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ABSTRACT

COMPARATIVE CURRICULUM DEVELOPMENT IN ELEMENTARY
SOCIAL STUDIES/SOCIAL SCIENCE IN
ALBERTA AND IN TASMANIA

By

Brian James Frankcombe

The Problem

The study was about ways in which curriculum development in
elementary social studies/social science is perceived by teachers,
parents, university faculty, principals, Department staff, curricu-
lum committee members, school-system administrators, and teacher
organization representatives in Alberta and Tasmania. Education in
Alberta is partially decentralized through locally elected school
boards. In Tasmania, there is a centralized, State-run education

system.

Design and Conduct of the Study

A questionnaire with forty questions about the curriculum
guide, about the curriculum (with subsections on curriculum sources,
texts/references, roles in éurriculum development, and planning for
program implementation) and about curriculum dissemination (with
subsections on understanding the guide, use of the guide, teacher
training, and diffusion of curriculum ideas) was administered to a

random sample in the respondent groups. In Tasmania, the researcher
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conducted an interview with most respondents, using the question-
naire as the basis for the interview. Individuals who could not be
reached for an interview were surveyed by mail. In Alberta, the
survey was conducted by mail. Responses were organized to get des-
criptive and comparative data for use in dealing with the two geo-

graphical areas.

Major Findings

It is perceived by the respondents that:

1. Teachers should be given a greater role in the develop-
ment of curriculum guides and of curriculum generally in both regions.

2. Pilot teachers were used in Tasmania with good effect.

3. Existing curriculum guides had limited prescription.

4. Greater prescription than existed would be useful.

5. Set texts had limited value.

6. Texts and reference materials for new curriculum ideas
should be made available earlier than in the past.

7. The teacher organization gave very limited leadership
in curriculum development in both areas.

8. Principals and superintendents gave limited encouragement
to teachers to develop curriculum.

9. Principals gave very limited supervision of teaching and
monitoring of teacher planning.

10. Planning for the implementation of a new program was

Timited.
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11. Planning for the implementation of a new program was
chiefly the responsibility of curriculum committees, Departments of
Education, and teachers.

12. Time was identified as an important need for teachers
in improving planning, in reaching an understanding of the curriculum
guide, and in training for use of the guide.

13. Reading the curriculum guide was ranked as the best way
to understand it.

14. Ambiguity of language in curriculum guides posed a
problem to understanding of it.

15. The curriculum guides were generally used extensively by
teachers.

16. A lack of materials hindered teacher use of the curric-
ulum guides.

17. Teacher training to use the guides was limited.

18. Workshops were seen as a major way to train teachers in
service.

19. Curriculum committees should have a greater role in the
diffusion of new curriculum ideas.

20. Subject meetings and staff meetings were ranked as the
most important ways to diffuse new curriculum ideas in the school.

21. The perceptions of teachers and principals were more
alike than were those of these two groups and parents.

22. Parents perceived a greater role in curriculum develop-

ment for the Department than did teachers.
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23. School-based educators and teacher representatives
agreed with each other's perceptions more than did the other non-
school-based educators and teacher representatives.

24. There were similarities and differences in the per-
ceptions of their own and others' roles in curriculum development
among and between educators and others concerned with elementary
social studies/social science in Alberta and in Tasmania.

25. Perceptions of Tasmanian respondents tended to reflect

the continued centralization of control of education by the State.
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CHAPTER 1

THE PROBLEM

Need
Individuals whose duties involve curriculum development face
many problems, and it is through their efforts in solving these prob-
lems that curriculum is made more effective. When curriculum is

defined as all the planned experiences that are offered to learners

under the auspices of the school, as it is in this study, there is

evident need for knowledge and understanding about curriculum, the
ways it is developed, and the ways it is disseminated to teachers.
The focus in curriculum development is upon the teacher, since learn-
ing experiences flow through the teacher to children. Those who work
with teachers in curriculum development, then, require advice and
information about many aspects of it. The following are some of
them.]

Those interested in curriculum development need information
on teacher response to externally or internally developed curricula.
It is important to know how teachers react when they have been

involved in the development of curricula, compared with reactions

when they have not been involved. The place of texts and reference

lThe reader is referred to Chapter 2 for an overview of
research that relates to the aspects of curriculum development given
in this section.



materials in curriculum development is another area needing an
information base. It is valuable to know whether set texts are
favored and how references should be timed in relation to a new cur-
riculum.

Leadership in curriculum development is an area that is
important to those responsible for curricula. The roles of tradi-
tional leaders, such as the school principal, should be known so that
these leaders may be used when it is possible. Since effectiveness
of any work involving more than one person usually depends upon
cooperation and teamwork, knowledge of who is or should be taking
leadership roles helps the curriculum planner to use all available
resources.

Teachers have to be well informed about new curriculum ideas
before they can use those ideas effectively. It is important to
know who should diffuse new ideas to teachers and whether there are
some ways that are the best to train teachers to use new curricula.
Information about whether teachers receive specific training or are
given general training on the job is also of value, as it assists in
planning for teacher training.

Planning for the introduction of a new curriculum is a
detailed process which calls for knowledge and understanding by the
planner. Information about the extent of planning, who does it, and
how, is needed by those responsible for introducing changes in exist-
ing curricula or the establishment of new ones.

Besides the areas of curriculum development noted above,

those who are responsible for curriculum deveiopment require knowledge



and understanding of other matters. They need to decide whether a
curriculum guide is desirable as an articulation of the program, or
whether it is better to have teachers operate without a written
guide.

Knowledge of the ways in which educators and the "consumers"
of education, such as parents, perceive their own roles and the roles
of others in curriculum development is of value. This knowledge can
be used to plan curriculum work so that key groups are involved,
accenting cooperation from the start, and preventing possible con-
flicts that could develop later.

The impact of social, political, cultural, linguistic, and
economic factors upon curriculum development is important. Responsi-
bility for curriculum development means that individuals have to
seek to meet local needs. In doing so, the individuals should give
due attention to the contexts of the region for which the curriculum
is being planned. One factor that can change from place to place
is the organizational structure of education. In some areas of the
world, education is centrally controlled by the national or state
government. In other areas, there has been partial decentralization
of control so that locally elected school boards have much authority
and responsibility for education. It is important for curriculum
planners to know whether the organizational structure of education

has_any significant effect(s) upon curriculum development.



Purpose

This study is intended to provide additional knowledge and
information about a number of aspects of curriculum development for
those who are responsible for curriculum development. Key ques-
tions that are pursued through the study are:

To what extent are there similarities and differences in
the perspectives of various groups about their roles and the roles
of others in curriculum development?

Do responses from a region with a partially decentralized
organization of education reflect that organization?

Do responses from a region with a centralized organization
of education reflect that organization?

Who are the key personnel in curriculum development?

What are the major ways in which curriculum development can
be made most effective?

These basic questions are examined in this study, so that
there will be added data available for use in curriculum development,
along with some insights into the effects of factors such as the

organization of education.

Contexts of the Study

Introduction

In order to study these basic questions and to gather infor-
mation on the various areas of curriculum development noted under
"Need," a questionnaire was used in Alberta, Canada, and Tasmania,

Australia. The Province of Alberta has a partly decentralized



organization of education with much authority and responsibility
given to locally elected school boards. The State of Tasmania has
a centralized organization of education, with authority and responsi-
bility retained by the State, and all staff are civil servants. A
new social studies curriculum was introduced in the elementary
schools of Alberta during the early 1970s. A new social science cur-
riculum was introduced in the elementary schools of Tasmania during
the early 1970s. For these reasons, the questionnaire was adminis-
tered to groups of educators and parents interested or involved in
elementary social studies/social science in Alberta and in Tasmania.
The questions thatare used in the questionnaire are shown
below. They are grouped according to the themes or categories used
throughout the study. The complete questionnaire is given in

Appendix A.

