and the world as a whole are morally obligated to do. The adoption and operation of
policies are becoming increasingly dependent on economic factors rather than political and
ideological considerations. This will have important consequences for all those who work in
education and training. As Teune (1990) states, “what has been learned about education
systems.., is that those countries that can afford them adopt them, with debatable costs and
consequences”. There are inherent dangers in the adoption of educational programmes and
practices which have been developed in a different context especially since education is being
seen more and more as a panacea for society’s ills.

iii) Localisation of the curriculum

Although global influences are becoming more important, there is at the same time a trend
towards decentralisation, towards the localisation of education, with increased community
responsibility for education, towards educational institutions managing their own affairs.
Although this does not often extend as far as the curriculum, which is still mostly centralised,
it does encourage more participatory approaches to education which provide an amenable
context for PCD approaches. Some institutions are beginning to demonstrate an internal shift
in responsibility for the management of the curriculum. There is a growing recognition that
staff who feel that they have a clearly defined role in the curriculum development process are
more motivated and committed to its success. Cases of this are still rare in many countries,
however.

2.2 Approaches to curriculum development

Different educational ideologies have emerged which, in practice, are in conflict one with the
other. During the last hundred years, arguments raged over what should be learned and by
whom. Some knowledge, such as scientific knowledge, was seen to be of more importance
than knowledge associated with the arts and humanities. This debate continues today. The
way in which learning is planned and organised has similarly been questioned, Whereas little
attention was given prior to the twentieth century to expressing learning in terms of what
specifically should be achieved and how this should be brought about, a great deal of effort
has been made since the 1920s to treat curriculum development as a scientific process.
Consideration has been given to planning, including the use of aims and specific objectives,
methods of teaching and learning, materials and media development, and assessment and
evaluation procedures. The adoption of a more systematic approach to curriculum
development has certainly encouraged curriculum developers to think more carefully about
the role of learners in the learning process, and brought about an increased emphasis on
learner-centred approaches. Another issue now being addressed, however, is the role of the
students in the development of the curriculum itself, and not only the students, but also other
individuals or groups who have an interest or stake in the learning process and its outcomes

Two main models of curriculum development have emerged from the debate over the
curriculum development process, the “classical” model, and the “participative” model (see
Key Points 2 and 3). Underpinning the participative model is the belief that the learning
process is most effective when it is “owned” by a wide range of stakeholders, including the
student learners. More will be said about this in part 3 of Chapter 1. However PCD also
applies to the classical model which contains elements of importance to curriculum planning:
a systematic approach is very valuable in this activity as in others. Nevertheless, there are
distinct philosophical differences between the two models.
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Key Point 2: The ‘classical ‘model of curriculum development

This model is based on ‘learning by objectives. The curriculum aims at
developing behavioural changes through setting clear learning goals and
developing the knowledge and skills to achieve these objectives. The
development of a new curriculum or the adaptation of an existing curriculum
requires inputs and decisions which originate, generally, from a small group of
experts or officials. Although teachers and trainers are, in some cases, gaining
more control over what should be taught and how, the basis of the curriculum has
usually been set by those in higher authority. Aims and objectives are set by
subject experts, those at the top’ of the system, at senior levels in educational
institutions, in the Ministries and planning departments. Students are seen to be at
the bottom of the system and often have little or no part in the curriculum
development process. Lawton (1989) calls this the ‘classical’ approach.
Schamhart and van den Bor (1994) describe the approach to curriculum
development associated with this as ‘rational’, characterised by an objectivist
approach, a systematic planning procedure, an assumption of common goals for
the student learners, and the provision of adequate expertise, resources and
technology. The curriculum is arrived at through a process of situation and needs
analysis, setting common aims and objectives, determining content and methods
to be used, and establishing an evaluation procedure

19



Key point 3: The ‘participative’ model of curriculum
development

This model adopts a more open and participative approach to learning, based on
the belief that each student or participant is an individual and will therefore have
equally valid but individual responses to learning situations; that there should be
a mixture of ‘closed’ goals and ‘open’ goals in any educational curriculum.
Many educationalists feel that the participants have an important part to play -
that education should be learner-centred. This has given rise to an alternative
‘romantic’ approach, as Lawton (1989) calls it. Proponents of this approach
usually consider that the students should have a considerable input into the
development of the curriculum. It is now generally acknowledged that adults
(and, for that matter, children) learn more effectively when they decide or have
some control over what they want to learn. In other words, the curriculum
should be learner-centred. Much research has been dedicated during the last
twenty years or so into how learning occurs, especially with regard to the
organisation of the learning matter and materials and the activities of the
learners. Schamhart and van den Bor (1994) term this model ‘participative
curriculum development’, characterised by a more subjectivist, interactionist
approach, by the recognition of individual perception and behaviour and the
variations in the social contexts of different groups of learners, by a less
structured procedure, and by an appreciation that understanding and knowledge
depend on a process of constantly shifting interactions among individuals and
between them and their environments.

Conclusion:

When engaging in curriculum development, it is important to question ourselves about our
educational ideology and our underlying beliefs about learning and the curriculum
development process (see Activity Box no. 5).
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Activity Box. No. 5

What sort of educational ideology do we hold?

Do all the other persons engaged in the process of developing the curriculum
share the same ideologies? Do we impose our values and views on others, and
do they impose theirs on us?

How far are international concerns influencing our decisions or are we taking
decisions at a local level?

Is our curriculum more subject-centred or learner-centred?

Clearly the answers to these questions depend on who are involved in the curriculum
development process. This topic is dealt with in the next section.
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CHAPTER I: THE CURRICULUM
Part 3: CURRICULUM DEVELOPMENT: WHO IS INVOLVED?

