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EDDHODJ EXAM PREPARATION MAY 2014 

Please note: This is not a summary – it is copied directly from the prescribed 

textbook:  Curriculum Studies 2: Development, interpretation, plan and practice, 

2nd Edition 

What is the difference between “curriculum” and “syllabus”, pg. 2 (15 marks) 
The concept of “curriculum” has its origins in the Latin currere, “to run”, with further reference to the running / chariot 

tracks for a race. According to Thijs and Van den Akker (2009:1), a curriculum can briefly be defined as a “plan for 

learning”, as used by the American Hilda Taba in 1962. There are related terms in many languages, including the 

classical Dutch term leerplan, the German lehrplan and the Swedish laroplan. This term should not be confused with 

a subject “syllabus”, because this definition of a “lehrplan” does not necessarily narrow the perspective, but permits 

all sorts of elaboration for specific curricular levels, contexts and representations. 

In broader terms, the concept of “curriculum” refers to all the learning that is planned and guided as a body of 

knowledge in order to achieve certain ends (outcomes) in a teaching-learning process as realised in praxis. The 

curriculum document should include the rationale, aim and purpose of the particular course and refer to related 

subject methodology, teaching methods and guidance regarding assessment practices, which are all based on a 

particular approach. 

The word “syllabus” in Greek means a concise statement or table of the topics of a discourse or the list of contents of 

a subject. Such a document has a series of headings with some additional notes which set out the areas to be 

examined. 

A syllabus will not generally indicate the relative importance of its topics or the order in which they are to be studied. 

Those who compile a syllabus tend to follow the traditional textbook approach of giving an order of contents, or a 

pattern prescribed by a logically sequenced approach to the subject. 

C, Booyse, du E. Curriculum Studies 2: Development, interpretation, plan and practice, 2nd Edition. Van Schaik 
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What is curriculum development, pg. 2 (15 marks) 
Curriculum development focuses on improvement and innovation in education. During this process, which may take 

many years – especially where generic curriculum development is concerned – and which extends beyond a specific 

local context, desires and ideals are incorporated in a cyclic process of design, implementation and evaluation to 

achieve concrete results in practice. The literature contains a variety of models for curriculum development, in which 

especially the five core activities shown in Figure 1.1 are distinguished. 

 

In a cyclic process, analysis, design, development, implementation and evaluation take place interactively. Curriculum 

development often starts by analysing the existing setting and formulating intentions for the proposed change or 

innovation. Important activities in this phase include problem analysis, context analysis, needs analysis and analysis of 

the knowledge base. 

Based on these activities, first design guidelines are drawn up. The design requirements are carefully developed, tested 

and refined into a relevant and usable product. Evaluation plays an important role in this process, as can be seen from 

its central position in the model. Evaluation activities cast light on the users’ wishes and the possibilities that exist in 

their practical context, and reveal the best way to attune the product to the practical setting. When the product has 

sufficient relevance, consistency and practical usability, its impact can be investigated. Whereas the primary emphasis 

is on generating suggestions for product improvement (formative evaluation), during later phases this emphasis shifts 

towards evaluating effectiveness (summative evaluation). 

C, Booyse, du E. Curriculum Studies 2: Development, interpretation, plan and practice, 2nd Edition. Van Schaik 
Publishers, 2013. VitalBook file. 
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Illustrate the relationship between curriculum, context and the teacher, pg. 6 

(15 marks) 
The ideas of Ornstein and Hunkins (1998) about a broader definition of “curriculum” agree with the views of Grundy 

(1987), Kraak (1998) and Killen (2007), who acknowledge both intended and unintended learning, and who view a 

curriculum as a social construct. This means that a particular society’s culture will influence the development of a 

particular sort of curriculum, just as that curriculum will, in its turn, contribute to shaping and forming that society and 

its culture. Education is a dialogic process, formative and transformative (Freire, 1976). Necessarily, this process 

involves contact, transmitting and acquiring knowledge and developing skills, habits and values. This mutual influence 

of education and context is ongoing, so that we should not think of curricula and social structures as entirely separate. 

Kitchens (2009:255) states that by situating education in the space of local communities, and by connecting the 

curriculum to the everyday life of learners, situated pedagogy allows these learners to be involved in a conversation 

that creates new understandings of the world and their place in it. Also, Wei (2009:271), when referring to the 

enactment of the curriculum, explains that it “should meet the needs of all the learners and be oriented to the learners’ 

development; embody the nature of science; be focused on scientific inquiry; and even reflect the advance of modern 

science and technology”. 

Figure 1.2 illustrates how aspects like space, time, resources available, community integration, organisational aspects, 

economic development, political changes and historical background, theories (for instance communication and 

systems theory), philosophical ideas and developments in technology will influence the approach to and interpretation 

of a curriculum. It is therefore inevitable that curriculum development is a never-ending process of reflection and 

change. 