The Curriculum Guide:

2. Whose thinking does the guide reflect?
3. Whose thinking should the guide reflect?

H

Why should this be so?

(3,)

Were you involved in the development of the guide?
If so, how?

6. Should you have been involved in the development of the
guide? If so, how?

7. Do you think that it is a "“good" guide?
- 8. Do you have any criticisms of the guide?
9. Check how the curriculum guide sets course content,

texts/references, teaching methods, time on topics.
(List of choices provided in questionnaire.)



10.

11.

How is any obligation by the teacher to follow the
guide enforced?

To what extent should the guide prescribe social
studies/social science for the Province/State?

The Curriculum:

12.
13.

14,

15.
16.
17.
18.

19.

20.

. Curriculum Sources

Who actually sets curriculum?

Who should plan the curriculum for social studies/
social science?

. Texts/References

Should there be set texts for social studies/social
science?

Why should there be set texts? (Why not?)
Are the available text/reference books satisfactory?
Why? (Why not?)

Who writes/publishes books used in teaching social
studies/social science?

Do books lead, accompany, or follow new curriculum
ideas?

Which should they do?

. Roles in Curriculum Development

21.

22.

23.

24.

25.

To what extent does the teacher organization encourage
curriculum development by classroom teachers?

To what extent do principals encourage curriculum
development?

To what extent do school-system administrators (superin-
tendent, supervisor) encourage curriculum development
by classroom teachers?

To what extent do principals actually supervise teaching
of classroom teachers?

To what extent do principals monitor daily/weekly plans
of classroom teachers?



d.

c.

Planning for Program Implementation

26. How much is there integrated planning to ensure that
facilities and resources accompany new curriculum ideas?

27. Who should provide integrated planning to ensure that
resources accompany any new curriculum ideas?

28. In what ways could present planning be improved?

Curriculum Dissemination:

Understanding the Guide

29. Do teachers understand the guide provided by the
Province/State?

30. Rank the ways in which teachers came to understand the
guide. (List of choices provided in questionnaire.)

31. What things hinder(ed) teachers from understanding the
guide?

32. What ways would be best for teachers to come to under-
stand the curriculum guide?

. Use of the Guide

33. To what extent is the program given in the guide used
in the classroom?

34. What are the things that hinder teachers most in using
the program?

Teacher Training

35. MWere teachers specifically trained to use the program?

36. Rank according to relative importance in training teach-
ers for understanding and use of a new program. (List
of choices provided in questionnaire.)

Diffusion of Curriculum Ideas

37. Who should be responsible for spreading new curriculum
jdeas?

38. To what extent does the teacher organization give
leadership in spreading new curriculum ideas?



39. To what extent do principals give leadership in spread-
ing new curriculum ideas?

40. Rank according to which is best for spreading new cur-
riculum ideas within a school. (List of choices pro-
vided in questionnaire.)

41. Rank according to which is best for spreadin% new cur-

riculum ideas by the teacher organization. (List of
choices provided in questionnaire.)

General Factors

As a further step in providing contexts for the study,
selected information about Alberta and Tasmania is given. The first
section of this information deals with general factors, including
physical environment, demography, history, economy, and politics,
each with an introductory statement that relates it to this study.
Following these are short descriptions of educational structure,
facts, history, philosophy, curriculum processes, and the teacher

organization in each area.

Physical environment: Curriculum development involves plan-

ning by and among people; curriculum ideas derive ffom many sources.
The interaction of people within Alberta and Tasmania and between
Alberta and Tasmania and neighboring countries/States/Provinces is
affected to a great extent by the physical environment, with size,
proximity to neighbors, climate, and terrain as important considera-

tions.



3 is a State in

A]berta2 is a Province in Canada; Tasmania
Australia. The land area of Alberta is 248,800 square miles, plus
6,485 square miles of lakes. The total area of Tasmania is 26,215
square miles. Alberta extends from 49° to 60° north latitude and
from 110° to 120° west longitude; Tasmania lies from 40°38' to
43°39' south latitude and from 144°35' to 148°23' east longitude.
Alberta is surrounded by land--the provinces of British Columbia and
Saskatchewan to the west and east, respectively, the Canadian North-
West Territories on the north, and the United States of America to
the south. Tasmania is an island, bounded on the west and south by the
Indian Ocean, on the east by the Tasman Sea, and on the north, separat-
ing it from the mainland of Australia, by Bass Strait.

The western part of Alberta is mountainous, but most of its
terrain is grassland or grainland--flat or undulating. Tasmania is
known as the Isle of Mountains from the high proportion of its area
that is elevated. The highest point in Tasmania, Mt. Ossa, is 1,617
metres high (5,305 feet). Alberta has many peaks over 10,000 feet in
height. Rainfall in Tasmania varies from 26 inches per annum on the
East Coast to over 140 inches on the West Coast. Precipitation in
Northern Alberta and in the South East is below fifteen inches per

year and consists mainly of snow; average annual precipitation else-

where is up to about thirty inches per year, much of it snow.

ZData on Alberta from Margot J. Fawcett, ed., The 1974 Corpus
Aimanac of Canada (Toronto: Corpus Publishers Services Ltd., 1974);
and from Encyclopaedia Britannica, Inc., 1971, pp. 525-27.

3Data on Tasmania are from Tasmanian Year Book No. 8: 1974,
Tasmanian Office, Australian Bureau of Statistics.
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Thus, Alberta is larger in area than Tasmania, tending to
impose greater difficulties for overall interaction, for widespread
participation in curriculum development, and for curriculum dissemi-
nation. Alberta's climate is more severe than that of Tasmania,
further accentuating problems. The relative physical isolation of
Tasmania, surrounded as it is by oceans and seas, tends to reduce the
impact of neighbors, unless their ideas are sought after. By con-
trast, Albertans receive much United States culture, the common
boundary leading to direct reception of many radio and television
programs. The nature of the terrain in Tasmania is inclined to
interfere with travel in the same way that distance does in Alberta,
although the roads and highways of Alberta are so good that all-year
travel is feasible, enabling people to interact quite well. The high
country of Alberta is very sparsely populated and most travelers can
avoid the area; so the extreme heights do not impose extra problems

for Albertans.

Demography: Curriculum development should involve the shar-
ing of ideas by concerned people; curriculum dissemination involves
conveying curriculum ideas to others. Both depend upon communica-
tions between and among people and effective communications are
greatly affected by population. In such cases, population totals,
the distribution of population, and whether the population is urban
or -rural are all important.

Alberta's population at the 1971 Census was 1,627,874;
Tasmania's population in the same year was 390,000. Alberta's

population is distributed at the rate of 6.54 per square mile;
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Tasmania's at 6 per square mile. In Alberta, two large cities--
Edmonton (the capital) and Calgary--contain a high proportion of the
population and there is an overall urban population that is 76.75
percent of the total. In Tasmania, the capital city, Hobart, has
33.29 percent of the population, with the urban total overa]]Aat
73.4 percent. Both Alberta and Tasmania have significant immigrant
groups in the population.

The greater population in Alberta makes direct participation
in the development of a curriculum guide more difficult and accen-
tuates problems in spreading new curriculum ideas. Concentrations
of population help in reaching more teachers more quickly and should
provide for more sharing of ideas by teachers. The two regions have
similar percentages in urban areas, so little advantage should
accrue to either. Their population density overall is also similar,

giving neither a particular advantage.