We have seen above the necessity for continuing curriculum development to meet changing
needs in society. This section examines the second of the thee major influences on the process
of developing or adapting a curriculum (page 8), the persons who make the decisions about
the curriculum. It will examine how curricula have been made traditionally by reflecting on
the persons who have tended to make decisions. This will help to provide a justification for
the use of PCD approaches.

The issues to be considered at this point are:

=  who the curriculum makers are;

* how a curriculum is usually developed

3.1 The curriculum makers

We noted above that an important factor influencing the kind of curriculum which will be
developed is the nature of the group which makes the decisions. Educational ideologies not
only help to determine the goals which the educational or training programme is intended to
achieve; they also influence the way in which the curriculum is put together.

As we shall see in more detail below, no curriculum can deal with all the relevant knowledge,
skills and attitudes needed to lead to the continuing development of the individual and of
society as a whole. Curriculum developers must be selective. The choice of what should be
included in and what should be excluded from any curriculum will depend on who is involved
in the process of developing the curriculum. One group will include some subjects and
activities in their curriculum, while another group will include a different range of subjects
and activities. It is important, therefore, to try to determine who performs this selection. Who
makes the decisions?

In the past, “classical” curriculum development has tended to involve only a small elite group
of planners who sought to spread their ideological views through the process of education.
More recently there has developed a different approach in which groups of student learners
may also be involved.
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Activity Box No 6

Who makes decisions about the curriculum in your education system or in the
organisation in which you work’? Who are the curriculum developers?

Do they represent all the people (stakeholders) who will be involved in the use
or benefits of this curriculum’?

Who are these other stakeholders’?

How are these stakeholders identified’?

3.2 How is a curriculum usually developed?

Since the development of any new curriculum will depend on the educational and training
ideology of those who create the curriculum, the decisions about who will be involved in the
process of curriculum development are critical to the nature of the new curriculum. It will
help us if we can examine how it has been undertaken traditionally.

At this point, we need to consider the concept of ‘outsiders’ and ‘insiders’. In this context, we
would define insiders as those within the educational and training programme concerned with
the implementation of the curriculum - the institution’s administrators, the teachers and the
students. The outsiders are those who develop the curriculum for others to carry out - visiting
experts, academics, educational administrators and planners, politicians etc. All of these have
been involved in curriculum development work at different times.
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Activity Box N. 7

What were the relative roles of insiders and outsiders in the development of your
current curriculum?

3.3 Linear-Expert vs. Matrix-Facilitator

Two main approaches to the development of the curriculum can be identified in terms of those
who are involved in the process. The first is a ‘linear-expert’ approach, by which the goals for
the curriculum are set by experts in Ministries, planning departments and academic
institutions and passed down the line to be implemented.

The students are thought to be at the bottom of the hierarchy and have no part to play in the
curriculum development process.

A different approach is a ‘matrix-facilitator’ approach, by which the curriculum developers
are facilitators for a wide range of persons including those who will implement the
curriculum. Decision-making is shared, not concentrated in the hands of a few. It is an
expanded version of this second model which this guides advocates in PCD.

Bearing these two approaches in mind, we can identify’ five ways in which the curriculum
development process may be approached:

1. Expert-Centred Curriculum Development

In this approach to curriculum development, which tends to be the most common, the
curriculum is developed with little or no consultation by a relatively small elite group, usually
made up of educational experts. They will, of course, be influenced by the setting in which
they live, by their previous experiences, by the general views about education and training
which are being expressed around them. They cannot avoid that. They may be advised by
other interested and influential parties such as politicians, policy-makers, educational
administrators, employers, finding representatives especially other educationalists. But they
engage in the process on their own because they see this as a task for the experts (see Fig. 2)
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On the main reasons for engaging in participatory curriculum development is to bring out into
the open the assumptions upon which the expert-centred curriculum development process is
built- that education is a thing apart from the rest of society, something to be decided upon a
hierarchical (top down) fashion by experts.

Fig 2. Expert-Centred Curriculum Development

) CURRICULUM .
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DEVELOPMENT EXPERTS S
Level of of participation
importance in in development
the hierarchy of curriculum
EXTERNAL ADVISORS
POLICY MAKERS POLITICIANS
| |
TRAINING TRAINING TRAINING
ORGANISATION ORGANISATION ORGANIZATION
TEACHERS/TRAINERS TEACHERS/TRAINERS TEACHERS/TRAINERS

k LEARNERS J L LEARNERS J L LEARNERS

This approach has a clearly defined hierarchy. Those at the top make the decisions. In this
approach the learners, and even to a large extent the teachers or trainers do not contribute to
the development of the curriculum. Both of these groups receive the wisdom of others and
carry out the tasks assigned to them.

2. Curriculum development through consultation with specialists.

Many curriculum developers are teachers or administrators who have limited experience with
this kind of activity. It is not their fill-time work, so they feel the need for some assistance
from others who have more and wider experience of the curriculum development processes.
They gain this assistance by consulting specialists. There is, therefore, greater involvement of
external advisors and members of training organisations in the development of the
curriculum. It is common to bring one or two visiting experts into the process of developing a
new curriculum. These experts often can contribute much as they may have been involved in
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curriculum development projects in a wide range of locations and contexts. They bring
extensive experience to a group which may be engaged in curriculum development for the
first time, but they often lack specific local knowledge and experience. Their general theories
need to be tested against more local considerations. One of the justifications of using PCD
approaches is to counteract the view that outside experts are the source of all wisdom upon
which the whole curriculum development process depends. Fig. 3 shows this approach to
curriculum development.