 

 

Ornstein and Hunkins (1998:2) explain how an individual’s view of the curriculum reflects that person’s view of the 

world, including what the person perceives as reality, the values he or she deems important, and the amount of 

knowledge he or she possesses. By understanding a teacher’s approach to or view of the curriculum, and the prevailing 

curriculum approach of the school or school district, it is possible to tell whether the teacher’s professional view 

conflicts with the formal organisational view. A view of the curriculum is about the understanding of how a curriculum 
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is designed and developed; the role of the learner, teacher and curriculum specialist in planning a curriculum; the goals 

and objectives of the curriculum; and the content, concepts and skills that need to be assessed. 

Kelly (1989:4–8) agrees that the view of the curriculum cannot be scientific or philosophical only; this view is too 

narrow, because the demands of society must also be met. Therefore the understanding of practicalities, innovation 

and values is also important. By means of contextualisation based on the characteristics of the population, local 

features and their habits and history, schooling became an easier and more successful process. Paliwal and 

Subramaniam (2006:25–51) emphasise the diversified mosaic existing in schools and classrooms nowadays. They 

assume that taking the context and diversity in context into consideration will make difficult content become more 

understandable and familiar, granting greater meaning in learners’ daily lives. Considering the impact of context makes 

a more promising response to promoting success possible. 

C, Booyse, du E. Curriculum Studies 2: Development, interpretation, plan and practice, 2nd Edition. Van Schaik 
Publishers, 2013. VitalBook file. 

  



Page 5 of 28 

Phase planning, pg. 71 (5 mark definition & discussion) 
The implementation of the curriculum must be a phase-long process of planning, managing and organising classroom 

practice. This means that what is planned must guide and inform what is done in the classroom – all teaching, learning 

and assessment. 

What must teachers keep in mind in each phase? 

In the Foundation Phase (Grade R–3), the following subjects are offered: Home Language, First Additional Language, 

Mathematics and Life Skills. The latter includes Beginning Knowledge, Creative Arts, Physical Education and Personal 

and Social Well-being. In the Intermediate Phase (Grade 4–6), the subjects are Home Language, First Additional 

Language, Mathematics, Natural Sciences and Technology, Social Sciences and Life Skills. 

In the Senior Phase (Grade 7–9) there are nine subjects, namely Home Language, First Additional Language, 

Mathematics, Natural Sciences, Social Sciences, Technology, Economic Management Sciences, Life Orientation and 

Creative Arts. Schools may offer more subjects if they want to. 

In the Further Education and Training (FET) Phase (Grade 10–12) there are four compulsory (fundamental) subjects 

(Home Language, First Additional Language, Mathematics / Mathematical Literacy and Life Orientation) and three 

electives. Schools may offer more subjects and learners may choose more subjects (Department of Education, 2002b; 

2011). 

The following aspects are important when planning for a specific phase: 

 Contexts / themes within which the teaching, learning and assessment will occur • Principles of the Curriculum 

Assessment Policy Statement (CAPS) that must be incorporated in all teaching, learning and assessment  

 Aims and assessment criteria across the phase  

 The sequencing (conceptual progression) of the aims and assessment criteria  

 The core knowledge and concepts that will be used to attain the learning outcomes / aims and assessment 

criteria for the phase. These should reflect the context of the community, school and classroom to ensure that 

the teaching and learning are appropriate for the learners’ needs 

 How progression (increasing conceptual complexity) will occur within subjects and from grade to grade, bearing 

in mind integration across different subjects and real-life application 

 The time allocation and weighting given to learning in the subject per phase (time frames for all teaching, 

learning and assessment) 

Phase planning implies that all teachers in a phase should work together to create a clear plan of how they will guide 

learners through that phase for a particular subject. Individual planning is not advisable, because all teachers must 

ensure that learners achieve the national learning outcomes by the time they leave the phase (exit points are at the 

end of Grades 3, 6, 9 and 12). Teachers must be involved in different levels of planning, each level serving a different 

purpose and involving a different level of detail. 

Every teacher remains an individual and the methods used in the classrooms may differ, though all might be equally 

effective in ensuring that the learners achieve the aims. 

Planning takes place across a phase (three grades). The organising tool for a phase comes from both the CAPS 

documents and the characteristics of the learner in this age group. The teacher should refer to the Teacher’s Guide 

and CAPS documents for the subject and familiarise him or herself with the characteristics that make the learners in a 

particular phase distinct from those in another. This is important, since learners are clearly at different developmental 

levels in different phases. As teachers gain experience, they will find it easier to work with developmental levels and 

the characteristics of each. However, for new teachers, it is advisable to read up on the developmental level(s) the 

typical learner will have reached. 

C, Booyse, du E. Curriculum Studies 2: Development, interpretation, plan and practice, 2nd Edition. Van Schaik 
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The South African Council for Educators (SACE), pg. 50 (5 mark definition & 

discussion) 
The South African Council for Educators (SACE) is the professional council for educators / teachers, which aims to 

enhance the status of the teaching profession through appropriate registration, management of professional 

development and the inculcation of a code of ethics for all educators / teachers. The SACE Act (Act 31 of 2000) states 

that, by means of the functioning of the council, SACE is to 

 provide for the registration of educators / teachers  

 promote the professional development of educators / teachers 

 set, maintain and protect ethical and professional standards for educators / teachers. 