History: Language is a vital tool for planning curriculum
and for spreading curriculum ideas. Ethnic origin is also important,
particularly if the curriculum has to accommodate widely disparate
cultures.

Alberta was the original home of groups of Northern American
Indians, Tasmania of Tasmanian Aborigines. The Indians still remain
as a factor of Albertan life, while the Aborigines are gone from
Tasmania, the last one dying in 1876.

Alberta was settled as part of British North America and
English is the chief language used. However, the evolution of Canada

as a nation since 1867 has meant two languages in the country and
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there are parts of Alberta where French is prominent. Tasmania began
as a penal colony of Britain in 1803 and became part of the Common-
wealth of Australia when it was formed in 1901. The official lan-
guage is English and it is used for business, government, and educa-
tion, and by the media.

Curriculum planning in Alberta must take into account the
Indian people, who are a continuing fact affecting both the content
of teaching and how teaching is done. Although English is the chief
language of instruction in Alberta, the Alberta Social Studies Cur-
riculum Committee had two French-Canadians in its membership in
1970. The French fact in Canada adds an extra dimension to curric-
ulum development in social studies in Alberta. The provision of
French language resources for French-speaking students accentuates
the usual problem of providing resources for a new curriculum.
Although French-speaking students are a small percentage of the
total Albertan school population, provision of opportunities for these
students, equal to the opportunities for English-speaking students, is

an important political consideration.

Economy: The sections given above on physical environment,
demography, and history point out some factors that influence curric-
ulum development and curriculum dissemination. The fiscal resources
available to an area can provide a means to overcome some of the
préblems associated with environment, demography, and history; or
they can add to those problems by being too few to meet the needs of

education.
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Alberta's economy is enriched by extensive energy resources
of oil, gas, and coal. These provide a sound fiscal base for the
Province along with the agricultural, manufacturing, and other
mineral products. Tasmania has had a limited population growth in
recent years, has suffered from transportation difficulties in get-
ting products to market, has a greater distance to send products to
world markets, and is generally stable but not rich economically.
Alberta has had rapid expansion since 1960; the growth in Tasmania
has been much less.

The relative wealth of Alberta has led to a superior network
of roads. Funding for education has permitted the purchase of many
resources, the development of much audio-visual material, and the
release of teachers for curriculum work. It is not possible to judge
whether the extra money available in Alberta compared with that
available in Tasmania has been enough to offset the extra problems of
greater area, harsher climate, greater population, and greater

ethnic and linguistic diversity.

Politics: The nature of the government of a region has a
marked effect upon curriculum development and dissemination. An
autocratic system usually decrees and prescribes according to the
wishes of one or a few, while a democratic system encourages wide-
spread participation.

- Both Alberta and Tasmania function under a British parlia-

mentary system with regular election of representatives. Canada

and Australia, of which Alberta and Tasmania are respectively a
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part, both have a similar style of government and are regarded as
democracies.

In each, there is a desire to maintain a broad involvement
in curriculum development and dissemination. The success of these
efforts, as perceived by some groups, is indicated by the responses
to the questionnaire.

Organizational Structure
of Education

While there are similarities in the structures of the
Provincial/State systems, with elected politicians as Ministers of
Education and senior civil servants acting as their advisors and as
administrators of the systems, there are also contrasts. The most
notable difference occurs where local government bodies assume much
responsibility for education, as in Alberta. By contrast, in
Tasmania there is no locally elected body to assume responsibility.
Local government receives its authority in Alberta through the School

Act.4

This form of decentralization and delegation of responsibility
and authority is common in North America. In Tasmania, however, the
State Department retains control, so that all professional educators

in the public schools are employees of the State.

4The School Act, 1970 (Edmonton: Queen's Printer, n.d.).
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Education Facts5

6,7

Alberta: In 1972-73,7°" Alberta schools enrolled 422,333

pupils, 347,728 in the public system and 74,605 in the separate

8 Included were 103,905 pupils in Edmonton and 102,601

system.
pupils in Calgary.
Tasmania: In 1972, Tasmanian schools enrolled 94,055 pupils,

79,957 in government schools and 14,098 in nongovernment schools.

Teaching staff:

Alberta: During 1972-73, Alberta schools employed a total
of 22,272 teachers. Included were 5,430 teachers in Edmonton and
5,342 teachers in Calgary. The average pupil/teacher ratio in
Alberta was 18.9:1.

Tasmania: During 1972, Tasmanian government schools employed
3,946 full-time and 559 part-time teachers. The average teacher/

pupil ratio, allotting part-time teachers as half time, was 18.9:1.

5The Annual Review, 1973 (Edmonton: Alberta Education,

1974).

6The Department of Education in Alberta operates with a fis-
cal year that runs from April 1 of one year to March 31 of the next
and with a school year that runs September 1 of one year to August 31
of the next year.

71972 and 1972/73 were selected as the years for these figures
because they were the latest figures available during the time of the
study, in 1974.

8Under the School Act in Alberta, any group of electors who
belong to a minority religious group may operate a "separate" school
system within the area where a "public" school system operates. Most
separate school jurisdictions are Catholic; at least one is Protestant.
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Education costs:

Alberta: The average annual cost of educating each pupil was
$950.22.

In the fiscal year which ended March 31, 1973, $333,721,334
was paid by the Province for the education of Albertan children,
approximately 58.5 percent coming from general revenues of the
Province. The remainder came from the provincial levy on property,
at the rate of 28 mills.

The average teacher salary in 1972-73 was $11,522, being set
according to years of training and years of experience. Most teach-
ers were university trained.

Tasmania: The average annual cost of educating each pupil,
from government funds, was $A390.00 (approximately $ Canadian 468.00).

Teacher salaries varied according to years of experience and

many teachers were trained in teacher-training colleges.

Schools:

Alberta: There were 1,394-schools in operation in Alberta
during 1972-73 in 30 Divisions, 30 Counties, and 89 Districts.

Tasmania: In 1972, Tasmania operated 282 schools, in a

single system.

Educational History

Alberta: The educational history of Alberta parallels its

social, economic, and political history. Most of the following



17

9 Settlement of

information is gleaned from the work of Chalmers.
western Canada was followed quite closely by clergymen, who erected
churches. These churches often served as schools as well, with the
pastors as teachers. Both Roman Catholic and Protestant schools were
set up by the early 1800's. The Hudson Bay Company (united with the
North West Company in 1821) was overseer of the whole area until
1869, when the government assumed control of many facets of the Hudson
Bay Company's functions, including control of education. In so doing,
the government inherited Company policies on education, namely:

(1) Support of education is a legitimate function of government,

(2) education is best administered by religious, not secular

authorities, (3) educational segregation by sexes is regarded

as normal, especially at upper levels, although local circum-

stances may permit coeducation, (4) although children should be

encouraged to attend school regularly, attendance need not be

compulsory, (5) any person_with a moderately good education is

qualified to teach school.

The first territorial support for schools in what is now
Alberta occurred in 1880, with the first public school starting in
1882. After the elected assembly gained control from the Lieutenant
Governor of the area, the education system became more Ontario-based
than Quebec-based, in the 1890's. There were both separate and
public schools, each type being paid for by its supporters through a
system of taxation.
When Alberta was formed in 1905, there were 560 school dis-

tricts in the Province. This number grew to 1505 by 1910 and 3700 to

9John W. Chalmers, Schools of the Foothills Province (Toronto:
University of Toronto Press, 1967).