3. Curriculum development through consultation with insiders.

Another common form of curriculum development which draws upon a wider group is that
which brings in some outsiders and some insiders - especially the managers of the educational
and training institution, and some of the teachers/trainers. A select group is brought together,
usually in a workshop, and the main areas of the curriculum content are debated and selected
(see Fig.4).

The choice of whom to include and whom to exclude is made almost unconsciously on the
basis of the affinity of the participants. They will all tend to be educationalists, will all share
much the same experience, and will all speak much the same language. Disturbing new views
will be kept carefully away.

There is a greater measure of participation here but it is still limited to those within the
educational system who might be thought to have direct involvement with the curriculum
being developed.

4. The negotiated curriculum.

A more recent approach has begun to emphasise the concept of the “negotiated” curriculum. It
is felt that a more effective way in which to encourage students to learn is to consult with
them about their own learning needs, to negotiate a curriculum with them, so they will feel
committed to the learning programme.

This marks a radical step away from the hierarchical approaches to curriculum development.
It is no longer top-down, nor the task of one or more groups of educational experts. It is
something to be shared on an equal basis between teachers and learners. The control of
learning resources is shared; the time given to subjects, the activities which make up the
learning programme, the ways in which the learning achievements can be tested and evaluated
- all these are the subject of discussion and agreement between those who plan and teach and
those who learn (see Fig. 5).

Such a process is, however, really only an option where the group of students can be
contacted before the course starts. In-service training is often conducted more easily on a
negotiated curriculum, because the training institution and the trainers can meet with the
participants or their representatives beforehand and negotiate the programme. Where this
happens, there is no doubt about the increased effectiveness of the programme.
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But in many other situations, especially in formal education programmes, it is difficult to
meet with representatives of the student body before the course commences, and negotiated
curriculum is very difficult to achieve. Some form of negotiated curriculum is possible
through discussions with groups of past students, but this will not always meet the learning
needs of the specific group of students entering a new course.
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Fig 5 Curriculum Development through Negotiation
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5. Participatory curriculum development ( PCD)

Participatory curriculum development calls for radical changes to the approaches described
above. The aim is to develop a curriculum from the interchanges of experience and
information between the various stakeholders in the education and training programme.

PCD seeks to identify all the stakeholders. It seeks to involve them in the construction of the
curriculum - the full curriculum, including not just the subject matter being taught, but also
the experiences and activities which the students engage in during the course. It seeks to
explore with them, collectively or individually, their views about the desired learning
objectives and the processes intended to bring about the achievement of those objectives.
Rather than belonging to a small select group of experts, the process of curriculum
development now involves as many of the stakeholders as possible.

Most importantly, the top-down structure has disappeared. The curriculum developers are still
in the centre of the picture, but they are free to thaw upon the experience and insights of all
the other stakeholders, who include members of the educational institution and a wide range
of groups and individuals from the internal (known) environment and the external (unknown)
environment. The students, when it is possible for them to be involved in the process, are
treated on an equal basis with all the other stakeholders (see Fig. 6).

3.4 Conclusion

It is the argument of this guide that all the stakeholders should be included in the curriculum
development process. It is very important, therefore, to examine who is involved in the
curriculum development process, since there will always be a wide range of stakeholders who
have much to contribute. An effort should be made to ensure that experts do not have total
control or dominate the process, creating a top- down situation.
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Fig 6 The Participatory Curriculum Development Model
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Activity Box No. 8

Who would you involve in a new curriculum development process at your
institution?

Are they outsiders, or insiders, or both?

Are they all ‘experts’ or are there other interested groups as well?

How far are the teachers and the students involved?

The answers to the above questions will to a large extent depend on the particular context in
which you are working, and the kind of course you are engaged on. These issues will be
considered in the next section.
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CHAPTER I: THE CURRICULUM
Part 4: EDUCATION AND TRAINING PROGRAMMES AND THE CURRICULUM

We have considered two of three factors noted above (page 8) which will influence the
curriculum development process - the educational ideology of the curriculum developers and
the persons who are involved in the curriculum development process. The third factor to be
examined is the nature of the education or training programme which is the subject of the
curriculum development work.

In this section the following issues will be discussed:
* the status of different subject areas; and

e formal, non-formal and informal education

Activity Box N. 9

What kind of education and training programme are you planning for?
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4.1 The Curriculum and the Subject

So far, although we have looked at several different types of curricula and at different
approaches to curriculum development, we have talked in general terms. We have not yet
discussed any specific subject areas. But it is necessary to think about ‘subjects’ as part of the
process of curriculum development.

a) Subject Areas

We have to talk about subjects, because the educational world today still tends to classify
educational activities into subject areas. It is important to think about the implications of this
for the development of curricula.

You may be involved in a specific subject area such as agriculture, environment, health or
literacy. Your work will require you to concentrate on that area alone. In this case, you are
likely to be developing a curriculum for that subject, or for part of that subject (e.g.
agricultural economics).

Alternatively, your work may involve several different subjects at the same time. For
example, you could be a trainer of village level-workers, in which case you may be involved
in developing integrated training courses which bring together farming, environment, health
and/or literacy.

b) The status of different subjects

It is important to recognise that the status of different subjects varies from society to society
and from group to group.

The main differences between the status of different subject areas arise because of the ways in
which various kinds of knowledge are valued. In countries which have developed ‘academic’
curricula, certain subject areas are judged to have ‘high’ social status, while others are viewed
as ‘low’ status subjects. ‘High’ status subjects tend to

= formally assessed;
= taught to the ablest groups;
= taught in homogeneous ability groups; and

= Jead to ‘high’ status jobs.
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Activity Box No. 10

What subject areas in your country would be considered to have a high status?