As the statutory body for professional education, SACE must also manage the implementation, management and 

quality assurance of the Continuous Professional Teacher Development (CPTD) system. Each educator / teacher is 

expected to earn a target number of professional development points in each successive three-year cycle by 

undertaking a variety of professional development activities – endorsed by SACE on grounds of their fitness of purpose 

and quality – that suit their own needs and requirements or that are required by their employers (Department of 

Education, 2008a). 

C, Booyse, du E. Curriculum Studies 2: Development, interpretation, plan and practice, 2nd Edition. Van Schaik 
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The teacher as interpreter and designer of learning programmes and materials, 

pg. 52 (5 mark definition & discussion) 
Teachers are expected to understand and interpret existing learning programmes, design their own learning 

programmes and select and prepare suitable textual and visual resources for learning. They also need to sequence and 

pace learning in a way that shows sensitivity to the needs of the learning area or subject and those of the learners. 

This role is perhaps the one that has been most misunderstood and abused. It has been used to justify the fact that 

Curriculum 2005 in its original form did not go far enough in specifying curriculum requirements on a grade-by-grade 

basis. Many bureaucrats argued that this did not present a problem because “each school should design its own 

learning programmes, based on the needs and concerns of the community”. It has become clear that most teachers 

and schools do not yet have the skills, resources or inclination to develop a customised curriculum, hence the 

reluctance to involve schools in the setting of curriculum standards. In the CAPS, learning programmes and in some 

instances work schedules are included in the documents. The role of the teacher is still that of interpreter, but with 

particular emphasis on lesson planning and effective implementation. 

C, Booyse, du E. Curriculum Studies 2: Development, interpretation, plan and practice, 2nd Edition. Van Schaik 
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Inclusive education, pg. 58 (5 mark definition & discussion) 
White Paper No. 6 (Department of Education, 2001a) defines inclusive education and training as 

 acknowledging that all children and youth can learn and that all children and youth need support 

 accepting and respecting the fact that all learners are different in some way and have different learning needs, 

which are equally valued 

 enabling education structures, systems and learning methodologies to meet the needs of all learners 

 acknowledging and respecting differences between children due to age, gender, ethnicity, language, class, 

disability, HIV status etc. 

 being broader than formal schooling, and acknowledging that learning occurs in the home, the community, and 

within formal and informal modes and structures  

 changing attitudes, behaviours, methodologies, curricula and environments to meet the needs of all children  

 maximising the participation of all learners in the culture and the curriculum of educational institutions, and 

uncovering and minimising barriers to learning. 

Inclusive education and training marks a shift from disability and deficit theories, assumptions, practices and models 

to an enabling and empowering educational approach. This new understanding of education accepts that learners 

have diverse needs, and that the system might be inadequate to respond to those needs. In other words, rather than 

seeing individual learners as being inadequate because they do not fit into the system, the emphasis is on examining 

the system itself and identifying the factors within the system that are not learner-friendly (Department of Education, 

2001a). 

C, Booyse, du E. Curriculum Studies 2: Development, interpretation, plan and practice, 2nd Edition. Van Schaik 
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The assessment process, pg. 76 (5 mark definition & discussion) 
When interpreting and implementing the curriculum, the following questions should also be asked from the outset. 

 Which assessment technique is the best for measuring the required outcomes / aims? Is it, for instance, a 

research project, or a written assignment? 

 How will a research project or an assignment be assessed? Will we use an observation sheet with assessment 

criteria, or a rubric? These are the tools of assessment; the tool selected should be appropriate to the 

assessment criteria for the activity. 

 Who will be doing the assessing? Will it be group assessment, self-assessment or peer assessment? These are 

possible methods of assessment. 

Walvoord (2004:2–5) and Lambert and Lines (2000:4) define the assessment process as the systematic collection of 

information about the learner’s learning, using the time, knowledge, expertise and resources available in order to 

inform decisions about how to improve learning. Assessment must be more than gathering evidence of how well the 

learners have achieved objectives / outcomes; it should also be used to improve the planning for teaching and learning 

in the next cycle. In this instance the improvement should be not only in the learners’ learning but also in the 

assessment process, and the teacher should be able to adapt the planning for more effective teaching. It is important 

to find and introduce ways to plan and teach that encourage and promote the diagnostic characteristics of assessment, 

namely its use for guidance and motivation. 

The process of gaining and assessing knowledge is one of creating and illustrating one’s own understanding. 

Assessment must be an organic part of teaching and learning. Making connections between teaching, learning and 

assessment encourages a holistic approach to the analysis of assessment and its impact on the teaching-learning 

process. In order to create a cohesive relationship between teaching, learning and assessment, learners need to 

construct their own knowledge networks and the teacher must monitor this knowledge construction. The teacher can 

determine the level of knowledge construction by assessing prior information, the acquisition of new information and 

the transformation, and the elaboration and organisation of such new information. 