01pid., p. 9.
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4000 by the late 1930's. Girls attended in greater numbers than had
done so previously and their presence in especially small rural
schools led to coeducation as the norm. In 1907, the first kinder-
garten in Alberta was started. Recession, depression, and the fact
of fewer school-age children all tended to keep children in school
longer, through the 1920's and 1930's.

The Alberta Teachers' Alliance, formed in 1918, received a
government charter as the Alberta Teachers' Association in 1935 and
was made subject to compulsory membership in 1936. Educational his-
torians have related this fact to the election to office of a new
government in 1935, referring to the successful lobbying of members
of the Teachers' Alliance.

Teacher shortages characterized Albertan education through
several decades. By 1955, centralization of the many school dis-
tricts led to the existence of 176 consolidated school districts,
~ with a few remaining rural districts. The move towards centraliza-
tion commenced with the creation of 11 divisions from 774 rural dis-
tricts in 1937; by 1966, there were 59 divisions and counties,
plus 16 rural public school districts in Alberta.

In 1929, the present system of 6-3-3 organization for
elementary-junior-senior high was established. The presént "credit"n

program for senior high school subjects started in the late 1930's.

]]Albertan students are required to complete twenty-five
hours of schooling for each credit they receive in each subject
throughout the senior high school (grades 10, 11, and 12).
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The Cameron Commission report of 1959 included recommenda-
tions on the establishment of Community Colleges for Alberta and on
vocational education, both later receiving attention. In mid-1973,
the Worth Report arose from concerns about the long-range plans
needed for Albertan education facing the 21st century.

In teacher training, there was a normal school set up in
Calgary in 1906. Others followed, to prepare teachers for the
schools and to improve on the meager training of early teachers. In
1930, the first graduates from the University of Alberta's new
School of Education came to the schools; and from 1945 all teacher
education became a function of the University of Alberta.

Throughout a period of over thirty years from the mid-1930's,
Alberta had a single party in power in the Provincial government.
This provided relative political stability for the development of
education. A similar political situation existed in Tasmania. In

other respects, however, Tasmania and Alberta were less alike.

Tasmania: As noted earlier, Tasmania became a State in 1856.
In 1869, compulsory education was prescribed. Over the years, this
was extended: 1in 1898, the ages of compulsory attendance were from
7 to 13 years; in 1912, it became 6 to 14 years; and in 1946, it
became 6 to 16 ,year's.]2

The first state high schools in Tasmania were opened in

1913, based on "an academic tradition made possible by a selective

lzTasmanian Year Book, 1974, op. cit.
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intake of students and staff."]3

In 1944, the Schools Board of
Tasmania was established to govern systems of awarding school cer-
tificates. A Schools Board Certificate, awarded at the fourth year
level of secondary education, was introduced in 1946. That year
there was a reorganization of the education system to provide for
graduation after three, four, or five years of secondary education.
There was progressive abolition of the classification test used to
select primary pupils for admission to secondary schools through the
period 1956 to 1962, with English-type comprehensive high schools
commencing in 1957. In 1969, two certificates were set up for
secondary students "graduating"--the School Certificate, after four
years, and the Higher School Certificate, after five or six years of
secondary education. Both certificates consisted of a report on the
student showing his/her results and listing all subjects taken.]4
In 1962 matriculation colleges started in Tasmania, and the
concept was extended to other larger population areas in subsequent
years. In 1973 there was a new college opened near Hobart, "the
first college in Australia specifically designed for fifth and sixth-
year secondary st‘.udents."]5 One important purpose of these matricu-

lation colleges was to help bridge the gap between secondary and

tertiary education.

]3Tasmanian Matriculation Colleges (Hobart: Education

Department, n.d.).

14"Education in Tasmania, 1973," Tasmanian Year Book, No. 7,
1973 (Tasmanian Office, Australian Bureau of Statistics, 1973).
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Tasmanian Matriculation Colleges, op. cit.
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The population of Tasmania was largely rural in earlier
times and, in an attempt to meet the needs of local areas, "area
schools" were established. Commencing in 1935, these area schools

numbered 35 in 1973.]6

A characteristic of the schools was their
concentration upon practical subjects at the secondary level. Most
had a farm-type operation as part of the school, used for study by
the Tocal students. In 1973, "district school" replaced the title
"area school."

Teacher education in Tasmania has been undertaken primarily
by Provincially-run teacher colleges. These colleges were run by
the Department to provide trained teachers as needed. A Faculty of
Education was established at the University of Tasmania after World
War II and provided a one-year program leading to a Diploma of Edu-

17 In

cation for graduates from the faculties of Arts and Science.
1973, plans were being made to provide training for a Bachelor of
Education degree at the University of Tasmania.

Adult education was organized in Tasmania in 1914 and has
been a part of Tasmanian education since that time. In 1969, pre-
schools were established as a part of the education system.

There has been considerable federal funding of education in
Australia, despite the fact that States control education. A Common-

wealth Office of Education was established in 1945. There was a

change in the Federal Government early in the 1970's, leading to a

16The Educational Needs of Rural Areas (Hobart: Education
Department of Tasmania, 1971).

17

Education in Tasmania, 1973, op. cit.
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review of federal funding. A study was undertaken and it led to the
Karmel Report. As a result of the Karmel Report, considerable
federal money was put into education, beginning in 1974.

From the brief historical sketch of education in each area,
it can be seen that Alberta and Tasmania have some common features
along with some quite different characteristics. The strength of
the professional association of teachers in Alberta is not matched
in Tasmania, where membership is voluntary. The organizational
structure of schools through the school board system/State civil

service system also constitutes notable differences.

Educational Philosophy

Alberta is part of a country that has been Canada for over
100 years. The United States of America, its southern neighbor, is
very large and very influential. Many Albertan university staff
train in or come from the United States. As well, texts in univer-
sities and in schools, the general literature of education, and edu-
cational philosophies largely originate in the United States.
ﬁrinted materials and the products of other media from that country
have a profound influence on education throughout Alberta. Overall,
educational philosophy in Alberta reflects the educational philoso-
phy of the United States of America.

Tasmania is part of a country that has been the Commonwealth
of Australia for over seventy years. While its own publishing

industry is growing, it imports books and other printed resources
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extensively from Britain. Immigrants from Britain maintain early
ties with that area, continuing the British influence.

The United States has had more influence in Tasmania since
the Second World War but the greatest influence in education con-
tinues to come from Britain. This influence is reflected in such
practices as the use of school uniforms for students and in the
development of kindergarten.

Both regions have compulsory school attendance to age six-
teen. Tasmania was the first colony in the British Empire to make
education compulsory, in 1869.

The Worth Report]8 provides some insight into the thinking
about education in Alberta in the early 1970's. Included in the
report are recommendations stressing decentralization, defining some
areas where centralization is the best approach, proposing life-long
and early childhood education, and dealing with certification of
teachers. These recommendations, which contribute to the educational
philosophy of Alberta, arose from the input of many sources within
Alberta. They will have varying effects upon future educational
practice in Alberta. Some of the recommendations worthy of note are:

On decentralization:

The provincial educational structure must foster development
of relatively independent local units of government and institutions

highly responsive to the needs of their clients.

]85¥Choice of Futures, Report of the Commission on Educational
Planning (Edmonton: Government Printer, 1972).
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Activities in governance to be performed at the provincial
level must be limited to those that cannot be effectively performed
at the local or institutional level.

Boards of trustees must help to ensure that decentralization
of authority also occurs within their jurisdictions.

Consistent with the move toward more local control, it is
only appropriate that decisions about designs of schools be made
at the local level.

Existing legislation will have to be extended so that boards
of trustees can establish a school council for each school or group
of schools within its jurisdiction.