In your answer to the question in Activity Box No. 10, you may have included studies which
lead to professional qualifications such as law, medicine and engineering; but perhaps
agriculture is not on your list.

Agriculture is valued very differently from society to society. In a few countries, it is given a
high status, but elsewhere it is regarded as a ‘low-status’ subject area. In many countries,
agriculture is not taught as a school subject at all. It may be found in vocational ‘non-
academic’ schools, in third-level agricultural colleges, or as an area of knowledge and skills
which should be dealt with by the extension service, or by non- formal education departments.

Another factor which will influence the curriculum which you prepare is the way in which a
subject is approached. For example, agriculture can be taught as an objective scientific
subject, impartial, remote, neutral and detached from its local surroundings. Most agricultural
textbooks are written like this. It can however also be taught as part of a wider area of social
development, where the human elements are included and where value judgements are made.
Clearly both of these approaches call for different curricula.
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Activity Box No. 11

What is the status of agriculture as a subject area in your country? How is it
treated in your context: as a scientific subject or as part of a larger component,
such as rural development?

4.2 Formal, Non-formal and Informal Education

We have introduced here the idea that there is more than one kind of education. In fact, there
are several different systems. In many countries, there is a clear divide between what is
known as the formal education system and what is called non-formal education. Let us
examine these two situations, using agriculture as an example.

a) Formal agricultural education

Formal education systems usually include those parts of the education system which are
institution-based. Normally, these institutions embrace schools (primary and secondary),
colleges, polytechnics and universities. There may be other types of institutions which do not
easily fit into this list. The following characteristics may be attributed to formal education
programmes (Rogers 1992).

They tend to be
e impersonal;
e youth-oriented;
® preparatory, for later application;
e with a fixed compartmentalised content;
e with selective entry;
* institutionalised and sectorised;
e terminal (usually examination-oriented); and

e self-assessing.
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Curriculum development in formal education systems is often highly organised, with certain
people or groups having total responsibility for the development of the curriculum.

Some examples of the way in which a formal education system may operate are illustrated
below in Key Points 4 and 5.

Key Point 4: Curriculum development from below

In country “A”, an agricultural college is under the control of the Ministry of
Agriculture. The Ministry is divided into Departments or Directorates which are
responsible for different activities. One of these activities is agricultural education
and training.

Within this Department or Directorate, there are personnel responsible for the
education and training that goes on in the agricultural college. They will have an
influence on the development of the curriculum, either directly or in an advisory
capacity, by sitting on the Advisory Board of the college.

Within the agricultural college, the Principal who is answerable to the Ministry
may play an influential role in curriculum development. Or the College may have
a person in charge of academic affairs; there may even be someone directly
responsible for the co-ordination of curriculum development activities. This ‘co-
ordinator’ is likely to liaise with other teaching staff in the college. Heads of
Department and lecturers may thus play an important role in the curriculum
development process

Members of the public such as employers, parents, etc. may contribute ideas,
which are used to assist in the development of the curriculum.

Not all formal education systems will operate exactly as outlined in these two examples, but
you may be able to recognise elements of these in your own situation.

You may be wondering “What is the role of the students in the development of these
curricula?” Sometimes the students play a part, but very often the curriculum is developed
without involving them at all. This situation is very common in formal education.

We described above some of the characteristics of formal education. The following
characteristics may be attributed to non-formal education (Rogers 1992).
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Key Point 5: Curriculum development from above

In country “B’, agriculture is taught in many secondary schools. The public
secondary schools fall under the control of the Ministry of Education. Within this
Ministry, there are curriculum development teams who develop the curricula for
different subject areas such as mathematics, science, history and art. Agriculture is
one such subject area.

Once the curriculum for agriculture has been developed centrally, it is sent out to all
secondary schools in the country. All agricultural teachers are then expected to teach
this curriculum to their students. The curriculum may take the form of a syllabus, i.e.
a list of topics to be covered.

The teacher will then have to use his or her initiative, knowledge and skills to
develop a programme of teaching based on this list. Alternatively, the curriculum
may be more detailed, providing clear guidelines about objectives, activities, re and
assessment procedures.

Non-formal education and training may be provided by a very wide range of organisations,
for a wide range of people, and in a wide range of locations and formats. This makes it
difficult to generalise about non-formal education.

Activity Box No. 12

Describe how the examples above compare with the situation in your own
country? What structures exist in your country?
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You may be wondering “What is the role of the students in the developments of these
curricula?” Sometimes the students play a part, but very often the curriculum is developed
without involving them at all. This situation is very common in formal education.

ﬁctivity Box No. 13 \

What has been your involvement in the development of curricula which you have
used or implemented?

Do you think the students should be involved in the development of the
curriculum used in formal education programmes?

What do you think are the arguments for and against this?

- /
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b) Non-formal agricultural education

We described above some of the characteristics of formal education.

characteristics may be attributed to non-formal education (Rogers 1992)

It tends to be:

personal;

oriented to all age groups, especially adults;
for immediate application;

with changing and integrated content;

with open entry;

located anywhere, non-sectorised;
continuing, not terminal; and

validated by change.

The following

Non-formal education and training may be provided by a very wide range of organisations,
for a wide range of people, and in a wide range of locations and formats. This makes it
difficult to generalise about non-formal education.