Components that are essential in assessing a learner’s individual ability and needs include a set of objectives / 

outcomes and criteria; the use of close-to-reality contexts; ideas about individual formative feedback; and fostering 

the ability for self-assessment through a mediation process (Black, Harrison, Lee, Marshall & Wiliam, 2003:30–57). 

C, Booyse, du E. Curriculum Studies 2: Development, interpretation, plan and practice, 2nd Edition. Van Schaik 
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How will knowledge and skills be organised, pg. 10 (5 mark definition & discussion) 
 logical sequence 

 progression of content and conceptual development  

 teaching / learning methods 

To “organise” is to put things together into an orderly, functional, structured whole and to arrange them in a coherent 

form. The importance of what the learners have to learn, in what particular order, and in what space and time must 

be established. How the knowledge is organised, and in what sequence, is central to framing learning; for example, 

the knowledge should be relevant to the labour market, appropriate to apply in civil society and be respectful of 

learners’ and teachers’ cultural backgrounds. 

In curriculum terms, the way in which the knowledge (content) is organised is called an “organising principle”. An 

organising principle is the basic method of arranging content so that key ideas can be located. Organising the 

knowledge (content) selected to be included in the curriculum according to an organising principle helps to simplify a 

particularly complicated domain and make it easier for the users to grasp. 

The overarching approach in a curriculum provides an indication of – and the motivation for – the particular principle 

or set of principles according to which the curriculum is organised; for example, whether it is organised around 

outcomes, objectives, unit standards, etc. This organising principle shapes the emphasis in the curriculum: all elements 

of the curriculum draw their classification and value from the way the curriculum is organised. 

It is important to notice that two organising principles relate to curriculum development in general. The first is related 

to the theory of knowledge espoused in the curriculum as seen in the outcomes, assessment standards, subject and / 

or teaching methodology, etc., which may, for example, presuppose an approach in which the participatory learner is 

seen as central to the learning process or one where the learner is simply regarded as the recipient of the required 

information. 

The second organising principle is associated with the discipline or subject itself. It refers to the idea(s) forming the 

basis of the selection, sequencing, pacing, level and assessment of knowledge in a curriculum. The organising principle 

of the subject should allow for appropriate sequencing of different skills and content areas – over the course of the 

year and across grades / years of study. The internal principles of the subject’s discipline(s) and theoretical 

framework(s) direct the logical progression of content and skill development. To ensure coherence in the curriculum, 

sensitive choices regarding the choice of topics / content / elements and their ordered connectedness to the organising 

principle should be made. The coherence within the curriculum must mirror the coherence of the discipline. 

In addition to choosing the most relevant knowledge (content) and skills to be included in the curriculum, the 

sequencing of content also needs consideration in order to design a consistent and coherent curriculum. 

Suggestions about how much time could reasonably be allocated to the various parts of the curriculum help teachers 

/ examiners to pace the teaching. The relative importance allocated to the content will also impact on pacing. 

It is furthermore important to know that the organising principle relates to the theory of knowledge, but also includes 

reference to a specific subject methodology, both of which must be congruent with the selection of content and the 

cognitive demands required at the particular level. 

C, Booyse, du E. Curriculum Studies 2: Development, interpretation, plan and practice, 2nd Edition. Van Schaik 
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What is the IQMS, pg. 55 (5 mark definition & discussion) 
Teachers must constantly appraise themselves critically; reflecting on how they are teaching must be part of their daily 

routine. The National Department of Education issued policies that address the appraisal of teachers. This is a 

collective agreement (No. 8 of 2003 in the Education Labour Relations Council); that is, the employer (government) 

and employee (represented by teacher unions) have agreed to the policy. It is important for teachers to take note of 

this document. 

The IQMS Policy combines the different quality management programmes that have been developed in the past into 

an integrated quality management system. This system includes 

 development appraisal, which is the process whereby individual teachers are assessed to define areas of 

strength and weakness and to put systems in place for individual development 

 performance management, which is the assessment of individual teachers to ascertain salary adjustments, 

appointment adjustments, promotions etc. 

 whole-school evaluation, which evaluates the effectiveness of an entire school in respect of its teaching and 

learning. 

The document is divided into three sections: Section A describes the IQMS and why it needs to be used. It defines the 

structures that must be put in place in order to ensure the efficient running of the school. These structures are 

 a senior management team (SMT) 

 a staff development team (SDT)  

 a development support group (DSG). 

This section also states the guiding principles that inform the IQMS. The procedure to be followed is then outlined in 

six steps, stating very clearly how the whole process works. The section concludes with an outline of the roles and 

responsibilities of each of the school structures, i.e. the SMT, SDT and DSG. 