The Department of Education should continue to issue a
diploma on a school's recommendation.

There should be increased autonomy of the learner, reduced
dominance of the teacher, and less pre-ordained structure for the
learning transaction.

On centralization and standardization:

Priority will be given to providing the student with involve-
ment in experiences which result in the student achieving mastery of
basic skills and strategies, being excited with learning, and becom-
ing imbued with a desire to continue learning, rather than with
giving the student a core of factual information.

The provincial authority should specify a basic length or
minimum range for the school year and school day to safeguard the

public interest and to provide a baseline for funding.
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More time must be allocated to physical education, fine arts,
and outdoor education to enhance creative capacity and personal
autonomy.

Environmental education must dominate future horizons.

Educational planning should be correlated with general
social and economic planning.

The provincial government should assume fiscal responsi-
bility for early and basic education, but with some opportunity for
financial enrichment at the local level.

On life-long learning:

Educational planning must take life-long learning as a basic
assumption.

Employers and labor unions must be encouraged to negotiate
day release periods so that schooling can become a part of regular
work schedules.

Boards of trustees and school councils should concern them-
selves with both basic education and further education programs in
community schools.

On early childhood education:

Schooling should begin at the earliest age at which a child
can derive benefit and should have three major functions: stimula-
tion, identification, socialization.

Provision for and public funding of selective experiences
for three and four year olds is advocated.

Provision for and public funding of universal opportunity

programs for five year olds is advocated.
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Early education must be to help each child develop an image
of himself which he finds satisfying and attractive.

On certification of staff:

School authorities should be granted the freedom to employ
for special tasks whomever they wish, when no suitably qualified pro-
fessional, trainee, or volunteer is available. Present regulations
bar uncertified personnel from instructional roles in schools.

Teaching certificates ought to be issued for a fixed time,
ten years being the proposed period.

In identifying specifics of educational philosophy in Tas-
mania, it is best to cite the statements of the Education Department.
A statement on the primary schools follows:

In recent years the objectives of the primary school pro-
gram have changed from what seemed to be the conventional
expectations of schools that "train" children in academic
learnings and which see as successful only those children who
reach prescribed goals. They wish to foster social, artis-
tic and moral, as well as intellectual development in children
through their own activity and discovery. They want to help
their personal growth, teach them that they are competent to
learn, to grow, to trust themselves as well as others. Under-
lying this is an emphasis on differences in children's tem-
peraments, interests, abilities and modes of learning. One of
the objectives is to have children get to know everyday phe-
nomena through first-hand experience."

Another aim of the curriculum is to have the child ques-
tion thoughtfully and think for himself, making his own gen-
eralizations and abstractions.

In addition the learning of new skills and the solving of
problems is emphasized.

We encourage a child to express his feelings and sense of
self through dramatic play, dance, graphic art, literature. At
the same time, recognizing the increased complexity of the
demands on teachers there is growing willingness for teachers
to work cooperatively using individual talents and interests
to the advantage of more than one class and providing a situa-
tion where pupils can readily be regrouped in small or large
groups, always with intensive or general supervision and assis-
tance as the occasion demands. There will be a need for space
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to store books, materials, equipment, teaching aids and many
objects including the product of pupils' efforts: these will
relate to art, craft, science and mathematical experiment.

Within teaching areas flexibility is sought, not only to
allow varied use at any given time, but to allow adaptation to
different approaches and policies over the years.

Accepting that classes do not need to work exclusively in
their own defined areas there can be shared use of some facili-
ties such as wet areas.

As cooperative teaching and space sharing have gained
acceptance, open-space design has increasingly been adopted as
in harmony with changing statement and school organization.

A further statement of philosophy appeared in Edington's report:

It is recognized by the Department of Education that "educa-
tion from early childhood to adulthood is a continuous pro-
cess with a continuously changing demand. It is the task of

an education system to assess itself, and where necessar,x adapt
itself to meet this demand at every level of learning.” b

Curriculum Processes for Elementary
Social Studies/Social Science

21 which develops

In Alberta, there is a curriculum committee
a curriculum guide for elementary social studies. Membership of
this committee includes Department staff, university staff, and
teachers nominated by the Alberta Teachers' Association. Members of
the Alberta Teachers' Association who offer to serve on the committee

include classroom teachers, school administrators, and system con-

sultants in social studies. Membership of the committee is for a

]9Primary Schools Statement of Philosophy (Roneod sheet
received in 1973 from the Director of Primary Education).

20A Case Study of the Teaching Aids Centre, Tasmania,
Australia, prepared by Mr. A. B. Edington, Director of Information
and Research for the Centre for Educational Development Overseas,
London, for presentation to the Commonwealth Ministers for Educa-
tion, Jamaica, June 1974, p. 3.

21

The writer was a member of the committee from 1968 to 1971.
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three-year term. The most recent work of the coomittee culminated

in the publication of a curriculum guide in 1971.22

The guide was
published by the Department of Education after being approved by the
necessary curriculum advisory bodies.

Tasmanian educators undertook considerable thought and
debate en route to the decision to designate social studies as

social science. Swifte23

and Rodwe]]24 have provided written evi-
dence of this process. The new curriculum guides in Tasmania were
arrived at via an extended practical involvement by coopted teachers
who spent a week in Hobart working as a team with Department staff in
developing a draft. Teachers were then seconded from schools to
spend time to develop the draft into a detailed guide. The guide
was then tested in selected schools, using varying geographic and
economic bases to give a diversity of trial situations. After the
trial, the guide was revised and there were seminars held in centres
throughout the State to provide other teachers with the background
for its use. Constant revision was provided for and high local
interest and relevance was sought by having Tasmanian teachers write

stories for inclusion in the guide.25

22Experiences in Decision Making, Elementary Social Studies
Handbook (Edmonton: Queen's Printer, January 1971).

23H. L. Swifte, "Aims and Means in Social Sciences," Tasmanian
Journal of Education 6 (April 1972): 32-33.

24Grant Rodwell, "Putting Science Into Social Sciences,”
Tasmanian Journal of Education 7 (July-August 1973): 39-43.

25Interv1ew with George Holden, past chairman of Working
Committee, July 1974,
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In Tasmania, the program was first introduced into kinder-
garten. After that, Grades 1 and 2, 3 and 4, and 5 and 6 used the
program, in pairs of grades each time. The sequence for a new guide
was as follows: in the first year there were limited trials in
selected schools; in the second year the guide was available to all
teachers but in tentative form; and in the third year the guide was
published as an official course to be offered in all schoo]s.26 A
similar progressive introduction occurred at the secondary level in
Tasmania. Evaluation commenced with the publication of the first
guide and stressed the effects of the program rather than evalua-
tion of students. A report on First Year High School exemplifies
this approach of stressing the effects of the program on students
and teachers by concentrating on the attitudes and interests of
pupils rather than on their knowledge of course content.27 The Cur-
riculum Branch published a series of Banks of Items for Primary
Social Sciences in Grades 3, 4, 5, and 6 to assist and to guide
teachers in the evaluation of the program.

Implementation of the new curriculum guide for elementary
social studies in Alberta was for Grades 1 to 6, with a heavy stress
upon teacher inservice by Department staff. Seminars were held

extensively throughout Alberta. Besides the work of the Department,

there were Social Studies Council workshops and seminars in many

26

27D. G. Palmer, The Attitudes and Interests of First Year
High School Pupils and Their Teachers (With Particular Reference to
the New Social Sciences Courses) (Hobart: Education Department of
Tasmania, March 1973).

Interview with Don Palmer, July 1974.
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areas. The subject councils of the Alberta Teachers' Association
provide opportunities for teachers to work cooperatively in areas
of common interest.