Putting education into categories can cause confusion, partly because there is often an overlap
between them. We cannot always thaw clear-cut boundaries. Some activities can involve
elements of both formal and non-formal education, for example extension. Many extension
programmes involve an education and training element. It may be the intention of an
agricultural extension service to communicate a whole series of messages to people. Some of
these may be dealt with formally, in institutionalised training centres, and some non-formally
in a range of different settings.
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Activity Box No. 14

Would you say that the following examples of education are formal or non-formal?

e Farmers attending a Farmers’ Training Day which is provided by a college
of agriculture at the college premises?

Formal/Non-formal / Other?

® A school agriculture teacher attending a local public meeting in the village
about the introduction of new seed varieties?

Formal / Non-formal / Other?

® You, reading this manual?

Formal / Non-formal / Other?

¢) Informal Learning

Another type of learning may be distinguished - informal learning.

People may pick up messages that are not provided explicitly, for example - by listening to a
group of farmers talking about a new vaccine for cattle. This last case can be described as

informal learning.

Normally there is no curriculum for informal learning, since by its nature it does not occur in
a planned way but rather as a by-product of other activities. For non-formal education
programmes, however, there must be a curriculum of some kind, because decisions need to be
made about the content of the training, the resources required, even the location where and the

time when it will be held.

Since there is a huge variety of non-formal education and training programmes for a very
wide range of target groups, it follows that there will be very many different curricula

involved.
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Activity Box No. 15

* What other forms of informal learning can you think of?

Conclusion

In this chapter, the nature of a curriculum has been discussed - what it is, where it comes
from, who has control over what goes into it. We have seen, that the type of curriculum
developed will depend on the type of educational system in which it is going to be used.

One very important term used during this chapter is learning. The function of all education
and training programmes is to facilitate learning. The curriculum serves to create a structure
within which learning can take place. But what do we really mean by learning? This is the
subject of the next chapter.
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Activity Box No. 16

What is your experience of non-formal education and training programmes?

What kind of curriculum was used in these programmes?

How would you categorise the programme you are now engaged on Formal,
non- formal or extension. Why’?
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CHAPTER II: LEARNING AND THE CURRICULUM

PART 1: THE NATURE OF LEARNING

The main purpose of education (whether it is formal or non-formal, in agriculture or any other
subject area) is not to teach that subject but to help the students to learn that subject. There is
no point in teaching if the students are not learning.

This means that the main purpose of developing any curriculum is to build a range of
activities, of experiences, for the students in order to help them to learn. It is necessary
therefore, to understand what this involves if a curriculum is to be created which promotes
learning.

In this chapter, the following topics are discussed.

¢ the nature of learning;

the domains of learning;

how learning comes about; and

the relationship between learning and the curriculum.

1.1 The nature of learning

The question to be considered at this stage is- what is meant by learning?
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ﬁctivity Box N. 17 \

Define for yourself the meaning of learning?

- /

Learning is something we all do all the time. We do it naturally, without any help. It is part of
the way in which we all cope with change. It was noted above that one can learn informally
(see activity boxes 14 and 15 above). Much of our learning is unintentional, what is called
incidental learning.” But a good deal of it is purposeful we often plan our own learning. And
this means that we can develop strategies which will help us to learn more effectively and
more permanently.
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Activity Box N.18

Think of some piece of learning (outside of any school or college programme)
which you have felt you needed to do recently. It may have come from some
situation at work; but equally it may come from your home circumstances or
your leisure interests or your social setting. If you note it down and refer to it as
you read this chapter, you will find this helpful in relating the material of this
section to your own circumstances.

Need-based learning: Most intentional learning arises from our sense of need - we feel the
need to learn and we set out to meet that need.

Learning is something that takes place within the learner and is personal to him; it
is an essential part of his development, for it is always the whole person who is
learning. Learning takes place when an individual feels a need, puts forth an
effort to meet that need, and experiences satisfaction with the result of his effort.
(Leagan, 1970 pages 33-34)

Learning is part of our on-going self-development, part of our growth into increasing
maturity, part of the natural pattern of changes throughout our lives. It comes from an
immediate and concrete need, for example, the demands of marriage or the birth of a child.
Learning fits into our way of life and arises from it; it is not something exceptional like
schooling.
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Kctivity Box No. 18a \

Can you identify what was the need or interest which made you engage in the
learning activity which you identified above (page 37), and how it fitted into your
ongoing self-development?

\_ /

Learning and behaviour: Learning is always an internal mailer which people do for
themselves. But internal learning changes almost always reveal themselves externally in some
form of changed behaviour. The end purpose of most intentional learning is to change one’s
way of dealing with situations, to do things better. Some learning will of course arise from a
sense of interest, and this may not always result in behavioural changes, although even here
there are likely to be ways in which the fact that such learning has taken place will be
revealed.

ﬂctivity Box No 18b \

What behavioural change (if any) did you wish to bring about as a result of your
learning activity? (Activity Box 18)?

- /
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Learning then is a process of bringing about changes in one’s own self. Such learning
changes should be more or less permanent; very temporary changes will not really constitute
learning.

1.2 Domains of Learning

This section will consider the following issues:

* What kinds of learning changes are made

* How these changes are related to each other.

Five main areas of learning changes have been identified; they are sometimes called
‘domains’ of learning, something, but we cannot be sure until we have tested it out in
experience.

KNOWLEDGE: For most people, learning means adding to or making changes in their own
knowledge. But learning is more than just knowledge. It covers other domains as well.
Nevertheless, new or changed knowledge forms part of learning.