Section B consists of an implementation plan. This is presented as a flow chart that details the procedure, culminating 

in the whole-school assessment. It specifies at what stage of the year each part of the process takes place and who is 

responsible; for example, the teachers must have a personal growth plan in place by the end of March. It gives a clear 

picture of the flow of information between the various stakeholders. 

Section C consists of the assessment tool to be used in the various sections of the assessment process. Each assessment 

is rated on a four-level scale with a rubric that describes what must be achieved at each level. Forms that can be used 

to summarise the measurement and assessment of staff performance are provided. 

The purpose of the IQMS is the personal development of each teacher. The entire document is available at 

http://www.elrc.co.za. 

C, Booyse, du E. Curriculum Studies 2: Development, interpretation, plan and practice, 2nd Edition. Van Schaik 
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Learning and teaching support material: The reasons for using exemplary lesson 

materials, pg. 73 (5 mark definition & discussion) 
Over the past two decades, a large knowledge base has been developed covering the primary functions and effective 

features of exemplary lesson materials, particularly on the basis of studies by the School of Education of the University 

of Michigan (Ball & Cohen, 1996; Davis & Krajcik, 2005) and the Department of Curriculum Design and Educational 

Innovation of the University of Twente in the Netherlands (the starting point is marked by Van den Akker, 1988). 

According to these studies, materials should first and foremost focus on elements that are essential for the effective 

interpretation and implementation of the curriculum; but at the same time, such materials should be considered 

vulnerable because of their possible complexity or lack of clarity. Reasons for using exemplary lesson materials include 

 offering an indication of what can be expected during lessons 

 stimulating internal dialogue and reflection on questions such as: “How does the material relate to my personal 

opinions and my own teaching practice? Can the material be used for preparing and teaching lessons and if so, 

how? What reactions and learning outcomes from learners can be expected?” 

 presenting specific guidelines for use in practice 

 preventing early watering down of the intended new approach to content and pedagogy and, at the same time, 

stimulating local adaptation and ownership of the new approach 

 providing a basis for the exchange of experiences, feedback, discussion and reflection 

 stimulating teachers to (re)design their own materials and/or to make a more selective, creative and conscious 

use of existing textbooks and materials. 

The teacher should keep the following in mind when choosing lesson materials that can lead to effective 

implementation of the curriculum: 

 The material has a modular and flexible design and structure. 

 The material raises questions about essential yet vulnerable aspects of lesson preparation, subject matter 

content, the role of the teacher and the nature of assessments and tests. 

 The material displays a balance between providing concrete suggestions and procedural specifications on the 

one hand (including some justification for choices made), while avoiding exhaustive regulations on the other. 

This will stimulate active adaptation. 

At the same time, concrete and specified guidelines are necessary – especially in the early stages of implementation – 

in order to actively support teachers in gaining experience, which will combat feelings of insecurity and avoid 

premature modifications in planning and instructional design. 

An important lesson is that no matter how carefully they are designed and tested, using exemplary lesson materials 

alone has its limitations. Such materials have proven more effective if applied in combination with more 

comprehensive professional development schemes for teachers. These development schemes contain activities that 

will stimulate collaboration with and coaching by experts and colleagues, for example the exchange of experiences, 

collegial feedback and reflection-in-action and reflection-on-action, focused on the users’ experiences with the 

material. In such “blended scenarios” virtual teacher networks may also play a role. Multimedia cases with 

visualisations of the envisaged teaching practice also have an added value (Van den Berg, Blijleven & Jansen, 2003). 

However, it is clear that the teaching of teachers, in-service development and the choice and application of exemplary 

lesson material should not be seen as a shortcut in planning, instructional design and ways of interpreting and 

implementing the curriculum. On the contrary, further in-service teacher development requires time, should be 

embedded in whole-school development, and should enjoy the support of the school management and the 

government. 

When developing lesson material, teachers should acknowledge the iterative cycle of analysis, design, development, 

and evaluation in working with the curriculum. The following aspects of material design should be kept in mind: 

 The first step is to determine the functions and features of the materials to be developed. This is done on the 

basis of a thorough analysis of literature, context and the needs of the target group. 
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 Testing the effectiveness of the lesson material might include observations of lesson preparation and 

implementation, as well as interviews, in order to gain insight into teachers’ and learners’ experiences. 

 The teacher draws on the experience of subject / phase experts who have developed teaching material of high 

quality in terms of relevance, consistency, practicality and effectiveness. Doing this contributes to the 

professional development of teachers, and extends their knowledge of material design. 

Teachers should assess the expected practicality and effectiveness of teaching materials; however, this can only be 

done when teachers and learners have used the new materials in the learning situation. 

C, Booyse, du E. Curriculum Studies 2: Development, interpretation, plan and practice, 2nd Edition. Van Schaik 
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What should the teacher keep in mind when choosing lesson materials that can 

lead to effective implementation of the curriculum, pg. 75 (5 mark definition & 

discussion) 
Curricular products that are developed at micro-level include lesson materials and resources. 