A member of the Committee planning the program in Tasmania
was from the Australian Broadcasting Commission. This national
radio-television network had personnel of its own staff working with
a seconded Department staff member so that programs would be better

28

able to meet the needs of schools. In addition, the Department,

through its Teaching Aids Branch, provided multi-media packages and
printed many of the texts and other references used wifh the program.29

In Alberta, software such as audio and videotapes that were
needed for the program were provided for teachers through the Audio
Visual Services Branch. Educational radio and television programs
were also provided through educational agencies but most references
and texts were commercially produced.

An important component in the planning of the curriculum
guide in Tasmania was the spiral curriculum proposed by Hilda Taba.30
The same concept was used in planning the curriculum guide in

31

Alberta. The spiral curriculum, as proposed by Taba, consists

of visualizing concepts that are going to be developed in social

28
29
30
31

Interview with Hugh McIndow and Mr. Gleeson, July 1974.
Interview with Graeme Foster, July 1974.

Interview with Hugh Campbell, July 1974.

Experiences in Decision Making, op. cit., p. 14.
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studies as being "threads which appear over and over again in a

spiral fashion but which always are moving to a higher level."32

Teacher Organization

In Alberta, the Alberta Teachers' Association had a 1974
budget of $3,315,983.00. Its budget for Professional Development
activities was $258,320.00.33

The Tasmanian Teachers' Federation budget for 1974 totalled
$163,200.00, of which the sum of $8,000.00 was 1den£ified for
"In-Service Education and Research.“34

Teachers in A]berta are required by legislation to be mem-
bers of the Alberta Teachers' Association. This compulsory member-
ship through the School Act and the Teaching Profession Act,35 gives
the organization a very considerable status. In addition to its role
in negotiating contracts for teachers, the Association gives much
attention to Professional Development, largely through a network of
Specialist Councils.36 A Specialist Council is an organization of

educators having a common interest in a subject or program area.

Funds for the operation of the organization are available from the

32Hilda Taba, Teachers' Handbook for Elementary Social Studies
(Don Mills: Ontario: Addison-Wesley (Canada) Ltd., 1967), p. 14.

331976 Handbook, The Alberta Teachers' Association 59th
Annual Representative Assembly, Part 2, p. 4.

34

Budget for 1974, Tasmanian Teachers' Federation.

351he school Act, op. cit.; The Teaching Profession Act
(Edmonton: Queen's Printer, 1955).

36There were nineteen Councils in 1974.
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Provincial Association as well as from fees paid by members of each
council. Throughout the period following the introduction of the
new Social Studies program in Alberta, the Social Studies Council had
a membership of over 1,000 and was active in workshops/seminars to
assist teachers with the program.37
Teachers in Tasmania also belong to internal subject organi-
zations. Thus, a meeting of the Tasmanian Geography Teachers Asso-
ciation Northern Branch was scheduled to discuss the new Social

38 Members of the

Science Syllabus in April, 1971, in Launceston.
Tasmanian Teachers' Federation may be in one or more of the fourteen
or fifteen specialist groups that exist and must be in one of the

thirty-four geographical subunits of the Federation.39

Terms Used
Throughout this study, a number of names or terms are used
that have particular meanings in Alberta and Tasmania. A brief des-
cription of these is given below to assist the reader who may not be
familiar with these regions.

The curriculum committee is made up of educators who are

charged with the development of a program of studies for the region.
In Alberta, the curriculum committee is comprised of representatives

from the Department of Education and from universities, along with a

37The writer was president in 1971 and 1972.

38The Tasmanian Teacher (Hobart: Education Department,
March 1971), p. 3.

39

Interview with Harry Leitch and May Backhouse, July 1974.
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majority of members who are teachers or administrators chosen from
a selected 1ist of members of the Alberta Teachers' Association.

In Tasmania, members are teachers or administrators, officials of
the Department, or staff of the university or teacher training col-
lege. School-based personnel are usually seconded40 from school
duties for curriculum committee work in Tasmania; in Alberta, their
duties are performed on an ad hoc basis.

The curriculum guide is the product of the curriculum com-

mittee's work. The guide includes a written outline of the program
of studies--content--along with advice about methods of teaching
and evaluation--process. In an introduction to the guide in Alberta,
the Department of Education indicates that the guide is suggestive
only; the Tasmanian guide takes a similar approach. This means
that teachers are not obliged to follow the guide slavishly, but
may plan their own curriculum to develop the concepts, skills, and
attitudes called for at each level. However, any teacher who is
unable to plan an effective program or who appears unsuccessful in
teaching the subject is referred to the guide. In such cases,
administrators make the guide more than suggestive for a teacher.
Within each guide there are parts that are required in a
general sense in order to avoid undue repetition of topics and to
provide a logical sequence. Thus, the Grade 5 child will study

Canada or Australia but not necessarily through the content described

40A member of staff is seconded when working in another
department or area for a fixed term or task, while being officially
listed in his/her original position.
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in the guide. Both regions produce the curriculum guide as an
official publication of the Department. As a result, many educa-
tors disbelieve the injunction that the guide is suggestive and
treat it as prescriptive.

Curriculum dissemination refers to the spreading of informa-

tion about the references, the content, and the processes that are
advocated/suggested/prescribed by the curriculum guide. The section
on curriculum dissemination deals with questions that relate to
teacher understanding of the guide, to the use of the guide by
teachers, to the training of teachers for use of the pfograms con-
tained in the guide, and to ways in which curriculum ideas can or
should be diffused to reach teachers.

The Department is the Department of Education in Alberta and
the Education Department in Tasmania. Each is responsible for edu-
cation within the Province/State, under the federal division of
powers. In Alberta, the School Act delegates much control of edu-
cation to a 1opa11y elected board, council, or coomittee. The lat-
ter hires staff to serve as teachers and administrators for the
jurisdiction, operates an annual budget, has powers over curriculum,
within the general guidelines and under the general direction of the
Department, and is able to determine the course of local education
while remaining accountable to the Department, through the Act, for
good fiscal and educational management. In Alberta, the Department
operates a central office which has branches for various facets of
education, to monitor the accountability of school jurisdictions.

In 1971, it established Regional Offices in six centres throughout
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the Province. Besides providing consultative services to juris-
dictions, the staff of these offices serve as monitors of local
education, checking that the Act and other provincially mandated
educational decisions are followed.

In Tasmania, the Department includes every employee of the
public school system, including teachers, principals, and superin-
tendents. Besides the central office in the capital, there is a
cadre of superintendents located in four regional offices. The role
of superintendents in Tasmania is described as being supervisory
rather than evaluative under this structure, but the hierarchica]
framework tends to make them evaluators.

The professional organization in Alberta is the Alberta

Teachers' Association. In Tasmania, the organization is the Tasma-
nian Teachers' Federation. Membership in the Alberta organization
is compulsory; in Tasmania, membership in voluntary.

Teacher organization representatives include the elected

officials of the Alberta Teachers' Association and executive officers
of the Alberta Teachers' Association and of the Tasmanian Teachers'
Federation.

School-system administrators, as a group, are limited to

Alberta, where School Board appointed superintendents of schools fall
in this category, along with assistant superintendents and any other
central office educational personnel. Whether called "superin-
tendents" or "school system administrators" in this report of the

study, they. are unique to Alberta. However, Tasmanians confused
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departmental superintendents with "school-system administrators"
or superintendents in one place in the study.

Principals include personnel variously designated as princi-
pal, headmaster, headteacher, and the deputies or assistants of
these offices. "Principal" is the chief term used throughout the
study.