ﬁctivity Box N. 18¢ \

Can you list the areas of new knowledge you felt you needed in order to achieve
the learning you undertook (Activity Box 18 above)

o /

The field of ‘knowledge’ is a very difficult one. There are several different ways of knowing.
Knowing people is a different thing from knowing objects or truths, and these again are
different from knowing oneself. Academic knowledge (book knowledge) is often different
from practical or experiential knowledge.

An example will illustrate this point. One can know a diamond as a work of art (something
beautiful); as a tool (to cut glass); as a valuable object (an investment); as a carbon crystal (a
scientific object); as an ornament (a piece of jewellery). All of these different forms of
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knowing are true. Each is equally valid; no one is more important or higher than any other.
Which one you know depends on your experience of a diamond, whether you possess one,
how you got it, whether you have ever used one, etc. To know a diamond fully would require
some knowledge of all of these aspects.

Knowledge and theory: Not all knowledge is held with the same sense of certainty. Some
knowledge is tentative knowledge, to be tested further. The distinguishing line between what
is theory and what is knowledge is very thin. We may think we know something, but we
cannot be sure until we have tested it out in experience. Even strongly held knowledge turns
out to be a belief when it runs against contrary experience. Knowledge which has been tested
repeatedly against experience will be held firmly.

Experiential knowledge: This means that experience is a vital part of knowing. Practical
experiential knowledge is different from head knowledge or book knowledge. Some people
think that one has only effectively learned something when one has practiced or used the
knowledge, not when one can only recite the knowledge. In agriculture, practical knowledge
and theoretical knowledge need to go hand in hand to build a full picture of what needs to be
learned.

Knowledge and status: Just as there is a hierarchy of status attached to subjects (see above
pages 25-26), so there is a hierarchy given to different forms of knowledge. Pure science is
often regarded as a higher form of knowledge than applied science, which in turn is thought to
be higher than practical or technical knowledge. To take an example, a scientist will know
‘mud’ as a colloidal solution and analyse its elements in a laboratory: a brickmaker or potter
will assess mud in the field to see what kind of product can be made from it; while children
know mud as a material which can be used to dam small flows or water. All these are valid
forms of knowledge for different purposes; but the knowledge of the scientist is usually
regarded as more valuable, more worthwhile, than that of the potter or brickmaker, while the
children’s knowledge is disregarded altogether as a trivial form of knowledge.

Such considerations will affect the way the curriculum is developed. If greater stress is placed
on book knowledge than on field knowledge, the curriculum will concentrate on text-centred
student activities and will develop tests, which assess book knowledge more than practical or
experiential knowledge.
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Activity Box N. 18d

Thinking back to your recent learning (Activity Box 18 page 37), what kind
of knowledge did you seek to learn? Was it mainly book knowledge or
practical knowledge or some other kind of knowledge?

(It is not possible to go into this area of discussion in more detail here, but if you are keen to
follow this up, we have provided some references at the end of this chapter.)

UNDERSTANDING: It is possible to know something (a fact) without understanding why it
should be true or what are wider than knowledge. It seeks to come to relationships between
different elements of implications of individual items of knowledge.

Understanding needs to be learned; it is a separate domain of learning. It does not always
come automatically with learning new knowledge, but it often goes along with knowledge.
There is much truth in the view that training consists of the acquisition of knowledge without
understanding and that it leads to activities being performed mechanically, not to true thinking
and creative activities.

SKILLS: We all need to learn new skills, to develop new abilities in order to undertake
various tasks.

Skills are sometimes referred to as ‘knowing how to do something’. But knowing how to do
something and being able to do it are not the same thing. One may know how to mend a
machine in theory but not be able to mend it in practice. The skill is being able to mend it, not
knowing how to mend it.

Skills have often been classified into two main groups:
1. those which are physical (motor skills), things which we do with our hands or feet, etc; and
2. mental (or psychological) skills.

But this is too simple a classification. There are for example skills which thaw upon a wide
range of senses: skills of listening, for example; or skills of detecting and facilitating inter-
personal relationships. And there are activities which bring together a range of both motor and
psychological skills - playing a musical instrument, for example.
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Activity Box No 18f

In your chosen learning activity, can you identify the skills which you sought to
learn. Were they motor skills, psychological skills or other kinds of skills?

. v

One major difference between the learning required to develop knowledge and the learning
required to develop skills is that skills call for practice. Practice is a process of ‘developing
repetition’, by which the learner makes progress through doing something over and over
again, while making adjustments all the time. The need for such practice is often omitted from
many curricula, partly because of pressure of time, but probably more often because progress
through practice depends upon the students making and learning from mistakes. Most
educators and trainers do not like to think of their students making mistakes!

Skills then are learned and developed through a process of trying to do something, not being
able to do it properly or up to the required standard, and trying again and again until it can be
performed to the satisfaction of both the teacher and the learner.

ATTITUDES: Many people think that learning only concerns the intellect, not the feelings.
But true learning which will lead to behavioural changes cannot exist without some
involvement of feelings. If you think back to your school days, you may remember that you
learned best from those teachers you admired and respected or perhaps feared. Your feelings
affected the way in which you learned.

Attitudinal learning is a separate domain of learning. The learning of new knowledge will not
of itself always lead to the formation and development of attitudes, although the development
of new knowledge and new skills can in some cases lead to a willingness to entertain new
attitudes. Attitudinal learning needs to be encouraged through the curriculum.

People are learning new attitudes all the time. But teaching for attitudinal learning is much
more difficult. As experienced trainers know,

Changing attitudes is much slower, less direct and less certain than changing
knowledge and skills. But it is possible. (Abbatt and McMahon 1993 page146)

Perhaps this is why attitudinal learning is often neglected in many forms of education and
training:
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In discussing agricultural extension, emphasis is often placed almost entirely on
the knowledge and skill needs of the farmers and how these can be met most
effectively, with little consideration of the importance of the kinds of attitude
change which might be conducive to rural development. (Coombs and Alimed,
1974)

Attitudinal learning is vital if behavioural learning changes are to be achieved.