Different subjects and curricula rely on different resources for their success. Teachers will have to be familiar with the 

resources needed and the resources available as they interpret the curriculum and plan instructional designs. Teachers 

must also be sensitive to the limitations of learners who experience barriers to learning, and how their progress may 

be affected by the availability (or otherwise) of resources or a lack of access to resources. If learners do not have access 

to resources, the school and the teachers need to find creative ways to get around this. The school must be ready for 

the learner rather than the learner being ready for the school. Barriers to learning must be overcome, so they do not 

have a negative impact upon the learners. 

While teachers may rely on a textbook, they should also develop lessons that use other media, for example playing 

and discussing the influences on a piece of classical music that was written during the French Revolution. Alternatively, 

learners could be asked to use the internet and / or a library to research a particular topic / theme. 

When using any learning and teaching support material (textbooks are only one type of material), it is advisable to 

evaluate the materials before buying them to see if they are suitable. 

Teachers and schools make their own selections from the range of available educational materials; therefore the 

choice of lesson materials and resources is informal and non-compulsory. Teaching materials, in the form of printed 

and / or digital resources published by educational publishers, can be a convenient, efficient and often indispensable 

tool to support day-to-day teaching. However, convenience and efficiency have a downside: teachers can depend 

excessively on these materials. This phenomenon of “textbook teaching” may hinder rather than foster effective 

curriculum interpretation and implementation (Thijs & Van den Akker, 2009). 

Learning resources can be regarded as the carriers of the curriculum. They thus form an ideal vehicle to make the 

generic implementation intentions in teaching practice explicit. This is often done by means of exemplary lesson 

material, which is developed to illustrate the intended implementation of curriculum content in a certain subject or 

subject cluster at microlevel (i.e. at group, class or teacher level). The development of these materials often starts 

from a basic vision (an “ideal” curriculum, whether or not it is specified in a vision document) that is related to the 

generic curricular framework. This exemplary interpretation may also reveal a need to further fine-tune the planners’ 

vision, ambitions and curricular frameworks. In the end, exemplary lesson materials aim to provide a source of 

inspiration for various target groups, such as educational publishers, in developing new methods and modifying 

existing ones. The materials can also be used when working with student teachers to give them orientation and 

practice. 

The central question in this section is how (exemplary) lesson material may help teachers to familiarise themselves 

with the implementation of the intended curriculum, based on the obvious fact that the teacher-curriculum 

combination is an important factor in stimulating the quality of learning. In addition, (exemplary) lesson materials are 

an important variable in the teaching and learning process; such materials are important carriers of a teacher’s 

intention to effectively implement (enact) the curriculum. For these materials to fulfil their catalytic function, they 

should be specifically developed to allow teachers to adapt them, doing which will be a learning experience in itself. 

According to Ball and Cohen (1996) and Davis and Krajcik (2005), such educative materials can provide a bridge 

between the content-specific, pedagogical and organisational challenges entailed in a curriculum proposal and 

desirable in-service learning of teachers. 

C, Booyse, du E. Curriculum Studies 2: Development, interpretation, plan and practice, 2nd Edition. Van Schaik 
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Stages of planning for curriculum interpretation and implementation, pg. 69 (5 

mark definition & discussion) 
With whole-school development in mind and working towards the holistic development of the learner, there are four 

key stages (Figure 4.1) of planning: 

1. Strategic school planning  

2. Phase planning  

3. Planning per grade  

4. Lesson planning 
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Identify the cognitive category according to Bloom’s taxonomy for different 

questions, pg. 89 (10 marks) 
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Discuss different ways of understanding the concept "curriculum" and how these 

different understandings relate to each other. Refer to the concept "curriculum" 

as prescription and in practice (pages 3 – 5) (30 mark essay question) 
The debate around the interpretation of “curriculum” is long-standing. As far back as 1975, Stenhouse observed that 

the educationist “is confronted by two different views of the curriculum. On the one hand the curriculum is seen as 

an intention, plan or prescription, an idea of what one would like to happen in schools. On the other hand it is seen as 

the existing state of affairs in schools, what does in fact happen” (Stenhouse, 1975). 

When we ask what “curriculum” means, we get different answers according to the views, background and experience 

of the respondent. At a general level, an explanation can be understood in relation to what is included and / or 

excluded in the description. For example, Eisner (1985) defines a curriculum as a series of planned events that are 

intended to have educational consequences for one or more learners, 

whereas Fraser (1993) has a much wider interpretation of curriculum as the inter-related totality of aims, learning 

content, evaluation procedures and teaching-learning activities, opportunities and experiences that guide and 

implement didactic activities in a planned and justified manner. 

The older, narrower definition says that when studying a curriculum, we must look at the curriculum plan, i.e. the 

document that sets out the intention of what, how and why something should be taught. In this definition, a curriculum 

is a “course of study” or “study programme”, whereas the broader definition is a more inclusive concept that 

comprises all the opportunities for learning and is viewed in historical perspective in its socio-political context. Narrow 

definitions are likely to foster a conception of curriculum change as a limited and largely technical exercise. 