School-based educators include the teachers and principals

who responded to the questionnaire.

Non-school-based educators are the Department, university,
school-system administrator, teacher organization, and‘curriculum
committee respondents. Bridging both groups, the curriculum com-
mittee has a membership that is both school-based and non-school-
based. For the purposes of the study, the curriculum committee
group is included with non-school-based educators because of the
number of university and Department members, the secondment to cur-
riculum duties for Tasmanian teachers, and the presence of school-
system personnel as teacher representatives in Alberta.

Parents are members of the Parents' and Friends' Association
in Tasmania or of the Home and School Association in Alberta. The
organizations are established to provide for improved 1iaison between
the school and the home and do their grassroots work at the level
of the local school. There is also a Provincial/State body, which
serves as a forum for common concerns and as a vehicle for political
pressure or action. Those surveyed are officers in the Provincial/
State body of their organization, being elected from among the

general membership.
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Groups are the various categories of people who are surveyed.
The sample is made up as follows:

Number Surveyed

Group Alberta Tasmania
Teachers 40 40
Parents 8 6
University 7 4
Principals 20 20
Department 7 8
Curriculum Committee 8 1
School-System Admin. 20 -
Teacher Rep. 3 2

Summary

The need for information and knowledge about curriculum
development is noted, as is the need for data on the different situa-
tions where curriculum development will occur. The purpose of the
study is to address a list of basic questions on curriculum develop-
ment to generate information and knowledge about it.

Following the statements of need and of purpose is a section
on contexts of the study. Representing centralized organization and
partly decentralized organizations, respectively, and having
recently introduced curriculum in elementary social studies, Tasmania
and Alberta are used fof the study. Following a list of the spe-
cific questions of the questionnaire, a context is set for the reader
by the inclusion of some background information on both Alberta and
Tasmania.

Alberta has a larger area than Tasmania and its winter cli-
mate is more severe than that of Tasmania. There are many more

people in Alberta than in Tasmania and Alberta has both Indian and



38

French-speaking people, as well as English-speaking residents, in

a country that uses two languages extensively. A1l these factors

tend to make the interaction and communication processes that are
basic to curriculum development and curriculum dissemination more dif-
ficult in Alberta than in Tasmania.

The relative isolation of Tasmania does not apply to Alberta,
where there is influence from all its neighbors, and especially from
the United States to the south. Traditional ties for Tasmania are
more with Britain and British immigrants have tended to maintain
them.

Both areas have a high proportion of the population in urban
settings and there is a similar density of population in each. Both
operate under a democratic system of government.

Although the mountains of Alberta reach greater heights than
those in Tasmania, the latter has mountainous areas throughout,
making travel in Tasmania more difficult than travel in Alberta.
Alberta is a rich area and it provides communications systems and
opportunities in education that are not available in Tasmania.

Both regions have control of education delegated to them
from their national governments. Alberta has further delegated
much responsibility to local government authorities, while Tasmania
retains centralized control. In education Alberta has a larger
student body, more schools, a more numerous teaching force, a
greater budget, and more per capita cost than does Tasmania. In
addition, Alberta's teacher organization has more members, more

strength, and more funds than its Tasmanian counterpart.
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The next section contains terms that could be new to readers,
with an explanation and a description. Included are: curriculum
committee, curriculum guide, curriculum dissemination, the Depart-
ment, professional organization, teacher organization representa-
tives, school-system administrators, principals, school-based

educators, non-school-based educators, parents, and groups.

Overview
A review of the literature is presented in Chapter 2. 1In
Chapter 3 there are details about the sample, the measure used, the
design of the study, and the method of analysis used. Chapter 4
is devoted to a description, analysis, and comparison of responses
to the questionnaire on curriculum development and on dissemination
of curriculum ideas in the two regions. A summary and conclusions

from the survey are given in Chapter 5.



CHAPTER 2
REVIEW OF THE LITERATURE

Introduction

Included in this review of literature are studies that are
germane to the inquiry of the thesis, namely, curriculum sources,
roles in curriculum development, planning for program implementa-
tion, teacher training, and diffusion of curriculum ideas.

Since the focus throughout the study is on curriculum, a
brief review of literature on the meaning of curriculum is included,
and it leads to the definition of curriculum as "all of the planned
experiences that are offered to learners under the auspices of the
school." A short section referring to literature that defines cur-

riculum development concludes the chapter.

Research Literature on Role Perceptions

Curriculum Sources

The studies by Christoff, Fld&ten, Harris, and Sloan refer
to the topics covered by questionnaire items 12 and 13,] under the

section on curriculum sources, as follows:

]Anton Edward Christoff, "A Study to Determine How Teachers
in the Sheboygan Public Schools, Sheboygan, Wisconsin, Perceive the
Freedom They Have and the Freedom They Feel They Should Have to Make
Instructional Decisions" (Ed.D. thesis, University of Northern Colo-
rado, 1972). Dissertation Abstracts 1972-3, 7-8; Wayne Richard
Fl4lten, "The Role of the Elementary School Principal, Teachers, and
Parents in the Area of Curriculum Improvement" (Ed.D. thesis, Brigham
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12. Rank according to who actually sets curriculum now.
(List given in questionnaire.{
13. Rank according to who should plan the curriculum for

social studies/social science. (List given in ques-
tionnaire.)

Anton Edward Christoff2 found that teachers in the Sheboygan
Public Schools in Wisconsin felt that they had considerable freedom
to make instructional decisions and also that they felt that they
should have the freedom. Some teachers wanted more freedom than
they had, with the younger teachers generally wanting the most
freedom.

Wayne Richard F]H&ten3 found that a jury of experts and a
group of elementary school principals both felt that the experts and
the principals should have more involvement, to enhance the curric-
ulum of the elementary school.

Juanita Edwards Harris4 found that the teachers selected for
her study stressed aspects of curriculum development generally the

same as did curriculum specialists. In doing so, the teachers

Young University, 1972), Dissertation Abstracts 1972, 5-6; Juanita
Edwards Harris, "A Study of the Opinions of Selected Teachers Con-
cerning Curriculum Planning at the Regional Level in a Decentralized
School System" (Ed.D. thesis, Wayne State University, 1972), Disser-
tation Abstracts 1972, 5-6; Harold Richard Sloan, "Innovation and
Change in Iowa Elementary Schools: Principals and Teachers' Percep-
tions" (Ph.D. thesis, University of Iowa, 1972), Dissertation
Abstracts 1972-3, 11-12.

2

Christoff, op. cit.

3Flﬂaten, op. cit.

4Harris, op. cit.
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showed that they and curriculum specialists had similar perceptions
of curriculum sources.

Harold Richard Sloan5 found that both principals and teachers
in Iowa Elementary Schools saw themselves and each other as being
most important program proposers.

These findings can be compared with the perceptions of
principals, teachers, and curriculum committee members who responded
to the questionnaire items on who actually sets and who should plan
curriculum for social studies/social science. Comparisons are made

as part of the summary and conclusions of the study in Chapter 5.

Roles in Curriculum Development

Studies that relate to this topic generally fall into the
area covered by question 21, which is:

21. To what extent does the teacher organization give
leadership in curriculum development?

6

A study by William Douglas Ward 1is in this category.

ward7 found that teacher organizations place high priority
on involvement in instructional policy development with school
boards. He also found that the teacher organizations place low

priority on teacher organization development and/or enforcement of

5

6lrh'lh‘am Douglas Ward, "The Role of Teacher Organizations
in Professional Development and Instructional Improvement as Per-
ceived by Selected Teacher Organization Leaders" (Ph.D. thesis,
Michigan State University, 1973).