There are many examples which illustrate this. It is not lack of knowledge or understanding,
and certainly not lack of skills, which stops many people from giving up smoking. They know
that smoking is killing them and other people. They understand why this is so. They have the
skills to stop smoking. What they have not developed are the attitudes which will bring about
the desired change - the motivation which says ‘I want to’ and/or the confidence which says ‘I
can.” Similarly with family planning, it is often not more new knowledge or new skill learning
which is required to enable people to adopt appropriate family planning strategies. It is
attitudinal learning which is needed.

Activity Box No. 18g

Do you think you developed any new attitudes during the learning which you
undertook (see Activity Box 18 above)? If so, what were these?

1.3 Implementing Learning

Some people assert that there is a fifth domain of learning, behavioural learning. Others
would argue that behavioural learning, those changes in our patterns of doing things which
are the objective of so much education and training, is in fact the sum result of all the other
forms of learning. It is the external way in which we make manifest the internal learning
changes which no one else but ourselves can know we have made. No one can see our
changed knowledge unless we reveal it in what we say or do. No one can see our skills unless
we do or make something. No one can see our changed understanding unless we reveal it in
what we write or say or in how we behave. No one can really tell our changed attitudes unless
we reveal these in what we do.
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Activity Box No. 18h

Can you identify ways in which your behaviour changed during and after the
learning activity which you undertook for yourself (Activity Box 18 above).

Learning and behavioural changes: Just as a distinction can be drawn between knowing how
to do something and being able to do it, so too we need to draw a clear distinction between
being able to do something and actually doing it. Many courses state their objectives in the
form of: ‘at the end of this course, the students will be able to do...” something or other. But
being able to do something will not ensure that the students will in fact do it. Graduates from
an agricultural college may be taught to plough or vaccinate cattle effectively by the end of
their training programme but on inspection sometime later, it may be found that they are not
in fact implementing these practices. We shall look at some of the barriers to effective
learning later (pages 56/57), but here it is important to note that some institutions would
regard this as an indication of the failure of the course to develop effective agriculturists.
Others, however, would argue that, since the final choice must be left to the students, this
could still be regarded as a successful course. You will need to determine your own views on
this.

What is clear is that changes are needed in all four domains of learning if effective
behavioural changes are to take place. Training without understanding may lead to the
mechanical performance of tasks, but true developmental learning will require at the very
least changed knowledge, skills and attitudes.
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@oint 6 Thinking about learning and behavioural change \

For a farmer to learn to practice the transplantation of rice seedlings in straight
lines, he/she needs to know that it is best for growth if the rice seedlings are
planted out in this way.

But without understanding the reason for this procedure, the farmer will only be
doing this mechanically, not thoughtfully. In this case, the learning is unlikely to
be permanent. The farmer needs to understand why rice grows better in straight
lines than irregularly throughout the plot. Understanding is a separate domain of
learning, equally necessary but needing a learning stage or process.

The farmer also needs to learn how to plant in straight lines, including the
identification and use of appropriate tools, and to develop the skills of using
these tools. This will require practice.

But if the farmer is really to carry out this procedure, he/she will need to develop
positive attitudes towards the activity - especially motivation (‘I want to do it’)
and confidence (‘I can do it’), as well as other attitudes such as openness to new
ideas, willingness to experiment, curiosity and commitment to the activity etc.

Only when all of these learning changes have been made will the farmer actually
carry out the practice, and the learning process lead to new behavioural patterns.
Only then will the educational and training programme be fully effective.

Activity Box No. 19

It would seem clear that no student-learner can really be said to have learned
something if he/she does not carry it out in practice. Consider for example, the
following questions:

¢ Can literacy students really be said to have learned literacy if they do not in
practice read or write outside of the classroom?

e Can farmers be said to have learned the latest methods of growing crops if
they do not carry out on their farms the practices being taught to them?

e (Can college graduates be said to have learned a particular area of subject
matter if they do not use their new knowledge or skills in their occupation?
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CHAPTER II: LEARNING AND THE CURRICULUM
Part 2: THE LEARNING PROCESS

If learning is the purpose of all education and training, the goal of the curriculum, it is
important to know how learning comes about. An understanding of the learning process will
enable teachers to encourage their students to learn more effectively education and training
programmes.

In this chapter the following topics will be examined:
* the processes of learning;
* learning and the curriculum;
e measures of achievement; and
* barriers to learning.
2.1 The processes of learning

The question you should ask yourself at this stage is, “how does learning take place”?

Activity Box No. 20

How do you learn? Write down some of the ways you learn.
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a) General Considerations

Learning is active: The first thing to say about learning is that it is an active process. It is
now generally accepted that learning is not the passive receiving of other people’s knowledge.
It is the active search for the solution to some problem or for the satisfaction of some need.
Out of all the new experiences which surround us every day, we ‘learn’ that which we need or
which interests us, that which is relevant to our situation. We ignore all the rest.

This means that it is the learner who learns. He/she is the only one who can learn. A teacher
cannot ‘learn’ the learner; a teacher can only help the learner to learn. Only the learner can
make the learning changes for him/herself. Nor can anyone ever force a learner to learn -
except by conditioning. All real learning is voluntary and active.