Grundy (1987), Goodson (1984; 1989) and other educationists argue that an awareness of the different interpretations 

is important in developing our understanding of what a curriculum is. Goodman (1998) in particular says that the 

struggle over the definition of “curriculum” is a matter of social and political priorities, as well as intellectual discourse; 

otherwise the study of schooling will leave unquestioned and unanalysed assumptions that should be at the heart of 

the intellectual understanding and practical operation of schooling. 

Another broad definition is that of the National Education Policy Initiative (RSA, 1993): “Curriculum refers to the 

teaching and learning activities and experiences which are provided by schools.” The definition includes 

 the aims and objectives of the education system and the specific goals of the school 

 the selection of content to be taught, how it is arranged into subjects and what skills and processes are included 

 ways of teaching and learning, and relationships between teachers and learners  

 forms of assessment and evaluation used 

This definition covers more than the stated aims and subject-specific documentation, which can be referred to as the 

intended curriculum. The curriculum also involves the consideration of actual classroom practices and experiences – 

the enacted curriculum, which results from the interpretation and implementation of the curriculum. Having the same 

curriculum on paper does not mean that all schools / learning institutions experience the same curriculum-in-use or 

enacted curriculum. This is profoundly affected by resources (e.g. laboratories and libraries) and materials that support 

the learning process (e.g. textbooks). It is also affected by experiences of disruption or continuity, and by the quality 

and morale of teachers. This means that improving teachers’ knowledge and skills may have an effect on the way they 

will interpret and implement the intended curriculum. 

If the definition of “curriculum” includes activities, opportunities and experiences, we can ask whether the following 

are part of a curriculum: 

 The preference for a subject because of a teacher’s knowledge of the field and choices of teaching strategies 

 The principal locking the gates at 08:00 because she wants to force the children to be punctual 

 The fact that Mathematics lessons are never scheduled for the last period on a Friday, but Life Orientation 

lessons often are 

 The impact of teachers teaching subjects that they never studied themselves  

 Classes that consist mainly of weak learners and repeaters 
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The above are all examples of the enacted, experienced or lived curriculum, which can explain why the same 

prescribed curriculum can generate very different results in different schools. In other words, the enacted curriculum 

is the actual process of teaching and learning, the operational aspect of implementing the curriculum, which is based 

on how the teachers perceive and interpret the curriculum. This enacted, lived curriculum, or curriculum in action, 

illustrates the importance of both teacher and context and can be intentional or unintentional, or even hidden. 

In short, the curriculum can be defined as an organised framework that delineates the content that learners are to 

learn, the processes through which learners achieve the identified curricular goals, what teachers do to help learners 

achieve the objectives / goals, and the context in which teaching and learning occur. 

The following aspects of the curriculum must therefore be considered: 

1. Official, explicit intended curriculum. This is the prescribed curriculum, also described as the blueprint for 

teaching. It is the plan or intentions of, for instance, the Department of Basic Education. A single plan can be 

used for different learners, although its contexts can differ greatly. 

2. Enacted curriculum as practice. This is the curriculum as it is experienced. It is also referred to as the non-

official, implicit curriculum as implemented by a teacher, and is what is actually taught and learnt. 

Misunderstandings, resource constraints and so on can interfere with the teacher’s abilities to implement a 

curriculum plan exactly as intended. 

3. Covert curriculum. This is teaching that is implicit (not spelt out), but nonetheless deliberate on the part of the 

teacher or school. It is especially important in early schooling, when consideration for others, order and 

obedience, teamwork and cooperation are focal points. “Play” in early schooling is a deliberate curriculum 

strategy to develop important attitudes and skills such as fine motor skills, spatial differentiation and various 

prenumeracy skills. 

4. Hidden curriculum. This is learning that is hidden from the teachers as well as from the learners. It is another 

form of implicit learning, which the teachers did not intend and are probably not even aware of. We consciously 

learn many things about the world, or learn to see the world in particular ways, simply by spending a lot of time 

in the sort of environment that schools and classrooms present to us. 

5. Assessed curriculum. This is the knowledge and skills that are measured to determine learner achievement or 

what objectives or learning outcomes have been attained. Assessment is an important element of a curriculum 

because it establishes how learners will be measured on performance. 

C, Booyse, du E. Curriculum Studies 2: Development, interpretation, plan and practice, 2nd Edition. Van Schaik 
Publishers, 2013. VitalBook file. 
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Analyse how the approaches to curriculum development presented by different 

authors, like Tyler, Stenhouse and Freire were used in the design, interpretation 

and implementation of our curriculum in South Africa (pages 20 – 23). (30 mark 

essay question)  
South Africa embarked on a radical transformation of education and training between 1989 and 1994, and 

subsequently on reviews of the curriculum. One of the most challenging aspects of the initial transformation has been 

the adoption of an OBE approach that underpins the introduction of C2005. C2005 has tried to capture aspects of all 

three of the approaches discussed above, but just as there was tension between the three different approaches of 

Tyler, Stenhouse and Freire, so there was tension between different aspects of policy (see Chapter 3). Tyler used the 

narrow definition of “curriculum”, while Stenhouse argued for a broader definition and Freire just assumed a broader 

definition. But that was only their starting point. The main focus of their debate was on what should go into a 

curriculum and how it should be approached (see Table 1.6). For this reason, these different approaches become 

useful tools for sharpening our understanding and interpretation of C2005, both its revisions and the amended NCS, 

referred to as the Curriculum and Assessment Policy Statement (CAPS). The CAPS is discussed in more detail in chapters 

3 and 4. 