7

Sloan, op. cit.

Ibid.
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performance standards by teachers. His findings would indicate
perceptions of teacher organization leadership in the policy sense
but not through a monitoring of members. '

Respondents to question 21 give their perceptions of the role
of the teacher organization in curriculum development, permitting
comparisons between Ward's findings and findings in this study.

These comparisons are made in Chapter 5.

Planning for Program Implementation

Charles Nathan Dempsey8 found that teachers in Virginia
expected effective instructional leadership from elementary school
principals. This finding relates to question 27, which states:

27. Who should provide integrated planning to ensure that
resources accompany new curriculum ideas?

The extent to which respondents to question 27 state that
principals are key planners in ensuring that resources accompany new
curriculum ideas can be compared with Dempsey's finding. This com-

parison is presented in Chapter 5.

Teacher Training

Reference to teacher training occurs in the study by ward.9

He found that teacher organizations place high priority on local

initiative and planning of in-service activities, with in-service to

8Charles Nathan Dempsey, "Patterns of Effectiveness and
Ineffective Behavior of Elementary School Principals as Perceived
by a Selected Group of Class-Room Teachers in Virginia" (Ed.D. thesis,
University of Virginia, 1972), Dissertation Abstracts 1972-3, 7-8.

9

Ward, op. cit.
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be funded by the public and not by dues. Ward's work on this theme
is relevant to item 36, as follows:
36. Rank according to relative importance in training
teachers for understanding and use of a new program.
(List included in questionnaire.)
A comparison between Ward's finding and the finding in this

study on the matter of teacher training is given in Chapter 5.

Diffusion of Curriculum Ideas

Research literature on diffusion of curriculum ideas includes
work by Ward, Dempsey, Sloan, Easton, and Gour]eylo and relates to
questions 37, 38, 39, and 40, as follows:

37. Who should be responsible for spreading new curriculum
ideas?

38. To what extent does the teacher organization give
leadership in spreading new curriculum ideas?

39. To what extent do principals give leadership in
spreading new curriculum ideas?

40. Rank the following according to which is best for
spreading new curriculum ideas. (List incTuded in
questionnaire.)

n found that teacher organizations give low priority to

Ward
instructional improvement through the teacher organization. Since

instructional leadership would logically include spreading new

]olbid.; Dempsey, op. cit.; Sloan, op. cit.; Donald Louis
Easton, "The Supervisory Role of the Elementary School Principal in
Montana" (Ed.D. thesis, Montana State University, 1971), Dissertation
Abstracts Vol. 32 9-10, p. 4870-A; Harold Eugene Gourley, "Issues at
the Building Level as Perceived by Elementary Principals” (Ed.D.
thesis, Indiana University, 1972), Dissertation Abstracts 1972-3,
11-12.

n

Ward, op. cit.
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curriculum ideas, his findings relate to questions 37 and 38, on
responsibility for épreading new curriculum ideas and on teacher
organization leadership in spreading new curriculum ideas.

Dempsey]2

reports a study that relates to question 37, on
responsibility for spreading new curriculum ideas, when he found
that teachers in Virginia expected effective instructional leader-
ship from elementary school principals. Instructional leadership

is taken to mean that there would be leadership given to teachers by
principals so that the instruction of pupils would be most effective.
In this sense, instructional leadership would logically have to
include curriculum diffusion.

Sloan]3

reports that principals and teachers in Iowa saw
themselves and each other as being most important program adopters,
as well as program proposers. This finding is relevant to questions
37 and 39 on responsibility for spreading new curriculum ideas and
on the extent of principals' leadership in spreading new curriculum
ideas.

Harold Eugene l’iourle,v'I4

found that the three most signifi-
cant issues confronting building principals include curriculum
innovation. This point relates most closely to question 39, which
asks about the extent of leadership shown by principals in spreading

new curriculum ideas.

12
13
14

Dempsey, op. cit.
Sloan, op. cit.

Gourley, op. cit.
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15 found that teachers stress the impor-

Donald Louis Easton
tance of administrative visits less than the visits are stressed by
administrators themselves. His finding is most pertinent to ques-
tion 40 on what is the best way to spread new curriculum ideas.

The research on diffusion of curriculum ideas can be compared

with findings in this study. The comparisons are made in Chapter 5.

Curriculum Defined

There are many descriptions of curriculum. Morris says,
"Stemming from the Latin, curriculum literally means a 'race course'
or a course of studies through which one ‘runs' to reach the end, an

end presumably of full knowledge, keen insight and mature citizen-

16

ship." Beauchamp expects that "the curriculum for the elementary

school be a planned document, and that it be planned by the adult

membership of the school community it is intended to serve."17

He adds:

Curriculum has been defined as the design of a social group
for the educational experiences of their children in school.
It has been suggested that this curriculum consists of four
parts: a statement of document interest, a statement of goal
direc%;on, an instructional guide, and provisions for evalua-
tion.

15

]GVan Cleve Morris, Philosophy and the American School
(Boston: Houghton-Mifflin Company, 1961), p. 88.

]7George A. Beauchamp, Planning the Elementary School Cur-
riculum (Boston: Allyn and Bacon, Inc., 1956), p. 275.

18

Easton, op. cit.

Ibid.
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Ragan presents much the same view in stating, "Traditionally cur-
riculum has meant the subjects taught in school or the course of

study,“"9

and Hurley agrees: "Some think of the curriculum as the
course of study and follow it slavishly. Others consider it synony-
mous with the basic textbook. Still others consider curriculum to
be definitive outlines for teaching separate subjects day by day."20
Dol1 differentiates between the traditional and the modern
view of curriculum in the statement: "The commonly-accepted defini-

tion of curriculum has changed from content of courses of study and

lists of subjects and courses to all the experiences which are offered
21

to learners under the auspices or direction of the school." Similar

distinctions between curriculum as the course of study, as courses
offeréd, as subject matter content, and as planned experiences are
made by Anderson.22 Crosby differentiates between subject-centred
curricula ("founded upon the belief that the curriculum is composed
of separate and distinct subjects, each of which embraces a body of

content and skills which will enable the learner to acquire knowledge

lgw. B. Ragan, Modern Elementary Curriculum, rev. ed. (New
York: Holt, Rinehart and Winston, 1964).

20B. D. Hurley, Curriculum for Elementary School Children
(New York: The Ronald Press Company, 1957), p. /9.

2]R. C. Doll, Curriculum Improvement: Decision Making and
Process, 2nd ed. (Boston: Allyn and Bacon, 1970), p. 21.

22V. E. Anderson, Practices and Procedures of Curriculum
Improvement (New York: The Ronald Press Company, 1956), pp. 4-5.
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of himself and his world"),23 child-centred curricula ("the premise
that the child is the center of the educational process and the cur-
riculum should be built upon his interests, needs, abilities and
purposes"),24 and problem-centred curricula ("conceived as the frame-
work in which the child is guided toward maturity within the context
of the social group“).25

The definition of curriculum given by Doll, above, includes
"all the experiences which are offered to learners under the auspices
or direction of the school." Grobman agrees when he states,
", . curriculum encompasses all school-oriented learning experi-
ences of the child, including some unplanned ones that produce
results diametrically opposed to the aims of the curriculum plan-

26

ners." This all-encompassing definition is limited by Hicks,

Houston, Cheney and Marquard when they state that the curriculum of
the school includes those experiences "for which the school accepts

27

responsibility." Burdin and McAuley also limit the definition but

fail to clarify the extent of that limit. They state, "Curriculum

23Murie1 Crosby, Curriculum Development for Elementary
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