Memorising: This raises the question of learning and memorising (what is often called
‘learning by heart’). Memorising is one of those learning skills or strategies which are
mentioned above; it is one way of changing knowledge. But the memory will only be usable
if and when the learners are willing, i.e. if they are motivated, to learn in this way. Some
people will naturally have a much better memory process than other; they find sorting, storing
and recalling information relatively easy. Others will be less able to do this easily. Existing
education and training systems tend to reward those who have a good memory and to train
this memory to become even better; those who, through no fault of their own, possess a less
potent set of memory skills are penalised.

Learning differences: This highlights the fact that learning is a very diverse activity. We all
have different learning abilities. Nor do we all learn in the same way. Training and
educational systems are usually built on the assumption that we all learn in just one way and
all at the same time. That is not true. We are all different in the ways in which we learn,
whether it be knowledge, skills or attitudes, just as we are all different in other ways (see
below, pages 50 & 52).

b) Strategies of learning
There are many ways in which we learn.

Knowledge: This is acquired mostly from others, either personally or through writings or
visual images. Much new knowledge is also developed from trial and error or from reflecting
experiences. Equally, experience can challenge and change existing knowledge.

There is an almost universal consensus now that, although knowledge can be acquired from
another person, it cannot simply be transferred from one person to another.

Learning is not finding out what other people already know but solving our own
problems for our own purposes by questioning, thinking and testing until the
solution is part of our life.

(Charles Handy, cited in Ball 1991)

Development is not possible with somebody else’s thinking and knowledge...
Knowledge cannot be transferred - it can be memorised for mechanical
application, but learning is always an act of self-search and discovery. In this
search and discovery, one may be stimulated and assisted but cannot be taught.

(Md Anisur Rahman 1993)

These statements appear to contradict common sense, for we seem to see the transfer of
knowledge from one person to another every day. But it is now more and more clearly
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understood in many different disciplines that knowledge is ‘created’ by the learner rather than
simply accepted from a teacher or other source.

The implication of this is that ‘telling’ the student is a much less effective way of promoting
learning, even in the area of knowledge, than encouraging the students to ‘work it out for
themselves’. To learn new knowledge, students need to search it out and find it for themselves
and use it to solve their own problems.

Activity Box No 21

In the exercise which you did above about new learning (page 37), how did
you gain your new knowledge. Did you seek it out or did someone pass it on
to you unasked?

Understanding: This is most frequently developed through the use of knowledge and through
reflecting critically on experience. A large part of any curriculum which aims at developing
understanding and new insights will involve the creation of opportunities for action,
experiences to help learning, and for reflecting critically on those experiences.

Arriving at, or learning, new understandings normally require giving much thought to
something. It is not easy or a quick process like learning knowledge. The examination of the
relationships between different elements, the establishment of causes and results, the creation
of meaningful patters, the grasping of insights (which sometimes come in a flash as various
elements ‘fall into place’)-all these require time and freedom from distraction. Much of this
learning of understanding will come from what has been called the ‘search for meaning’, the
desire for which (as many writers assert) lies deep within most people.

Skills: Similarly skills are developed, not through demonstrations but through doing the
activity for ourselves. The way to learn to swim is not by listening to a lecture about
swimming or watching someone else swim but by swimming. The same is true for all skills,
whether mental or motor.

This is particularly true of the skills of learning. The development of learning skills, like all
skills, need practice. And since we all learn in different ways, the more the teacher-trainer
uses only a few teaching-learning strategies and ignores others, the stronger will become,
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those strategies used most frequently and the weaker those other strategies which are
neglected.

Attitudinal development: This is, as we have seen, more difficult to encourage. The way we
learn attitudes is very uncertain. They come from our experiences, and especially from
interaction with other people, particularly people we see as our peers (this is in fact an attitude
in itself). We all have reference individuals and groups from whom we take our views and
choices; and the things which happen to us or the things which we achieve for our selves will
also affect our attitudes. The ways in which this influences interact among themselves and
with our sense of self identity are clearly very individual and probably uncertain. Much more
research needs to be done on how attitudes are developed and changed.

¢) ‘Critical reflection on experience plus action’

Experience is central to all learning. Many writers on learning have stressed the significance
of what is called ‘critical reflection on experience’ as a tool of learning. Through a process of
examining their experience in the light of other relevant factors, coming to conclusions about
that experience and determining to act in a different way, people change their knowledge,
skills and attitudes. Critical reflection on existing farming practices in the light of new
knowledge or the different experience of other farmers which comes by a process of searching
and selecting, combined with action based on that reflection, will lead to learning. The new
action then becomes the new experience which in itself is subject to further critical reflection
in a continuing ‘learning cycle’ (see Fig. 7).
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Fig. 7 The learning cycle
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Learning styles: Several recent studies have been conducted into learning based on the
learning cycle. One of the major conclusions is that different people have different preferred
learning styles. David Kolb (1976) has suggested that some people are what he calls
‘activists’: they tend to learn quickly and most easily from lots of new experiences. Others are
called ‘reflectors’: they tend to learn most easily by taking things slowly, by thinking and
studying before they act. Others are so-called ‘theorists’: they like to make systems, to
analyse situations systematically, to draw out general principles. While yet others are
‘experimenters’ (Kolb calls these pragmatists), exploring new ways, devising new methods of
doing things, trying out new approaches, learning by trial and error (see Key Point 7, page
52).

All of us use more than one of these learning modes, and some of us use all of them to some
degree. But each individual learns most effectively in one of these modes rather than in all
four. We feel most comfortable when we deal with learning experiences in our own particular
learning style.

Whatever we may think about such views of learning, the one thing which stands out from all
the studies is that, although experience lies at the root of all learning, people learn i