The following universal principles in approaches to curriculum, but also to teaching and learning, are to be found in 

the views of Tyler, Stenhouse and Freire, as shown in Table 1.6 (see below): 

 Experiential learning  

 Clarity of focus 

 Expanding opportunities 

 Defining outcomes, aims or objectives  

 Importance of knowledge, skills and values 

 Evidence of achievement  

 Individual learning  

 What and whether we learn is more important than when we learned it 

Tyler wanted structure in the teaching and learning situation and argued that there should be clarity of focus in what 

you want to teach, how you want to teach and how you want to assess. Therefore, the first step in effective teaching 

is to define objectives (outcomes), keeping in mind that these objectives should be context-bound. The teacher should 

ask four basic questions: 

1. What educational purposes should the school seek to achieve? (By “purpose” Tyler was referring to behavioural 

objectives (developed by gathering information from three sources: the subject matter, the learners and the 

society).) 

2. What educational experiences can be provided that are likely to achieve these purposes? 

3. How can these educational experiences be effectively organised?  

4. How can we determine whether these purposes are being achieved? 

Tyler argued that individual learning would ensure that each learner achieved the set objectives (outcomes). We can 

interpret this to mean that educational experiences should be derived from objectives, based on the results of an 

analysis of the situation (learner, subject, society), and that objectives should be filtered through a philosophical / 

psychological screen before being finalised. It is important to develop citizens who are able to solve problems and can 

engage in democratic processes. 

The principles mentioned above have their roots in the competency-based education movement and mastery learning. 

They are based upon the premise that we can help learners to create definite and reliable evidence of achievement. 

This model focuses on the need to create favourable learning conditions as regards time, teaching strategies and 

learning success. 

A more detailed look at competency-based learning reveals that Stenhouse’s ideas of a teaching-learning process 

prepare learners for success in fulfilling various life roles. It is important to test, adapt and evaluate the process to see 

whether it is an enlightening one, and in that manner expand opportunities for application. Stenhouse stressed the 
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importance of doing research while teaching and of following the route of “design down, deliver up” – a developmental 

process where the teacher can change the teaching-learning environment according to context and learners’ needs. 

The learner should change in the teaching-learning process to internalise information and form opinions of his or her 

own. 

Mastery learning promotes the idea that all learners can achieve the desired teaching outcomes if given favourable 

learning conditions such as flexibility, sufficient time and alternative ways of learning. Freire focused on these aspects; 

he wanted teachers and curriculum developers to make sure that educational experiences could be used in real life. 

Experiential learning was of utmost importance: learners should be able to reflect on the value of learning. What is 

also considered here is the perception of what the ideal learner in a particular field should look like, be like, act like 

and think like. Freire felt it was important to identify specific knowledge in order to attain a skill which could be applied 

in practice as the connection between reflection and action. 

 

C, Booyse, du E. Curriculum Studies 2: Development, interpretation, plan and practice, 2nd Edition. Van Schaik 
Publishers, 2013. VitalBook file. 
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Discuss the steps that you will follow to interpret and implement a curriculum for 

your specific subject (pages 66 – 73). 
With regard to the background discussion in Chapter 1 and the importance of the aims and content of learning, it 

should be acknowledged that changes to aims and content also presuppose changes to many other aspects of the plan 

for learning and teaching (Van den Akker, 2003). 

As discussed in Chapter 1, the aspects of curriculum design mentioned below should be kept in mind when working 

with the curriculum, and interpreting and planning an instructional design. Thijs and Van den Akker (2009:12) suggest 

questions that could guide the interpretation of a curriculum (Table 4.1). 

The process of interpreting and implementing the curriculum is actually curriculum development “in reverse”. As 

mentioned in Chapter 1, Section 1.2.2, working with a curriculum is a cyclic process of design in which context analysis, 

planning, development, implementation and evaluation take place interactively. 

 

It is therefore important that teachers ask about the socio-political view of the learning to be undertaken (rationale): 

for example, will the learner be an active co-creator and participant in the classroom and beyond, or will he or she be 

trained to be biddable, respectful and unquestioning? Other questions about what, how and where the learners should 

learn, and the role of the teacher and learner, should also be asked. In addition, teachers should think about how the 

answers will impact on the interpretation and implementation of the curriculum and the way lesson planning is 

approached. 


